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Psychology of Secondary School Engagement and Achievement: A Mixed Methods Study of 

Indian Adolescents in Canada and India

Children’s abilities and skills may not fully explain their academic achievement 

(Graham & Hudley, 2005; Pintrich, 2003; Schunk & Zimmerman, 2007), suggesting that 

there are other pertinent factors at play in determining children’s academic achievement. It is 

in this context that the noncognitive correlates of academic achievement, such as academic 

self-concept and academic motivation, have been found to play a pivotal role in children’s 

school achievement (see Areepattamannil & Freeman, 2008; Areepattamannil, Freeman, & 

Klinger, 2011a; Areepattamannil, Freeman, & Klinger, 2011b; Becker, McElvany, & 

Kortenbruck, 2010; Lee, McInerney, Liem, & Ortiga, 2010). Nonetheless, contemporary 

theories of academic self-concept and academic motivation are primarily the offspring of 

Western theorizing and research. Hence, most of the research pertaining to academic self-

concept and academic motivation involves predominantly Western, particularly American, 

participants (Klassen, 2004; Klassen & Usher, 2010; Tan, McInerney, Liem, & Tan, 2008). 

Because “modern education needs cross-cultural psychology” (Triandis, 2001a, p. 1), 

it is of critical importance to broaden the purview of self-concept and motivation theories and 

research to account for the experiences of culturally diverse groups (Murdock, 2009; 

McInerney & Van Etten, 2005). However, concurring with Klassen (2004), McInerney (2007) 

posits that “when motivational and learning theories are transported to new cultural and 

social settings to understand and manage individual and group behaviour, there might be a 

mismatch” (p. 369). Therefore, more empirical research, examining the effects of academic 

self-concept and academic motivation on learning outcomes for school children across 

cultures, is warranted. 



Purpose of the Study

The purpose of the present study was two-fold: first, to examine the relationships 

among academic self-concept, academic motivation, and academic achievement for Indian 

immigrant adolescents in Canada in comparison to their peers in India; and second, to explore 

the perspectives, beliefs, and recommendations of Indian immigrant adolescents in Canada 

and Indian adolescents in India in regard to instructional practices and classroom 

environments that may affect their academic engagement and achievement. The following 

three research questions addressed the purpose of the study:

1. To what extent do Indian immigrant adolescents in Canada differ from their 

counterparts in India in terms of their self-reported academic self-concept, academic 

motivation, and academic achievement?

2. To what extent does academic motivation mediate the relationship between academic 

self-concept and academic achievement for Indian immigrant and Indian adolescents?

3. What are the perspectives, beliefs, and recommendations of Indian immigrant 

adolescents in Canada and Indian adolescents in India in regard to instructional 

practices/classroom environments that they believe affect their academic engagement 

and achievement?

Rationale

The twentieth-century ‘factory model of education’ has led to a steady decline in 

students’ engagement with schooling (Skinner, Furrer, Marchand, & Kindermann, 2008; 

Suárez-Orozco & Sattin, 2007). Moreover, there has been an erosion of interest, enthusiasm, 

and intrinsic motivation for learning in school among students of all ages, with notable losses 

occurring during the transitions to middle school and high school (Skinner et al., 2008). 

Further, Wigfield, Eccles, Schiefele, Roeser, and Davis-Kean (2006) document that there has 

been a severe decline in academic engagement among boys in general and among children 



belonging to ethnic/racial and poor socio-economic backgrounds in particular. Therefore, a 

considerable body of literature has emerged in recent years pointing to the significant role of 

academic engagement and academic success (see Griffiths, Sharkey, & Furlong, 2009; 

Skinner et al., 2008; Suárez-Orozco, Suárez-Orozco, & Todorova, 2008). This suggests that 

academic engagement may not only predict students’ academic learning, school grades, and 

standardized achievement test scores in the short term (e.g., Jimerson, Campos, & Greif, 

2003) but also predict students’ patterns of school attendance, retention, graduation, and 

academic resilience in the long term (see Sinclair, Christenson, Lehr, & Anderson, 2003; 

Skinner, Zimmer-Gembeck, & Connell, 1998).

