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Advising in Language Learning Advising in Language Learning (Kato & Mynard, 2016) and the role of the learning advisor
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contribute to satisfying language learners’ basic psychological needs and foster an autonomy-
supportive learning climate. These needs are conceptualised as learners perceiving personal
ownership (autonomy), progressive mastery (competence), acceptance and emotional connection
(relatedness) within the advising sessions, leading to positive outcomes in their learning processes
and well-being. SDT contends that learning environments and social supports that facilitate need
satisfaction activate learners’ autonomous motivation, foster well-being and flourishing, and
contribute to adaptative functioning. Building on previous research (Shelton-Strong & Tassinari,
2022) this study seeks to provide novel insights into how learners’ basic psychological needs are
satisfied and identify associated benefits of experiencing need satisfaction resulting from the
Advising process. While much of SDT research in education has focussed on the teacher’s role in
enabling or hindering need-supportive conditions, the distinct role of the learning advisor re-
mains underrepresented in the literature. To address this gap, this study explores the extent to
which the participants experienced perceived autonomy, competence, and relatedness within the
Advising relationship, and identifies ways this support facilitated a learning climate conducive to
basic psychological need satisfaction. The findings indicate that learning advisors play a pivotal
role in providing an important need-supportive experience, leading to positive outcomes
including personal growth, the development of effective coping strategies, experiencing hope,
meaning, and agentic engagement within the learning process.

1. Introduction

Contemporary educational goals are increasingly shaped by a focus on learner well-being and lifelong flourishing, challenging the
traditional view of education as primarily a means of cultivating human capital. This perspective aligns with a growing body of
literature advocating for a flourishing-focused reorientation, with significant implications for learners’ motivation, healthy devel-
opment, and well-being (Curren et al., 2024; Duraiappah, Van Atteveldt, & Buil, 2022; Martela, 2024; Reeve, Ryan, Cheon, Matos, &
Kaplan, 2022; Ryan, Reeve, Kaplan, Matos, & Cheon, 2023). Within the field of language education, this shift is evident in research on
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learner and teacher well-being (Davis, 2022; Gregersen & Mercer, 2022; Mercer & Gregersen, 2023), yet less attention has been paid to
how learner flourishing and well-being can be supported outside formal classroom settings.

To bridge this gap, the present study takes a Self-Determination Theory perspective (SDT; Ryan & Deci, 2017; Ryan, 2023) to
examine how learner engagement in Advising in Language Learning and the quality of the learner-advisor relationship fosters satis-
faction of learners’ basic psychological needs of autonomy, competence, and relatedness, predictive of learner flourishing and
well-being. Against this background, Advising in Language Learning (Advising, henceforth) is posited as a practice supportive of these
needs, defined as a “process of dialogical interventions” (Mozzon-McPherson, 2019, p. 96) aimed at “promoting deeper-level reflective
thought processes in order to promote an awareness and control of learning” (Mynard, 2021, p. 46). From an SDT perspective, the
advising dialogue and learner-advisor relationship function as a form of social scaffolding (potentially) facilitating an
autonomy-supportive learning climate and support for learners’ basic psychological needs (Shelton-Strong, 2022).

Decades of empirical evidence have supported the assumption that basic psychological needs exist and play an essential role in
motivation, well-being, and optimal functioning (Vansteenkiste, Soenens, & Ryan, 2023). While numerous studies have explored how
teachers can facilitate need-supportive conditions in classrooms (Reeve et al., 2022), research affirms that learning and supportive
relationships extend beyond these formal settings (Mynard & Shelton-Strong, 2022a), underscoring the importance of investigating
need-supportive conditions beyond traditional classroom settings. The practice of Advising, which operates in this extended learning
space (beyond the classroom), draws on various domains in which SDT and basic psychological needs have been a focus of both
research and practical intervention. These include coaching (Delrue et al., 2019; Ryan & Deci, 2019b), parenting (Vrijders et al., 2024;
Laporte, Soenens, Brenning, & Vansteenkiste, 2021), behaviour change (Teixeira et al., 2020), as well as general education (Herrera,
Matos, Gargurevich, Lira, & Valenzuela, 2021; Reeve, 2009, 2016; Ryan et al., 2023; Sung et al., 2024), and language (learning)
education (Dincer, Yesilyurt, Noels, & Vargas Lascano, 2019; Mynard & Shelton-Strong, 2022b; Noels et al., 2019a; Noels,
Adrian-Taylor, Saumure, & Katz, 2019b; Noels, 2023; Davis, 2022; Davis & Printer, 2022; Oga-Baldwin, Nakata, Parker, & Ryan,
2017).

Substantial research confirms that support for basic psychological needs promotes autonomous motivation, well-being, and
optimal functioning, whereas need thwarting, frustration, or neglect undermine these, leading to passivity, ill-being, and poor func-
tioning (Dalgas, Ntoumanis, Elmose-@sterlund, & Bredahl, 2024; Ntoumanis, 2023; Reeve et al., 2023; Ryan, Lynch, Vansteenkiste, &
Deci, 2011; Vansteenkiste & Ryan, 2013). Given the benefits of supporting students’ autonomy, competence and relatedness in
learning and language education, understanding how they experience their learning environment and ensuring an effective
need-supportive learning climate is provided is essential (Davis, 2022; Jang, Kim, & Reeve, 2012; Noels, 2023; Reeve, 2016, 2022b;
Reeve et al., 2022; Ryan & Deci, 2020; Ryan et al., 2023; Vansteenkiste, Aelterman, Haerens, & Soenens, 2019).

The rationale for this study lies within SDT’s organismic underpinnings, which posit that our innate, growth-oriented nature de-
pends on contextual supports to activate flourishing (Ryan & Vansteenkiste, 2023). Within educational contexts, significant oth-
ers—such as teachers or advisors—play an important role in fostering these conditions through interpersonal behaviours that support
autonomy, competence, and relatedness (Slemp et al., 2024). However, despite substantial research on need-supportive teaching
(Ahmadi et al., 2023; Reeve et al., 2022), the precise mechanisms through which Advising fosters need satisfaction remain
underexplored.

Building on theoretical and empirical foundations of Advising from an SDT perspective (Mynard & Shelton-Strong, 2022b;
Shelton-Strong, 2020, 2022; Shelton-Strong & Tassinari, 2022), this study examines how the reflective dialogue in Advising and the
learner-advisor relationship promote autonomous internalisation and self-endorsement, vitalising the interplay between need satis-
faction and flourishing outcomes (Ryan et al., 2023).

SDT is broad theory of motivation, personality development, and well-being, comprised of six mini-theories (Ryan & Deci, 2017)
primarily concerned with “understanding why we do what we do, and what leads to flourishing versus degradation in a human life”
(Ryan & Vansteenkiste, 2023, p. 3). Basic Psychological Needs Theory (Ryan, 1995; Vansteenkiste et al., 2023) provides SDT’s
perspective on well-being and plays a key explanatory role in the understanding of human functioning, identifying autonomy,
competence, and relatedness as universal basic psychological needs. Extensive cross-cultural research has demonstrated how satis-
faction of these needs is crucial for sustainable well-being and flourishing (Howard, Slemp, & Wang, 2024; Ryan & Deci, 2000; Slemp
et al., 2024).

In SDT, autonomy is the need to experience one’s thoughts and actions as self-governed, volitionally regulated, and congruent with
one’s personal values and sense of self (Curren et al., 2024). Competence involves seeking optimal challenges and experiencing
progress in mastering them (Reeve et al., 2022). Relatedness refers to experiencing social connection, caring relationships, and
belonging (Oga-Baldwin, 2022; Knee & Browne, 2023) and is closely interconnected with autonomy, contributing significantly to
learner flourishing. These needs are considered universal, although their expression may vary culturally underpinning the principle of
“universality without uniformity” (Vansteenkiste et al., 2023, p. 98). Importantly, the extent to which the environment supports basic
need satisfaction is critical for internalisation, interest development, and intrinsic motivation (Ryan, Deci, Vansteenkiste, & Soenens,
2021). This highlights the significance of how the learning environment is experienced (Davis, 2020) with clear implications for
Advising contexts.