Indeed, the extent to which adolescents succeed in school and academics has 

important implications for their ultimate educational and occupational success (Bouchey, 

Shoulberg, Jodl, & Eccles, 2010). Academic achievement is considered to be an important 

indicator of adolescent adjustment for a number of reasons. First, students with higher levels 

of achievement during adolescence are more likely to complete high school and to attend and 

complete college than their peers with lower levels of achievement (Schnepf, 2006). Second, 

high school test scores predict later success in the job market in terms of higher wages 

(Joppke & Morawska, 2003). Finally, lower levels of education and skills are associated with 

lower levels of economic success, including a greater likelihood of living in poverty and 

receiving government assistance (Eurydice, 2004). In short, adolescents’ academic 

achievement is important because it promotes their later success in life. Therefore, it is 

critical to understand the academic achievement of adolescents, and the factors influencing 

their academic achievement.

Several factors may affect the academic achievement of adolescents, including 

cultural familiarity with the educational system (e.g., Deyhle & Swisher, 1997), linguistic 

proficiency (e.g., Lansford, Deater-Deckard, & Bornstein, 2007), socioeconomic resources 



(e.g., Fuligni & Fuligni, 2007), parental involvement in education (e.g., Jeynes, 2010), 

parental expectations and aspirations for their children’s education (e.g., Taylor & Krahn, 

2005), parental autonomy support (e.g., Wong, 2008), family obligation (Fuligni, 2001), 

academic self-concept (e.g., Areepattamannil & Freeman, 2008; Areepattamannil et al., 

2011a, 2011b), academic motivation (e.g., Areepattamannil & Freeman, 2008; 

Areepattamannil et al., 2011b), and teacher autonomy support (see Reeve, Ryan, Deci, & 

Jang, 2007, for a review). Of these variables influencing achievement, the latter three seem to 

have the most potential of direct influence by the regular classroom teacher. Hence, Filak and 

Sheldon (2008) argue:

The primary goal of good teaching should be to enhance intrinsic and internalized 

motivation (or at least, to avoid undermining it). Good teaching should also help 

transmute external and introjected motivations into identified motivations. (p. 714)

Method

The very purpose of the study necessitated the use of a mixed methods research 

design— follow-up explanations model (see Creswell & Plano Clark, 2007). Hence, the study 

required two phases of data collection—quantitative data collection (i.e., surveys) followed 

sequentially by qualitative data collection (i.e., focus groups).

Quantitative Data Collection

Participants. Separate samples were drawn from secondary students in Canada and 

India. Participants in the Canadian sample comprised of 355 Grades 9– 12 Indian immigrant 

adolescents from secondary schools in Ontario (male = 179; female = 176). Participants in 

the Indian sample consisted of 363 Grades 9–12 students (male = 192; female = 171) from 

secondary schools in Kerala, India.  



Measures

Demographic questionnaire. The demographic questionnaire asked respondents to 

report their age, gender, country of origin, and current grades in school. Academic 

achievement was measured by three questions on self-reported grade point average (English, 

math, and overall GPA). Participants were asked to report their GPAs on a 5-point scale, 

ranging from 5 = A (Mostly 90s) to 1 = F (Mostly 50s).

Self-Description Questionnaire-II. Academic self-concept was measured using 

items drawn from the Self Description Questionnaire-II (SDQ-II; Marsh, 1992). The SDQ-II 

contains 102 items to measure self-concept in adolescents using 11 subscales. For the 

purposes of the present study, we collapsed the SDQ-II into a 30-item scale consisting of 

three academic subscales: mathematics (10 items), verbal (10 items), and general school (10 

items). Cronbach’s alphas for the academic self-concept subscales were: math self-concept (α 

= .91), verbal self-concept (α = .83), and school self-concept (α = .83). 

Academic Motivation Scale-High school version. Academic motivation was 

measured with the Academic Motivation Scale–high school version (AMS; Vallerand et al., 

1992). Based on Self-Determination Theory (SDT), this 28-item instrument is divided into 

seven subscales. Exploratory factor analyses, however, supported three extracted factors: 

intrinsic motivation (α = .90), extrinsic motivation (α = .85), and amotivation (α = .76).

Qualitative Data Collection

Participants. Separate focus group samples were drawn from secondary students in 

Canada and India, who volunteered to participate in the focus groups through the quantitative 

surveys. A total of eight focus group interviews were conducted: four focus group sessions 

with Indian immigrant adolescents in Canada (20 participants; male = 11, female = 9), and 

four focus group sessions with Indian adolescents in India (32 participants; male = 17, female 



= 15). Each focus group in Canada comprised of five participants, while focus groups in India 

consisted of 7 to 9 participants (see Table 1). 

Findings

Quantitative Findings

To examine the differences between Indian immigrant and Indian adolescents in terms 

of their self-reported academic achievement, academic self-concepts, and academic 

motivation, descriptive discriminant analysis (DDA; Sherry, 2006) was conducted (see Tables 

2−5). DDA revealed that the Indian immigrant female and male adolescents in Canada tended 

to have higher English GPA than their counterparts in India. Further, the Indian immigrant 

female adolescents in Canada reported significantly higher verbal self-concept than their 

peers in Canada and India. The Indian immigrant female adolescents also tended to have 

higher overall school GPA than the Indian female and male adolescents.

Bootstrapped tests of simultaneous multiple indirect effects (Preacher & Hayes, 2008) 

were conducted to determine the unique ability of each putative mediator—intrinsic 

motivation, extrinsic motivation, and amotivation—to account for the effects of academic 

self-concepts—school, math, and verbal—on overall school, math, and English GPA for 

Indian immigrant and Indian adolescents (see Tables 6−11). Point estimates and bias-

corrected bootstrap confidence intervals based on 5,000 bootstrap samples were estimated 

separately for the Indian immigrant and Indian samples. A point estimate for an indirect or 

mediated effect was considered statistically significant if zero was not included in the 95% 

bias-corrected confidence intervals (Preacher & Hayes, 2008). The mediational analyses 

suggested that both intrinsic and extrinsic motivation mediated some of the relationships 

between academic self-concepts and academic achievement for the Indian immigrant 

adolescents in Canada. In contrast, only intrinsic motivation mediated such relationships for 

the Indian adolescents in India. Amotivation, however, did not mediate the relationships 



between academic self-concepts and academic achievement for either the Indian immigrant 

or Indian adolescents.

Qualitative Findings

Thematic analysis (Braun & Clarke, 2006) identified two overarching themes—

academic engagement and academic environments (see Figure 1). The majority of Indian 

immigrant and Indian adolescents cared about school and academics for extrinsically 

motivated reasons. They perceived their classroom learning environments as controlling and 

demanding in nature. According to them, the classroom teachers in Canada and India seemed 

to adopt a controlling motivating style toward students during instruction rather than an 

autonomy-supportive motivating style. They perceived their classroom teachers as not 

responsive, not supportive, and not flexible. Hence, the Indian immigrant and Indian 

adolescents appeared to engage in learning activities without the support of an internal locus, 

volition, and perceived choice. The academic engagement of these adolescents, therefore, 

lacked the motivational foundation of personal interest, valuing, and task involvement.

Significance of the Study

The findings of the study support the notion that academic achievement of Indian 

immigrant and Indian adolescents are not solely individually determined outcomes. Although 

individual cognitive characteristics are important predictors of school engagement and 

achievement across cultures, the results of the study attest to the positive and influential 

impact of non-cognitive correlates of academic engagement and achievement among Indian 

immigrant and Indian adolescents. Thus, the study underlines the need to investigate the 

influence of non-cognitive factors on school engagement and achievement in addition to the 

cognitive factors affecting students’ academic engagement and achievement.        

Notwithstanding the lack of consensus among educational researchers and social 

psychologists on the value of autonomy and autonomy support in collectivist cultures (see 



Chirkov, 2009), the findings of the present study, in line with SDT, highlight the need to 

support autonomy in the classroom. Finally, prior research that examined the school 

engagement and achievement of adolescents has primarily employed quantitative research 

methods. In contrast, the current study adopted a mixed methods research design to better 

understand the academic engagement and achievement of Indian immigrant adolescents in 

Canada and Indian adolescents in India. The mixed methods research design addressed the 

weaknesses of qualitative and quantitative research methods while taking advantage of each 

research method’s peculiar strengths. Indeed, culture-oriented research in educational 

psychology can be richly informed by the insights and perspectives that mixed methods 

research designs bring forth.
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Table 
Number of Focus Group Participants by Gender in Canada and India