The question of whether and how learner involvement in Advising sessions facilitates well-being and flourishing is central to this
study. According to Ryan et al. (2023), “the purpose of education is to promote human flourishing,” defined as “the blossoming of
capabilities and wellness” (p. 591). Flourishing involves engaging autonomously and mindfully with intrinsic goals and values, thereby
satisfying basic psychological needs (Curren et al., 2024). SDT’s conceptualisation of well-being emphasises eudaimonic rather than
merely hedonic aspects, focusing on the realisation of human potential and optimal functioning (Martela & Sheldon, 2019; Ryan &
Deci, 2019a; Sheldon, 2018). Central to SDT’s view of flourishing and well-being is the understanding that when learning
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environments foster flourishing, enhanced learning and academic achievements are also furthered. This contrasts with traditional
educational approaches prioritising knowledge transmission and accountability measures that have failed to improve learner
well-being or educational outcomes (Curren et al., 2024). Importantly, flourishing in SDT refers not to an end-state but rather a term to
signal that growth and integrity are occurring in the life of the student (Ryan et al., 2023). This SDT-informed conceptualisation
includes full and interested learner engagement, personal growth and effectiveness, and perceptions of inclusion and community
support, implying an influential supportive role for significant others (Ryan et al., 2023; Martela, 2024; Noels et al., 2019b).

Extensive research indicates that access to and functioning within need-supportive environments fosters internalisation
(Vansteenkiste et al., 2018), enhanced engagement (Reeve, 2022b), and increased self-regulated learning (Mouratidis, Vansteenkiste,
Michou, & Lens, 2013). Such environments are considered “essential to and predicative of well-being, measured in a variety of ways”
(Curren et al., 2024, p. 14). SDT posits that need satisfaction not only promotes well-being but also buffers against negative impacts of
need thwarting (Vansteenkiste & Ryan, 2013). This state of thriving, or full functioning, enables learners to fully utilise their sensi-
bilities and capabilities, maintain awareness of their emotions, and sustain volitional engagement with learning tasks (Ryan et al.,
2023) underscoring the important role of Advising in fostering a need-supportive learning climate.

Advising represents a distinctive pedagogical approach that extends beyond traditional classroom instruction (Mynard, 2021).
Conceptualised as a transformative dialogical process, learning advisors (facilitating the dialogue) aim to build trust and empathetic
relationships creating a safe space for self-exploration. Rather than offering solutions, advisors use carefully crafted reflective ques-
tions to help learners discover their own paths to transform their learning (Kato, 2025). Unlike traditional teaching or counselling,
advising is characterised by its non-directive nature and focus on promoting learner reflection, self-awareness, and agency. Through
dialogue, advisors help learners explore their learning processes, identify challenges, and develop personalised strategies for
improvement (Mozzon-McPherson & Tassinari, 2020).

Key to this approach is the belief that learners construct their understanding through reflection on experience, and that this process
is facilitated by supportive interpersonal relationships. The dialogical nature of Advising creates opportunities for perspective-taking,
effectance-related feedback, and empathic understanding (Shelton-Strong & Tassinari, 2022) aligning with SDT’s emphasis on au-
tonomy support and need satisfaction as prerequisites for optimal learning and well-being (Ryan & Deci, 2017). Reflection, in this
context, is defined as “the intentional examination of experiences, thoughts and actions in order to learn about oneself and inform
change or personal growth” (Mynard, 2023, p. 23). When reflection leads to awareness, this “enhances integration and volition, as
individuals become more informed in the self-regulation of their behavior” (Ryan & Deci, 2019a, p. 31).

In practice, Advising is often associated with self-access learning centres (SALCs), which provide resources, spaces, and commu-
nities to support learning and language development (Murray, 2018; Mynard, 2024; Tassinari, 2016). In the context of the present
study, students access learning advisors in the university’s SALC (see 2.2) and engage in conversations about their learning within
voluntarily arranged advising sessions and regular informal contact (Mynard, 2021; Mynard et al., 2022). Rooted in social
constructivist learning theories, humanistic psychology, and reflective practice (Mynard, 2021), Advising incorporates humanistic
approaches to counselling (Egan, 1998; Rogers, 1951), positive psychology and life coaching (Biswas-Diener, 2010; Rogers, 2012;
Ryan & Deci, 2019b), and other aspects of learning psychology (Mercer & Ryan, 2016; Oxford, 2016). A common thread within these
approaches is the focus on dialogue to enhance self-awareness and stimulate change from within.

The theoretical underpinnings of Advising draw considerably on Mezirow’s Transformational Learning Theory, which posits that
meaningful learning occurs through critical reflection on assumptions, beliefs, and experiences (Mezirow, 1991). Within Advising, this
transformative process is facilitated through reflective dialogue, encouraging learners to examine their beliefs about language
learning, identify patterns in their approaches, and consider alternative perspectives (Kato & Mynard, 2016). This process fosters
“perspective transformation,” a fundamental shift in how learners understand themselves and the learning process (Kato, 2025).
Complementing this is a sociocultural perspective that views learning as socially mediated through psychological tools and inter-
personal interaction (Lantolf, Thorne, & Poehner, 2015; Vygotsky, 1978). Language serves as the primary mediational tool in Advising
sessions, where advisors use dialogical strategies to scaffold learners’ reflection, problem-solving, and goal setting (Kato, 2025). This
approach emphasises the importance of the advisor as a facilitator of reflection and co-constructor of dialogue, rather than an
authoritative source of knowledge, (Shelton-Strong, 2020).

Advising sessions typically involve one-to-one conversations, with advisors employing dialogic strategies to promote reflection and
insight based on learners’ goals and experiences (Mynard & Carson, 2012; Kato & Mynard, 2016; Kato, 2025). These strategies include
reflective questioning techniques to prompt deeper thinking, metaphorical language to help learners conceptualise abstract aspects of
their learning experience, intentional use of silence to allow space for reflection, restating or summarising to clarify understanding and
demonstrate active listening, empathising and sharing experiences to build rapport, and promoting accountability through
action-oriented questions (Kato & Mynard, 2016; Kato, 2025; Kelly, 1996; Mozzon-McPherson & Tassinari, 2020). For instance, ad-
visors may ask, “By when will you do it?” or “Will you let me know how it went?” to encourage learners to hold themselves accountable
for implementing ideas discussed during advising sessions. These strategies act as mediational tools that scaffold learners’ reflective
processes, enabling them to gain insights into their learning, identify patterns in their approaches, and develop strategies aligned with
their goals and values (Shelton-Strong & Tassinari, 2022).

When combined with autonomy-supportive behaviours such as taking the learner’s perspective, providing meaningful choices and
rationales, using non-pressuring language, taking an unconditional interest in the learner, empathetic and active listening, and
acknowledging/accepting negative affect (Reeve & Cheon, 2021), these strategies create a nurturing environment supportive of
learners’ basic psychological needs. This environment enhances self-regulation and fosters personal growth as well as feelings of
belonging and significance, ultimately contributing to learner flourishing (Ryan & Deci, 2019b; Shelton-Strong & Tassinari, 2022).

Transformation in Advising occurs through what Kato (2025) describes as a shift in learners’ internal conversations—the ways they
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think about, interpret, and respond to their learning experiences. As learners engage in reflective dialogue with advisors, they
gradually internalise the questioning processes, developing enhanced metacognitive awareness and self-regulatory capacities
(Shelton-Strong & Tassinari, 2022). This process aligns with SDT’s concept of autonomous internalisation, where external regulations
are progressively integrated into one’s sense of self, leading to more autonomous forms of motivation and enhanced well-being
(Vansteenkiste et al., 2018).

The learner-advisor relationship represents a unique pedagogical context distinct from traditional teacher-student dynamics.
Unlike classroom instruction, which typically involves predetermined curricula, assessment requirements, and power hierarchies,
learning advisors establish a more equitable, non-evaluative relationship focused on supporting the learner’s self-directed develop-
ment (Shelton-Strong, 2022). This relationship creates favourable conditions for need satisfaction by removing external pressures,
providing non-judgemental acceptance, and establishing genuine connections (Mynard & Shelton-Strong, 2022b).

When learners experience advising as autonomy-supportive, this fosters proactive engagement that draws learners to interact with
their environments in ways that render them more need-supportive and further satisfy their basic psychological needs (Reeve, 2022b).
Fig. 1 illustrates this pathway from autonomy-supportive behaviours in advising sessions to positive outcomes including agentic
engagement, subjective vitality, pro-social behaviour, and self-regulated flourishing.

Drawing on SDT’s theoretical framework and applied processes, this research advances our understanding of Advising as a non-
classroom intervention promoting learner well-being, while providing actionable insights for aligning Advising practices with
flourishing as a central educational goal. Integrating quantitative and qualitative methodologies, this study addresses the call for
research on practical interventions facilitating learner flourishing beyond traditional classrooms (Davis, 2022; Noels, 2023; Ryan et al.,
2023). Specifically, the quantitative component examines the relationship between learner perceptions of autonomy-supportive
advising and experienced basic psychological need satisfaction, as illustrated in Fig. 2’s hypothesised 2-factor model. The qualita-
tive exploration investigates the subtle and specific ways need support and related need satisfaction are experienced.

Building on this theoretical foundation, this mixed-methods study examines how Advising in Language Learning, through the lens
of SDT, fosters learner flourishing and well-being at a Japanese university.

Specifically, this research aims to:

1. Investigate learners’ perceptions of Advising as a source of support for basic psychological need satisfaction.

2. Examine how learner experience in Advising sessions promotes autonomous internalisation and self-endorsement through
reflective dialogue, leading to positive growth outcomes aligned with autonomy-supportive practices.

3. Explore the contribution of the learner-advisor relationship to the interplay between need satisfaction and flourishing outcomes.
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Fig. 1. A conceptualisation of advising in language learning as an autonomy-supportive practice from an SDT perspective.
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Fig. 2. Hypothesised 2 factor model.

To guide this exploration, the following hypotheses and research questions were formulated:

Hla: Learners participating in advising sessions will perceive these as autonomy-supportive, correlating positively with their
experience of basic psychological need satisfaction.

H1b: Repeated advising sessions will lead to increased basic psychological need satisfaction over time.

Research Question 1: What positive outcomes do learners perceive as arising from experiencing advising sessions as need-
supportive?

Research Question 2: What advisor behaviours do participants perceive as enhancing the need-supportive nature of the learner-
advisor relationship?

2. Method
2.1. Research design

This study employs a mixed-methods approach, combining explanatory sequential and concurrent triangulation methods
(Edmonds & Kennedy, 2017). This design allows for the convergence of overarching macro-trends from quantitative questionnaire
data with detailed personal experiences from qualitative self-reports. The qualitative data was used in the subsequent interpretation
and clarification of quantitative results (Creswell & Plano Clark, 2007). This approach allowed the research to extend beyond broad
statistical trends to include an analysis of participants’ perceptions of advising, exploring its potential to foster well-being and
flourishing from an SDT perspective, which is at the heart of this study (Ryan et al., 2023).

2.2. Setting and participants

The study was conducted at a self-access learning centre (SALC) in a small Japanese university specialising in foreign language
degrees and cultural studies. The SALC provides 30-minute sessions with learning advisors for continued support beyond the class-
room, which students arrange at their own initiative (Mynard & Shelton-Strong, 2020). Twelve full-time learning advisors (which
includes the present author), all with higher degrees and substantial experience in language teaching and advising, deliver this service
(Mynard et al., 2022). As a member of the advising staff, the author has regular contact with students who visit the SALC, potentially
including study participants. However, participant anonymisation mitigates any potential bias. Participants (n = 65) were under-
graduate language learners who had voluntarily arranged at least one advising session during the academic year. When asked to report
their most common motivations for arranging advising sessions, most frequently reported were those related to language learning
(70 %), confidence or motivation (60 %), and language use (53.8 %). Less common were reasons related to exams or study abroad
(both under 17 %). The study participants were predominantly Japanese nationals with the possibility of a small number of other
nationalities involved (this information was not collected). Of these, 32.3 % were 1st-year students, 30.8 % were in their 2nd year,
20 % were 3rd-year students, and 16.9 % were in their final year. The sample comprised 75.4 % female, 18.5 % male, and 6.2 %
undisclosed students, aged 18-24 (m = 20.2; SD = 1.34).
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2.3. Measures

2.3.1. Quantitative measures
The questionnaire included two validated scales adapted for the advising context:

e Learning Climate Questionnaire (LCQ; Black & Deci, 2000): Six items on a 7-point Likert scale measured perceived autonomy
support in advising sessions (a =.89). Example item: “The learning advisors I speak to try to understand how I see things before
suggesting a new way to do things.”

e Basic Psychological Need Satisfaction in Relationships (BPNSR; La Guardia, Ryan, Couchman, & Deci, 2000): Nine items
assessed satisfaction of autonomy, competence, and relatedness within the learner-advisor relationship (o« =.86). Example item:
“When I am with my learning advisor, I feel free to be who I am.”

In addition to the quantitative scales, qualitative measures were employed to gain deeper insights into participants’ experiences
and perceptions of advising sessions.

2.3.2. Qualitative measures

e Participant Self-Reports: Open-ended responses to the prompt: “In your own words, please write a short comment to commu-
nicate how you feel about your involvement with learning advisors in advising sessions.”

e Semi-Structured Interviews: Conducted with five participants to explore key advisor behaviours impacting the learner-advisor
relationship.

3. Data collection and analysis
3.1. Quantitative data collection and analysis

Data collection involved an online questionnaire (quantitative) including open-ended write-in responses. Quantitative analysis
included Multivariate Analysis of Variance (MANOVA) to assess session frequency effects on need satisfaction, and Linear Regression
to examine relationships between perceived autonomy support and basic psychological need satisfaction. Confirmatory Factor
Analysis (CFA) validated the measurement model using JASP 0.18.3 software.

3.2. Qualitative data collection and analysis

Data collection involved open-ended write-in responses (included as part of the main questionnaire), and semi-structured in-
terviews (qualitative). The qualitative data were analysed through the lens of SDT’s basic psychological need theory (Ryan & Deci,
2017) and related positive growth and resilience outcomes (Assor, Benita, & Geifman, 2023a). Interpretative coding (Hatch, 2002;
Willis, 2007) and a social constructivist approach to grounded theory (Charmaz, 2008) were the primary qualitative analytical tools. A
priori codes identified indicators of need satisfaction based on participants’ advising experiences, while an inductive analysis focused
on positive growth outcomes aligned with autonomy-supportive practices (Assor et al., 2023a, p. 378). This involved coding learner
comments as indicators of flourishing and well-being in autonomy-supportive environments. Semi-structured interviews with five
randomly selected participants examined key advisor behaviours enhancing the learner-advisor relationship using a tool based on “The
Classification of Advisor Behaviours Supportive of Basic Psychological Needs” (Fig. 4; Shelton-Strong & Tassinari, 2022, p. 199-201).
Further inductive coding of learner comments from the interview data identified examples of specific advisor behaviours facilitating
need support. Interviews lasted approximately 20 minutes and were conducted in-person (3) or remotely (2). The university’s ethics
review board approved this study, and all participants provided written informed consent. See Table 1 for a visual representation of the
data collection phases.