Indian 
Immigrant 

Adolescents

Indian Adolescents

Male Female Male Female

Focus Group 
#1 3 2 4 4

Focus Group 
#2 2 3 5 4

Focus Group 
#3 3 2 4 4

Focus Group 
#4 3 2 4 3

Total 11 9 17 15

Table 2
Wilks’s Lambda and Canonical Correlation for the Four Groups

Test of Function(s) Wilks’s λ χ2 df P Rc Rc
2 

1—3 .79 170.99 27 .000 .39 15.21%

2—3 .93 53.79 16 .000 .25 6.25%

3 .99 9.63   7 .220 .12 1.44%

Note. Groups: Indian immigrant female; Indian immigrant male; Indian female; Indian male.



Table 3
Standardized Discriminant Function and Structure Coefficients for the Four Groups

Variable Coefficient rs rs
2

Function 1

Overall school GPA .39 .53 28.09%

Math GPA −.28 .04 00.16%

English GPA .42 .65 42.25%

School self-concept .14 .34 11.56%

Math self-concept −.50 −.23 05.29%

Verbal self-concept .12 .51 26.01%

Intrinsic motivation .49 .31 09.61%

Extrinsic motivation −.36 −.08 00.64%

Amotivation −.36 −.36 12.96%

Function 2

Overall school GPA −.54 .09 00.81%

Math GPA .28 .37 13.69%

English GPA .85 .46 21.26%

School self-concept −.01 −.07 00.49%

Math self-concept .19 .27 07.29%

Verbal self-concept −.35 −.05 00.25%

Intrinsic motivation .26 .09 00.81%

Extrinsic motivation −.50 −.44 19.36%

Amotivation .48 .50 25.00%

Note. Groups: Indian immigrant female; Indian immigrant male; Indian female; Indian male.



Table 4
Group Centroids

Group Function 1 Function 2

1. Male Indian −.50 .13

2. Female Indian −.20 −.40

3. Male Indian immigrant .11 .29

4. Female Indian immigrant .63 −.06

Table 5
Means, Standard Deviations, and Bonferroni Multiple Comparisons

Male 
Indian

Female 
Indian

Male 
Indian 
Immigr
ant

Female Indian
Immigrant

M SD M SD M SD M S
D

Overall school GPA 3.71c .99 3.88bc .89 4.08ab .53 4.15a .45

English GPA 3.63b 1.06 3.61b .94 4.02a .45 4.14a .49

Verbal self-concept 4.87b .57 4.95b .59 5.01b .52 5.20a .53

Note. Means with different superscripts are significantly different from one another at p < .05.



Table 6

Mediation of the Effect of School Self-Concept on Academic Achievement Through Intrinsic  
Motivation, Extrinsic Motivation, and Amotivation for Indian Immigrant Adolescents 

BC 95% CI

Mediation Effect (SE) Lower Upper
Model 1—DV: OGPA

Mediators
IM .0534 (.03)* .0150 .1045
EM −.0428 (.02)* −.0848 −.0148
AMOT .0094 (.01) −.0125 .0358
Total effect .0090 (.01) −.0319 .0737

Contrasts
IM—EM .0961 (.03)* .0427 .1713
IM—AMOT .0444 (.02) −.0002 .0938
EM—AMOT −.0517 (.02)* −.1033 −.0127

Model 2—DV: MGPA
Mediators

IM .0380 (.01)* .0117 .0779
EM −.0485 (.02)* −.0918 −.0205
AMOT .0007 (.01) −.0226 .0238
Total effect −.0099 (.02) −.0567 .0367

Contrasts
IM—EM .0865 (.03)* .0409 .1511
IM—AMOT .0373 (.02)* .0014 .0794
EM—AMOT −.0492 (.02)* −.1010 −.0126

Model 3—DV: EGPA
Mediators

IM .0108 (.01) −.0016 .0356
EM −.0008 (.01) −.0251 .0204
AMOT −.0069 (.01) −.0517 .0394
Total effect .0168 (.02) −.0147 .0575

Contrasts
IM—EM .0116 (.02) −.0152 .0481
IM—AMOT .0039 (.01) −.0266      .0343
EM—AMOT −.0077 (.02)   −.0494     .0526

Note. BC = Bias-corrected, IM = Intrinsic motivation, EM = Extrinsic motivation, AMOT = Amotivation, OGPA 
= Overall school GPA, MGPA = Math GPA, EGPA = English GPA. Confidence intervals containing zero are 
interpreted as being not significant at the .05 level. 