Table 1
Mixed-methods explanatory sequential and concurrent triangulation design.

Phase

Procedure

Outcome

Phase 1. Quantitative and Qualitative
data collection
(concurrent)

Phase 2. Qualitative data collection
(sequential)

Phase 2. Quantitative data analysis

Phase 3. Qualitative data analysis I

Phase 3.1 Qualitative data analysis II

Phase 3.2 Qualitative data analysis III
Phase 4. Data merging phase

LCQ and BPNSR questionnaire + open choice and open-
ended write-in questions

Semi-structured interviews

JASP software 0.18.3

Deductive and inductive coding of learner involvement
with learning advisors

Coding and content analysis

Inductive coding of interview data
Results interpreted

e Quantitative and Qualitative data

Qualitative interview data

Descriptive and inferential statistics

Initial codes of themes for BPNS and learner
involvement with LAs

Content re-coded based on positive outcomes of
autonomy-supportive practices

Specific advisor behaviours facilitating BPN support
Integration of results and discussion




S.J. Shelton-Strong Learning and Motivation 90 (2025) 102127

4. Research findings
4.1. Quantitative results

Descriptive analyses. The associations between the measures used to understand the autonomy-supportive nature of learner
involvement in Advising sessions and the potential for basic psychological need satisfaction within the learner-advisor relationship
were examined first as a preliminary step. Results of these analyses are summarized in Table 2. Students generally perceived the
advising environment as highly autonomy-supportive (M = 6.17, SD = 1.01) and reported high levels of basic psychological need
satisfaction within the learner-advisor relationship, particularly in terms of autonomy (M = 5.89, SD = 1.05) and relatedness (M =
6.01, SD = 0.96). Competence satisfaction was reported at a moderate level (M = 4.43, SD = 0.46). All variables in the model
significantly correlated with each other in the expected directions, with correlation magnitudes ranging from medium to large. The
autonomy-supportive nature of the learning climate perceived by the participants in advising sessions showed strong positive cor-
relations with Autonomy satisfaction (r = .71, p < .001) and Relatedness satisfaction (r = .73, p < .001) in the advising relationship
and a medium positive correlation with Competence (r = .46, p < .001). Basic psychological need satisfaction in the advising rela-
tionship (BPNSR) showed a strong positive correlation between Autonomy and Competence (r = .57, p < .001), while Autonomy and
Relatedness demonstrated a very strong positive correlation (r = .82, p < .001). Competence and Relatedness also exhibited a strong
positive correlation (r = .57, p < .001).

These results suggest that students who perceived the advising environment as more autonomy-supportive also reported higher
satisfaction of their basic psychological needs in the advising relationship. The strong correlations between the BPNSR variables of
autonomy, competence, and relatedness indicate that these needs are closely interrelated in the context of the learner-advisor rela-
tionship. These findings provide a foundation for understanding the relationships between the autonomy-supportive potential of
learner involvement in advising in language learning sessions and basic psychological need satisfaction in advising relationships,
which will be further explored in subsequent analyses.

To probe these results further, multiple statistical methods were employed to examine the relationships between advising sessions,
the autonomy-supportive learning climate, and BPNSR. The main statistical methods used were Multivariate Analysis of Variance
(MANOVA), Linear Regression, and Confirmatory Factor Analysis (CFA).

Multivariate analysis of variance. A multivariate analysis of variance (MANOVA) was conducted to examine the impact of the
number of advising sessions on perceptions of the autonomy-supportive nature of the sessions and BPNSR. Using JASP 0.18.3 statistical
software (JASP Team, 2024), the impact of the number of advising sessions (1 session, 2—-4 sessions, 5-7 sessions, and 8-10 or more) on
the perceived satisfaction of students’ need for autonomy, competence, and relatedness were examined. The Pillai’s Trace test revealed
a marginally significant effect of advising sessions (V = 0.187, F(6, 122) = 2.096, p = 0.058). Similarly, the Wilks’ Lambda test
indicated a marginally significant effect (A = 0.821, F(6, 120) = 2.069, p = 0.062). Subsequent univariate ANOVAs also showed a
marginally significant effect of the number of advising sessions on the autonomy-supportive nature of the advising sessions (F(3, 61)
= 2.198, p = 0.097). However, no statistically significant impact was found for the number of advising sessions on basic psychological
need satisfaction in the advising relationship (F(3, 61) = 1.538, p = 0.214).

Linear regression analysis. A linear regression analysis examined the relationship between participants’ perception of the autonomy-
supportive nature of the advising sessions and BPNSR. The results supported the hypothesis (H1a) that learners who voluntarily
participate in advising sessions perceive these as an autonomy-supportive learning climate, which positively correlates with their
experience of basic psychological need satisfaction. A significant positive relationship was found between the autonomy-supportive
learning climate and BPNSR (f = 0.784, p < .001), indicating that as students’ perceptions of the learning climate improve, their
basic psychological need satisfaction also increases. The model explained a significant proportion of variance in BPNSR (R? = 0.614,
adjusted R* = 0.608, F(1, 63) =100.14, p < .001). The regression equation was: Predicted BPNSR = 1.945 + 0.784(Autonomy-
Supportive Learning Climate), suggesting that for every one-unit increase in perceived autonomy support, BPNSR increases by 0.784
units. Notably, although a marginally positive effect in need satisfaction increasing over repeated sessions was noted, the hypothesis
(H1b) that the number of advising sessions attended would significantly predict BPNSR did not hold across all session groupings,
suggesting that the quality of the advising relationship is more critical than the quantity of sessions in nurturing students’ basic
psychological need satisfaction.

To investigate this further, an additional analysis treating the number of advising sessions as a continuous variable was conducted
to determine if a linear relationship existed between session attendance and basic psychological need satisfaction. The results indicated
that, while Hla continued to be supported, an increased quantity of sessions, when treated as a continuous variable, did not lead to an

Table 2
Descriptive Statistics and Intercorrelations for All Variables.
Variables M SD 1 2 3 4
1. Autonomy-supportive learning climate (LCQ) 6.17 1.01 _
2. BPNSR Autonomy 5.89 1.05 _
3. BPNSR Competence 4.43 0.46 57H**
4. BPNSR Relatedness 6.01 0.96 82k 57

*** p < .001; BPNSR = Basic Psychological Need Satisfaction in Relationships
Note: The Autonomy-supportive learning climate variable = the Learning Climate Questionnaire (LCQ) composite scores.
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increase in basic psychological need satisfaction over time. This result is consistent with the previous analysis using categorical session
groupings.

Confirmatory Factor Analysis. A CFA was conducted to validate the measurement model of an autonomy-supportive learning climate
and basic psychological need satisfaction in relationships (BPNSR) within the learner-advisor relationship. The two-factor model
showed a reasonably good fit: ¥%(26) = 49.537, p = .004, CFI = 0.944, TLI = 0.922, RMSEA = 0.118, 90 % CI [0.066, 0.168], SRMR
= 0.057. While the RMSEA was higher than ideal, other fit indices were acceptable. All items loaded significantly onto their respective
factors (p < .001), with standardised loadings ranging from 0.625 to 0.918 for Factor 1 (autonomy-supportive learning climate) and
0.613-0.930 for Factor 2 (BPNSR). The factors showed a strong positive correlation (r = 0.817, p < .001) indicating a close rela-
tionship between the autonomy-supportive learning climate and BPNSR. Internal consistency was good (McDonald’s ® = 0.892 for
Factor 1, ® = 0.899 for Factor 2). Convergent validity was supported by AVE values (0.610 for Factor 1, 0.783 for Factor 2). The KMO
measure (0.877) and Bartlett’s test (*(36) = 420.637, p < .001) indicated sampling adequacy. These results support the validity of the
two-factor structure, confirming that an autonomy-supportive learning climate and BPNSR are distinct but closely related constructs in
language learning advising sessions. The strong correlation between these factors (r = 0.817) suggests a robust relationship between
students’ perceptions of an autonomy-supportive environment and their basic psychological need satisfaction in the advising rela-
tionship, indicating that efforts to enhance one may positively influence the other.

4.2. Qualitative findings

4.2.1. Basic psychological need satisfaction

The qualitative findings in this first phase are drawn from participants’ responses to an open-ended write-in question, where they
were invited to describe their involvement with learning advisors in advising sessions. These responses underwent an interpretive
analysis to identify the principal basic psychological need(s) support most clearly connected with each self-reported description.
Tables 3 and 4 presents the breakdown of participants’ responses, showing the number of need-supportive examples (single or
combination) and positive outcomes identified in the learner descriptions of their involvement with learning advisors. This analysis
aligns with SDT’s theoretical underpinnings regarding the interdependence of the three basic psychological needs (Davis, 2022). The
full analysis of the learners’ self-reports follows (see 4.2.2) and is presented in Tables 5-10.

4.2.2. Positive outcomes

This section presents the findings from the study’s inquiry into the positive outcomes that learners may experience in relation to
their language learning journey when perceiving the advising sessions as need supportive. This iteration employed an interpretive
paradigm (Hatch, 2002; Willis, 2007), using five positive outcomes as a priori codes to reassess learners’ reported experiences. These
outcomes are associated with autonomy-supportive environments and general basic psychological need satisfaction (Assor et al.,
2023a). This analysis, part of the qual + QUAN approach, sought to provide further depth and definition to provide a comprehensive
picture of the facilitation of an autonomy-supportive climate within advising sessions and need-satisfaction within the learner-advisor
relationships. These positive outcomes, drawn from Assor et al.’s (2023a) work are contextualised as directly related to autonomy need
satisfaction. Autonomy support is crucial for experiencing the benefits of competence-support and relatedness-support, as structure
and involvement can be provided in either controlling or autonomy-supportive ways (Reeve, 2023). Thus, these outcomes are defined
considering all three needs, envisioning general need-satisfaction as likely antecedents to these positive outcomes (see Fig. 3). Table 3
summarizes the number of instances each positive outcome was coded to learners’ involvement with advisors, categorised by the three
basic psychological needs.

Six representative examples of the full qualitative analysis of the participants’ responses in which evidence of basic psychological
need satisfaction and associated positive outcome were identified are provided in Tables 5-10. These examples highlight diverse di-
mensions of how autonomy-supportive environments impact learners’ experiences. Note that each description was analysed first for
evidence of basic need satisfaction followed by an interpretation of ways specific positive outcomes associated with autonomy-
supportive environments can be identified as embedded within the experience.

In the first example, (see Table 5) the basis of autonomy support in which the learner’s perspective and needs are valued is
highlighted. The learner expresses a sense of belonging and significance in their involvement with the advisor, indicating strong
rapport. The learner demonstrates growing self-awareness regarding their engagement in the sessions and recognises the motivating
implications of the co-constructed advising dialogue.

Table 3

Analysis of Need Satisfaction Through Involvement with Learning Advisors.
Qualitative Evidence of Need Satisfaction *Autonomy *Competence *Relatedness
Autonomy, Competence, Relatedness 22 22 22
Autonomy, Relatedness 22 22
Autonomy, Competence 5 5
Competence, Relatedness 4 4
Competence 6
Relatedness 4

Note: Number of instances each need or combination of needs was identified from learner description of involvement with learning advisors
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Table 4
Positive Outcomes Related to Experiencing Advising as an Autonomy-supportive Learning Climate and general BPN satisfaction within the Learner-
learner Relationship.

Positive Outcomes Autonomy Competence Relatedness
Autonomous Persistence & Engagement 31 29 29
Sense of Personal Growth 35 27 33
Hope 24 19 28
Meaning 28 12 27
Resilience & Positive Coping 14 9 14

Note: Number of instances positive outcomes were coded to each learners’ comments

Autonomous Persistence and Engagement in the Context of SDT:

In SDT, autonomous persistence and engagement are expressions of self-determined motivation.
This is characterised by individuals willingly participating in activities aligned with their values and
interests. Driven by intrinsic motivation and internalised extrinsic motivation (identified and
integrated orientations), individuals find personal meaning in their pursuits, engaging in activities
they recognise as important—even if not inherently enjoyable (Reeve, 2022b).

Sense of Personal Growth in the Context of SDT:

A sense of personal growth in SDT is linked primarily to fulfilling the needs for competence and
autonomy. It involves engaging in activities that challenge skills, leading to subjective experiences
of progress and accomplishment. Personal growth is associated with intrinsically motivating tasks
that enhance efficacy and mastery while promoting eudaimonic well-being—realizing one’s
potential and living authentically. Fulfilment of relatedness also creates conditions conducive to
growth and flourishing (Assor, 2016; Deci & Ryan, 2016).

Hope in the Context of SDT:

Hope aligns with the basic psychological needs for autonomy, competence, and relatedness within
SDT. It encompasses a sense of agency and confidence in pursuing personally meaningful goals.
Hope connects with intrinsic motivations and activities resonating with one’s authentic self, drawing
individuals toward need-satisfying experiences when environmental conditions are supportive. Hope
also relates to perceived competence for goal attainment, which is essential for promoting
autonomous motivation (Wisniewski et al., 2018; Deci & Ryan 2016).

Meaning in the Context of SDT:

In SDT, meaning is intricately tied to the fulfilment of the basic psychological needs for autonomy,
competence, and relatedness. Meaningful activities are those chosen because they align with
personal values and contribute to a sense of purpose. This includes pursuing intrinsically or
externally integrated goals that foster significance and fulfilment through self-concordance—
aligning goals with authentic interests, emphasising the importance of autonomously driven
behaviours for creating a satisfying life (Vansteenkiste et al., 2018; Guay, 2022; Sheldon & Holberg,
2023).

Resilience and Positive Coping in the Context of SDT:

Resilience and positive coping are connected to fulfilling basic psychological needs—particularly
autonomy and relatedness—within SDT. Individuals who are autonomously motivated and have
supportive social relationships are more likely to demonstrate resilience and employ positive coping
strategies when facing challenges. SDT emphasises the importance of fostering autonomous
motivation and supportive social connections that satisfy the need for relatedness. Feeling competent
significantly enhances resilience, as autonomy-supportive environments foster flexible and adaptive
responses to challenges (Guay et al., 2008; Shih, 2019).

Fig. 3. Definitions of positive growth and resilience outcomes from an SDT perspective (Assor, 2016; Deci & Ryan, 2016; Guay 2022; Guay et al.,
2008; Sheldon and Holberg 2023; Shih 2019; Wisniewski et al., 2018).
Notes: Based on Assor et al., 2023a, p. 378

The second comment (see Table 6) illustrates how the reflective dialogue at the heart of effective advising can be both restorative
and awareness-raising. In this case, the learner notices essential information about their feelings and beliefs regarding their language
skills—insights that emerge when they are asked authentic, interested questions or indirectly challenged through reflective inquiries.
This interpersonal support fosters autonomous motivation as the learner begins to “notice a lot of things which I couldn’t expect,”
creating opportunities for self-reflection and ownership of their learning and emotions, ultimately enhancing need satisfaction.

In the third learner’s description (see Table 7) of their involvement with advisors, the student demonstrates a keen awareness of the
experience of being listened to. This experience supports their autonomy and relatedness as they feel their beliefs, ideas, and concerns
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Table 5
Qualitative evidence of basic psychological need support and related positive outcomes.