*p < .05.
Table 7

Mediation of the Effect of Math Self-Concept on Academic Achievement Through Intrinsic  
Motivation, Extrinsic Motivation, and Amotivation for Indian Immigrant Adolescents 



BC 95% CI

Mediation Effect (SE) Lower Upper
Model 1—DV: OGPA

Mediators
IM .0564 (.01)* .0398 .0783
EM .0030 (.00) −.0032 .0218
AMOT −.0002 (.00) −.0044 .0018
Total effect .0592 (.01)* .0407 .0830

Contrasts
IM—EM .0534 (.01)* .0359 .0758
IM—AMOT .0566 (.01)* .0396 .0785
EM—AMOT .0032 (.00) −.0036 .0135

Model 2—DV: MGPA
Mediators

IM .0401 (.01)* .0209 .0618
EM .0034 (.00) −.0039 .0134
AMOT .0000 (.00) −.0028 .0018
Total effect .0435 (.01)* .0229 .0650

Contrasts
IM—EM .0367 (.01)* .0156 .0618
IM—AMOT .0401 (.01)* .0211 .0633
EM—AMOT .0034 (.00) −.0039 .0141

Model 3—DV: EGPA
Mediators

IM .0114 (.01) −.0048 .0287
EM .0001 (.00) −.0019 .0035
AMOT −.0001 (.00) −.0051 .0017
Total effect .0113 (.01) −.0053 .0299

Contrasts
IM—EM .0113 (.01) −.0046 .0285
IM—AMOT .0115 (.01) −.0050 .0291
EM—AMOT .0002 (.00)   −.0029 .0049

Note. BC = Bias-corrected, IM = Intrinsic motivation, EM = Extrinsic motivation, AMOT = Amotivation, OGPA 
= Overall school GPA, MGPA = Math GPA, EGPA = English GPA. Confidence intervals containing zero are 
interpreted as being not significant at the .05 level. 
*p < .05.



Table 8

Mediation of the Effect of Verbal Self-Concept on Academic Achievement Through Intrinsic  
Motivation, Extrinsic Motivation, and Amotivation for Indian Immigrant Adolescents 

BC 95% CI

Mediation Effect (SE) Lower Upper
Model 1—DV: OGPA

Mediators
IM .0316 (.02) −.0011 .0704
EM .0208 (.01)* .0019 .0529
AMOT −.0043 (.01) −.0235 .0042
Total effect .0481 (.02)* .0129 .0905

Contrasts
IM—EM .0108 (.03) −.0419 .0571
IM—AMOT .0359 (.02)* .0019 .0769
EM—AMOT .0251 (.01)* .0027 .0634

Model 2—DV: MGPA
Mediators

IM .0225 (.01) −.0002 .0569
EM .0236 (.01)* .0027 .0606
AMOT −.0003 (.01) −.0144 .0115
Total effect .0458 (.02)* .0167 .0834

Contrasts
IM—EM −.0011 (.02) −.0503 .0437
IM—AMOT .0228 (.02) −.0028 .0606
EM—AMOT .0239 (.02) −.0004 .0637

Model 3—DV: EGPA
Mediators

IM .0064 (.01) −.0012 .0280
EM .0004 (.01) −.0104 .0147
AMOT −.0033 (.01) −.0246 .0060
Total effect .0035 (.01) −.0194 .0264

Contrasts
IM—EM .0060 (.01) −.0102 .0250
IM—AMOT .0097 (.01) −.0047 .0372
EM—AMOT .0037 (.01)   −.0118 .0271

Note. BC = Bias-corrected, IM = Intrinsic motivation, EM = Extrinsic motivation, AMOT = Amotivation, OGPA 
= Overall school GPA, MGPA = Math GPA, EGPA = English GPA. Confidence intervals containing zero are 
interpreted as being not significant at the .05 level. 