Student Comment (1) on involvement with Learning Advisor

“I feel my learning adviser is friendly and kind. He fits my pace and gives me good advice. We talked about not only studying but also our private story. I think that it
is also related to my motivation.”
Basic Psychological Needs:

Autonomy The student feels supported in their autonomy as the advisor takes the learner’s perspective, fits their pace and engages in
personally meaningful conversations beyond language study.

Competence The student perceives the advisor’s suggestions as valuable and effective, enhancing their sense of competence.

Relatedness Engaging in conversations about personal stories fosters a sense of connection and belonging with the advisor, fulfilling
relatedness.

Positive Outcomes:

Meaning Engaging in conversations beyond studying provides meaning to the interaction, making it more than just an academic
exercise, enhancing motivation.

Sense of Personal Growth Perceiving the message as valuable and experiencing feelings of support contributes to the student’s personal growth and
development.

Autonomous Persistence and Feeling supported and understood by the advisor may draw the student towards continued engagement in advising

Engagement sessions.
Table 6

Qualitative evidence of basic psychological need support and related positive outcomes.

Student Comment (3) on involvement with Learning Advisor

“I sometimes be unconfident and negative about my language skills, but my adviser always asks me why I feel so. Then, I can notice a lot of things which I couldn’t
expect. I have been really helped by these sessions, and I can talk comfortably, so I love it.”
Basic Psychological Needs:
Autonomy The learner is prompted to reflect deeply on their feeling and their origins, leading to new insight and self-awareness. This
helps the learner explore congruence between values, beliefs, goals and behaviour, leading to self-endorsement of change
from within.

Competence Through the advisor’s questions in the reflective dialogue the student experiences personal growth as they are led to
identify areas they hadn’t noticed, enhancing their sense of competence.
Relatedness The supportive interaction with the advisor fosters a sense of connection, belonging, acceptance, and freedom to be

authentic, fulfilling the need for relatedness.
Positive Outcomes:

Hope The advisor’s inquiry and interest instil hope in the student, motivating them to continue their language learning journey.
Sense of Personal Growth Reflecting on their feeling about their language skills and noticing what they can do to improve these contributes to the
student’s sense of personal growth.
Autonomous Persistence and Feeling helped and supported by the advisor and learning to notice and become aware of ways they can help themselves
Engagement encourages the student to persist in their language learning efforts independently.
Resilience and Positive Coping The student’s ability to talk comfortably about their language struggles and receive affective support from the advisor helps

them cope with feelings of inadequacy and change their perspective.

are validated, allowing them to feel authenticated as partners in the conversation. This metacognitive awareness of the advisor’s
purposeful listening—wanting to understand the student’s position and feelings before responding—can be a powerful motivator for
the learner to engage proactively and authentically, thereby supporting their autonomy and relatedness needs.

As in the previous comment, the fourth student’s example (see Table 8) highlights experiences that strongly support their autonomy
and need for connection and care The learner expresses feeling safe to “talk about everything because they always listen to me kindly,”
suggesting an intrinsic interest in engaging proactively—an action that feels fully self-endorsed. This example illustrates how need
satisfaction arises when the learner communicates their preferences, asks questions, and knows they will be listened to in return,
receiving “some messages that I need at that time.” This aligns with Reeve’s (2022b) conceptualisation of the interconnections among

Table 7
Qualitative evidence of basic psychological need support and related positive outcomes.

Student Comment (24) on involvement with Learning Advisor

“I like how they listen to my opinion first before they give advice. They try to understand the students first before saying something.”
Basic Psychological Needs:

Autonomy By listening empathetically and mindfully to the student’s opinion first supports the student’s autonomy by taking their
perspective, showing interest, displaying patience, and in this way placing the student at the centre of the learning process.

Relatedness The advisors’ effort to understand the students fosters a sense of connection and belonging, fulfilling the need for relatedness.

Positive Outcomes:

Meaning The learner’s awareness that the advisor is interested and values their experience and needs, adds meaning to the student’s
learning experience, making it more purposeful and valuable.

Sense of Personal Growth The advisors’ openness and effort to understand the learner contributes to the student’s growth and development through
opportunities to express themselves; their hopes, interests, needs, and challenges.

Hope The student’s experience of being listened to and feeling their opinions are valued, fosters a sense of optimism and motivation in

their language learning journey.

10
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Table 8
Qualitative evidence of basic psychological need support and related positive outcomes.

Student Comment (27) on involvement with Learning Advisor

“I can talk everything because they always listen to me kindly and give me some messages that I need at that time.”
Basic Psychological Needs:

Autonomy Feeling listened to and understood suggests the advisor encourages expression using non-pressuring language, supporting
the student’s autonomy. Receiving meaningful and empathetic responses supports the learner’s autonomy as the learner
feels the advisor values their perspective.

Relatedness Feeling freedom to speak about personal concerns and being listened to with care fosters a sense of connection and
belonging with the advisor, fulfilling the need for relatedness.

Positive Outcomes:

Meaning Feeling listened to and understood adds meaning to the student’s advising experience, making it more purposeful and
valuable.
Hope Receiving messages and guidance from the advisor foster hope in the student, motivating them to continue their language
learning journey.
Autonomous Persistence and Feeling listened to and understood encourages the student to persist in their language learning efforts independently.
Engagement
Table 9

Qualitative evidence of basic psychological need support and related positive outcomes.

Student Comment (30) on involvement with Learning Advisor

“It feels like I'm talking to a close friend who will support me no matter what.”
Basic Psychological Needs:

Autonomy Feeling supported unconditionally like a true friend during advising sessions suggests that the advisor takes the student’s perspective,
listens mindfully, shows interest in the learner, and displays patience. This supports the learner’s need for autonomy and encourages
openness and authenticity.

Relatedness Experiencing unconditional positive regard and being valued by the advisor fosters a sense of connection and belonging, fulfilling the
need for relatedness.

Positive Outcomes:

Meaning Feeling as if talking to a close friend adds meaning to the student’s advising experience, making it more purposeful and valuable.
Sense of Personal The advisor’s openness to understand the learner contributes to the student’s growth and development through opportunities to
Growth express themselves; their hopes, interests, needs, and challenges.
Table 10

Qualitative evidence of basic psychological need support and related positive outcomes.

Student Comment (31) on involvement with Learning Advisor

“I sometimes go to the learning adviser when I don’t have motivation for learning. And I want to listen to the view from another person. I always get positive feeling
after the session.”
Basic Psychological Needs:

Autonomy Seeking out the learning advisor when lacking motivation indicates a volitional, self-directed effort to address one’s
learning needs, i.e. crafting need satisfying experiences.
Relatedness Seeking the perspective of another person, in this case, the learning advisor, resulting in a positive feeling, demonstrates

authentic social connection and caring support in the learning process.
Positive Outcomes:

Hope Seeking advice from the learning advisor suggests a hope for finding solutions and gaining a fresh perspective on learning.
Resilience and Positive Coping Feeling positive after the advising session suggests effective coping with the initial lack of motivation and a sense of
resilience in overcoming it.
Autonomous Persistence and Actively seeking support from the learning advisor indicates a commitment to persist in the face of motivational challenges.
Engagement

autonomy, autonomy support, and agentic engagement, and pro-active crafting of need satisfaction. The learner feels supported in
their autonomy and personal connection, leading to autonomous engagement with the environmental support available (the advising
dialogue and relationship), which satisfies their autonomy needs. This positive dynamic results in numerous beneficial outcomes,
including hope, meaning, and autonomous persistence.

The final two examples illustrate how students experience autonomy and relatedness in different ways, leading to distinct positive
outcomes. In the fifth description (see Table 9), the learner expresses full confidence in the learner-advisor relationship and experi-
ences unconditional positive regard. This fosters a sense of freedom for the learner to be authentic and creates an atmosphere
conducive to honest disclosure, cementing bonds and trust. As a result, this fosters significance and care, helping establish an
autonomy-supportive learning climate that enhances meaning and personal growth as they feel valued and competent.

The final description (see Table 10) indicates another example of a student crafting need satisfaction as they agentically engage
with the need-supportive environment. In line with SDT’s perception of our innate growth-oriented nature, people will naturally seek
out need satisfaction and attempt to transform their environment to render it more need-satisfying (Ryan & Deci, 2020). When needing
relational support and an authentic exchange of ideas, the learner seeks out the advisor because they “want to listen to the view from
another person.” This reflects an important aspect of the learner-advisor relationship as a readily available source of environmental

11
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The Wheel of Reflection on the Advising Relationship

Consider for a moment your relationship with the Learning Advisors you
have worked with. How important is this relationship to your personal self-
understanding, beliefs, motivation, and your language learning progress?

Please choose six areas that you want to focus on because you feel they are important to your
Advisor — Advisee relationship. Below are some examples. You can also use your own ideas!

E.g., Takes my perspective, uses non-pressuring language, gives me reasons for suggestions, shows
empathy, helps me to reflect, believes in me, is authentic and transparent, helps me with challenges and
goals, cares about me, gives me clear feedback, accepts my feelings, shows interest in me, gives me
choicesmmme. listens to me well, helps me change, is open and kind.

This wheel represents some of the important elements of this relationship. The outer edge represents
100% impact, while the centre represents 0% impact on your whole person. Consider your current
feelings and past experiences with Learning Advisors. Then colour in the sections in the circle below to
represent important/impactful the different elements are that you identified.

How important / impactful are these elements in my relationships with learning advisors?

Qothenti

Discuss your wheel together. Think about your current and past experiences. Reflect on why you chose
these areas to focus on, how important are these areas to your relationships with advisors, and why.

Can you identify any reasons/issues causing your current feelings?

Can you think of any ways that you contribute to this relationship and your role in it?

What do you like most about your relationships with advisors? How does this experience help you as a
language learner, as a university student and as a person in your life?

Fig. 4. Learner example of ‘The Wheel of Reflection on the Advising Relationship’.

autonomy support (Mynard & Shelton-Strong, 2020; Mynard et al., 2022). This learner shows metacognitive awareness of the support
available suggesting intrinsic motivation to arrange further meetings with expectations of open dialogue, empathetic listening, and
fresh perspectives that can serve as motivational support even between sessions, feeding an inner well of motivation with knowledge
that help is available when needed.

12



S.J. Shelton-Strong Learning and Motivation 90 (2025) 102127

Table 11
Need-supportive advisor behaviours valued in Advising relationship.
Advisor’s need- No. of students Average % of impact on Sample learner comment
supportive behaviours who chose this Advising relationship
Accepts my feelings 4 out of 5 90 % “When I complained about my class my advisors accepted my feelings, like, ‘I
know what you mean, I understand your feelings’. I felt so relieved.”
Uses non-pressuring 3outof 5 80 % “Advisors don’t use pressuring language, so it makes me feel to think wider.”
language
Listens to me well 3outof 5 96 % “When the advisor reacts to me well with facial expressions and asks questions

with the right timing, I feel they listen well - then I try to talk more and more
about myself, so I feel this is very important.”

Helps me reflect 3outof 5 90 % “They don’t give direct answers, through discussion I feel they change my
direction. I don’t know specific way, but yeah, their behaviour, way of speaking,
facial expression, gestures, or something.”

Doesn’t judge me 2outof 5 90 % “I can talk about anything because I can be honest. I often talk not only about
English learning, but we can talk about like, life outside.”
Gives reasons for 2outof 5 80 % “It makes me want to try it, to accept the suggestion.”
suggestions
Helps me with 2outof 5 75 % “She gave me suggestions, and this helped me feel less nervous.”
challenges / goals
Gives me clear 2outof 5 73 % It’s motivating and makes me feel to do more effort.”
feedback
Cares about me 2 out of 5 70 % “When I feel depressed about my English advisors ask why and listen to me.”
Shows empathy 1 out of 5 100 % “When I say what I'm honestly feeling and the LA shows empathy I feel it’s like
saying we are human beings, like we can feel the same way and I feel accepted.”
Gives me choice and 1 out of 5 100 % “She said if you find it not interesting to for you, you can just change to another
options strategy.”
Is authentic and 1 out of 5 100 % “When advisors give me suggestions from their experience and being authentic, it
transparent makes me feel I can be authentic too and share my real experiences and feelings.”
Is open and kind 1 out of 5 90 % “When they share their experiences and struggles it makes me feel connected.”
Takes my perspective 1 out of 5 60 % “It’s OK if my ideas are different. But it is good if they understand me.”

4.2.3. What students valued in the learner-advisor relationship

The third phase of analysis aimed to identify key advisor behaviours that enhanced the need-supportive nature of the learner-
advisor relationship from the learners’ perspective. To address Research Question 2 and further explore the need-supportive nature
of advising sessions, qualitative data were collected through semi-structured interviews with five of the study participants 4-6 weeks
after the initial phase. The interviews employed “The Wheel of Reflection on the Advising Relationship” tool (see Fig. 4), which
prompted participants to reflect on need-supportive advising behaviours based on “The Classification of Advising Behaviours Sup-
portive of Basic Psychological Needs” (Shelton-Strong & Tassinari, 2022, pp. 199-201). Participants selected six areas from a list of 17
and considered their relative importance in the learner-advisor relationship. This section presents the advisor behaviours chosen for
reflection and discussion by each participant. This completes the triangulation of data in this study, adding a further dimension to
highlight the autonomy support provided by advisors, emphasising the key behaviours that participants perceive enhance the
need-supportive nature of the learner-advisor relationship.

From the larger pool of need-supportive advising behaviours, each learner made different choices. The number of students who
chose each behaviour, along with the average percentage of importance assigned to these behaviours in the learner-advisor rela-
tionship, is presented in Table 11. An extract from the interviews is included to illustrate the learner’s perception of the effect of these
behaviours in the learner-advisor relationship. These findings illustrate the purposeful language and behaviours which advisors utilise
and highlight key elements that contribute to fostering an autonomy-supportive environment and support for students’ basic psy-
chological needs.

5. Discussion and implications

This study investigated how undergraduate language learners in Japan experienced their involvement in Advising in Language
Learning through a combination of quantitative and qualitative methods. Specifically, it sought to determine the degree to which
learners experienced their advising sessions as supportive of their basic psychological needs and the flourishing and well-being out-
comes associated with need satisfaction. The quantitative results confirmed that autonomy support in advising sessions was a sig-
nificant predictor of basic psychological need satisfaction (p =.784, F(1, 63) = 100.14, p < .001) within the learner-advisor
relationship, validating the two-factor model, with a large effect size. The autonomy-supportive nature of the advising sessions
accounted for substantial variance (R? =.614, adjusted R?> =.608) in need satisfaction, indicating that as learners perceived these
sessions as more autonomy-supportive, their psychological need satisfaction also increased. Although repeated sessions had a
marginally positive effect, this was not significant, suggesting that the quality of the advising relationship, as measured by the
autonomy-supportive learning climate, is more critical in supporting students’ basic psychological needs than the quantity of sessions.
Accordingly, it appears that the impact of advising is not simply a matter of quantity, but rather a complex interaction between session
quality and individual student characteristics. Students with different needs and learning styles may respond differently to advising,
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regardless of the frequency. Factors like advisor experience, the specific content of the advising sessions, and the student’s pre-existing
motivational orientation could all moderate the relationship between advising and outcomes. Further research is needed to explore
these potential moderating effects. Nevertheless, these findings align with SDT’s premise that psychological need satisfaction is
determined by how one’s environment is experienced, as either autonomy-supportive or controlling (Reeve, 2022a), and helps explain
subsequent learner flourishing and well-being outcomes, as suggested by the qualitative analysis and findings. In short, students who
perceived the advising experience as more autonomy-supportive reported higher satisfaction of their basic psychological needs,
emphasising the importance of creating such environments through intentional autonomy-supportive practices (Reeve et al., 2022;
Shelton-Strong & Tassinari, 2022).

The qualitative findings complemented and informed these results by revealing diverse learner experiences and specific ways
learners’ autonomy, competence, and relatedness needs were met through volitional involvement in the advising process. Participants
highlighted the importance of being listened to in active and empathetic ways, feeling their perspectives were validated, and sensing
emotional support and a connection with the advisors beyond the initial advisor-advisee relationship—all essential for supporting
autonomy and relatedness—adding explanatory depth to the quantitative results. These autonomy-supportive practices were inter-
preted as leading to a range of positive outcomes, including autonomous persistence and engagement, resilience, positive coping,
meaning, hope, and personal growth. The interpretative analysis process was instrumental in highlighting the interconnection and
interdependence of SDT’s basic psychological needs demonstrated within the subtleties of each student’s experiences. This inter-
connectedness is evident in the advisor behaviours and student experiences described earlier in Tables 5-11 and in the additional
comments below. While autonomy, competence, and relatedness are often treated separately—as needs they are highly interdepen-
dent, as are the advising behaviours that support them (Davis, 2022). Advisor behaviours such as empathic listening and validating
student perspectives foster relatedness, creating a safe space that enhances autonomy by empowering authentic self-expression.
Constructive, non-evaluative feedback and assistance with optimal challenges and goal setting enhance competence, contributing
to overall need satisfaction. As one participant reported, “When I talk to them, I feel confidence and get motivation for studying and
other things around me,” while others shared: “I can listen to many different experiences from different learning advisors. It gave me a
lot of different perspectives and many choices,”, and “I feel really calm and think deeply about how to improve English”. These
comments illustrate how Advising can create a supportive environment where multiple needs are met simultaneously, fostering
well-being and learner flourishing.

The semi-structured interviews revealed that incorporating SDT-informed practices, such as adopting the learner’s perspective,
active and empathetic listening, being authentic, acknowledging negative affect, and using non-controlling language, were all rec-
ognised by the participants as impactful to their relationship with advisors (Reeve & Cheon, 2024). Importantly, the advisor’s role in
providing meaningful informational feedback, encouraging self-discovery and reflection, and fostering an experience of ownership of
their learning were identified as key contributors to autonomy and competence need satisfaction (Shelton-Strong, 2022;
Shelton-Strong & Tassinari, 2022). These autonomy-supportive practices, evident in the qualitative findings and validated through the
semi-structured interviews, fostered a range of positive outcomes for learners, including increased autonomous persistence and
engagement, a sense of personal growth, hope, positive coping, and resilience, all hallmarks of learner flourishing (Assor, Benita, &
Geifman, 2023b).

Taking an SDT lens to understand and enhance the practice of Advising provides a parsimonious framework to understand its
affordances for language learners through the provision of conditions that bolster learners’ need-satisfaction and flourishing. This
study extends existing research on SDT in language education by examining the learner-focused context of intentional, caring, and
readily available interpersonal support outside of the traditional classroom setting. By demonstrating the potential of Advising to
nurture a need-supportive environment that promotes learner well-being and flourishing, this research highlights the importance of
considering holistic learning experiences and the role of autonomy-supportive environments beyond the classroom (Mynard &
Shelton-Strong, 2022a). This perspective aligns with Noels et al.’s (2019a) motivational model for language learning, which identifies
the influential role significant others play in interpersonal relationships within social learning contexts both within and outside the
classroom (Noels, 2023). Overall, this study and its findings widen our understanding of how learner involvement in Advising in
Language Learning can support autonomy, competence, and relatedness, highlighting the downstream effects this experience can have
on the broader context of students’ lives and their development as language learners, bringing this dynamic into sharper focus. Ul-
timately, by prioritising autonomy support in advising programmes beyond the classroom (optimally in dedicated self-access learning
centres) and underpinning this with a commitment to the continued professional development of learning advisors, institutions can
foster a learning climate supportive of students’ basic psychological needs, promoting lifelong flourishing and self-regulated learning
as a core educational goal.

5.1. Implications and future directions

The study findings have important implications for research and practice in language education. Theoretically, it provides
empirical support for SDT as a framework for understanding flourishing and well-being in language learning, particularly in advising
contexts, reinforcing earlier work (Shelton-Strong, 2020, 2022). The strong relationship between autonomy-supportive advising
sessions and learners’ basic psychological need satisfaction underscores the value of adopting a need-supportive approach in advising
programmes. For language learning advisors, the study offers insights into specific behaviours and practices that learners value and
that facilitate an autonomy-supportive climate. By prioritising learners’ basic psychological needs, advisors cultivate an environment
that nurtures intrinsic motivation, self-regulation, and psychological well-being—essential elements for successful language learning
and lifelong flourishing.
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While this study focuses on learner experiences, the findings highlight the importance of advisor behaviours in creating need-
supportive environments. Future research could explore how these insights might inform advisor training programs. Such training
could incorporate reflective practice, and role-playing exercises based on adaptations on the classification of advising behaviours
supportive of basic psychological needs (Shelton-Strong & Tassinari, 2022), the classification of teacher’s motivational behaviours
(Ahmadi et al., 2023), and exploratory discourse analysis of advising session transcripts. These approaches would allow advisors to
identify and practice need-supportive behaviours, enhancing their ability to foster autonomy, competence, and relatedness
need-satisfaction in learners. By grounding training in concrete examples from actual advising sessions, advisors can develop a fuller
understanding of how to apply SDT principles in practice, ultimately contributing to a more autonomy-supportive learning climate that
promotes learner flourishing and well-being.

Future research could explore the longitudinal impact of advising on learner well-being across different cultural and educational
contexts and how need-supportive experiences translate to broader aspects of their lives. Studies investigating potential spillover
effects of autonomy-supportive advising on classroom experiences, personal interactions, and engagement in self-access learning
centres could further explore the interconnected nature of need satisfaction in various learning environments.

6. Conclusion and limitations

This study provides encouraging and compelling evidence that Advising in Language Learning is a need-supportive practice capable
of facilitating an autonomy-supportive environment to foster basic psychological need satisfaction, enhance flourishing, and promote
learner well-being. The mixed-methods approach allowed for additional depth and nuance in interpreting the qualitative and quan-
titative results. There is a strong sense that learner involvement in advising sessions helped facilitate a sense of ownership of the
learning experience, feelings of personal growth and progress, and clear indications of students experiencing close and meaningful
relationships within the learner-advisor relationship. The study provides valuable insights into the role of the learning advisor and
their relationships with learners in supporting their basic psychological needs. The findings suggest that integrating autonomy-
supportive practices in advising sessions can satisfy learners’ needs for autonomy, competence, and relatedness, serving as a
powerful agent of change and facilitating the conditions in which learners can flourish and thrive. While conducted within the specific
context of a self-access learning centre at a small Japanese university, the study’s insights contribute to a growing body of research on
SDT in language education.

Limitations of this study include the sample size and focus on a single institutional setting, suggesting a need for further research in
diverse cultural and educational contexts. While the sample size (n = 65) may affect the generalisability of the quantitative findings
and the statistical power of the analyses, this limitation is partially mitigated by the inclusion of the qualitative component, which
provided rich, in-depth data on participants’ experiences through self-reports and semi-structured interviews. The qualitative findings
offer valuable insights into the subtleties of need support within the learner-advisor relationship and complement the quantitative
results, providing a more comprehensive understanding of ways learners’ experience need satisfaction within Advising sessions.
Overall, despite these limitations, the study underscores the transformative potential of Advising in Language Learning as an
autonomy-supportive practice in nurturing learner flourishing and provides valuable insights for practitioners and researchers in
language education.
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