*p < .05.



Table 9

Mediation of the Effect of School Self-Concept on Academic Achievement Through Intrinsic  
Motivation, Extrinsic Motivation, and Amotivation for Indian Adolescents 

BC 95% CI

Mediation Effect (SE) Lower Upper
Model 1—DV: OGPA

Mediators
IM .0131 (.01) −.0050   .0592
EM −.0005 (.01) −.0264     .0177
AMOT .0035 (.02) −.0260 .0419
Total effect .0162 (.02) −.0207 .0663

Contrasts
IM—EM .0136 (.02) −.0116 .0740
IM—AMOT .0096 (.02) −.0333 .0602
EM—AMOT −.0040 (.02) −.0460 .0314

Model 2—DV: MGPA
Mediators

IM .0090 (.01) −.0053 .0547
EM −.0077 (.01) −.0530 .0070
AMOT −.0142 (.02) −.0621 .0180
Total effect −.0129 (.02) −.0642 .0280

Contrasts
IM—EM .0167 (.02) −.0097 .0894
IM—AMOT .0232 (.02) −.0150 .0820
EM—AMOT .0065 (.02) −.0386 .0560

Model 3—DV: EGPA
Mediators

IM −.0009 (.01) −.0284 .0137
EM −.0001 (.01) −.0252 .0207
AMOT .0044 (.02) −.0247 .0463
Total effect .0034 (.02) −.0331 .0458

Contrasts
IM—EM −.0008 (.02) −.0409 .0231
IM—AMOT −.0053 (.02) −.0531 .0293
EM—AMOT −.0045 (.03)   −.0475 .0331

Note. BC = Bias-corrected, IM = Intrinsic motivation, EM = Extrinsic motivation, AMOT = Amotivation, OGPA 
= Overall school GPA, MGPA = Math GPA, EGPA = English GPA. Confidence intervals containing zero are 
interpreted as being not significant at the .05 level. 

*p < .05.



Table 10

Mediation of the Effect of Math Self-Concept on Academic Achievement Through Intrinsic  
Motivation, Extrinsic Motivation, and Amotivation for Indian Adolescents 

BC 95% CI

Mediation Effect (SE) Lower Upper
Model 1—DV: OGPA

Mediators
IM .0149 (.01)* .0007         .0419
EM −.0002 (.00) −.0116     .0089
AMOT .0010 (.01) −.0083 .0141
Total effect .0157 (.01) −.0009 .0434

Contrasts
IM—EM .0151 (.01) −.0031 .0484
IM—AMOT .0139 (.01) −.0039 .0430
EM—AMOT −.0013 (.01) −.0170 .0122

Model 2—DV: MGPA
Mediators

IM .0102 (.01) −.0045 .0403
EM −.0039 (.01) −.0251 .0036
AMOT −.0041 (.01) −.0259 .0038
Total effect .0022 (.01) −.0181 .0275

Contrasts
IM—EM .0141 (.02) −.0059 .0568
IM—AMOT .0143 (.01) −.0057 .0480
EM—AMOT .0002 (.01) −.0179 .0185

Model 3—DV: EGPA
Mediators

IM −.0010 (.01) −.0185 .0155
EM −.0001 (.01) −.0115 .0106
AMOT .0013 (.01) −.0073 .0151
Total effect .0002 (.01) −.0070 .0190

Contrasts
IM—EM −.0009 (.01) −.0257   .0221
IM—AMOT −.0022 (.01) −.0236 .0168
EM—AMOT −.0013 (.01)   −.0174 .0130

Note. BC = Bias-corrected, IM = Intrinsic motivation, EM = Extrinsic motivation, AMOT = Amotivation, OGPA 
= Overall school GPA, MGPA = Math GPA, EGPA = English GPA. Confidence intervals containing zero are 
interpreted as being not significant at the .05 level. 

*p < .05.



Table 11

Mediation of the Effect of Verbal Self-Concept on Academic Achievement Through Intrinsic  
Motivation, Extrinsic Motivation, and Amotivation for Indian Adolescents 

BC 95% CI

Mediation Effect (SE) Lower Upper
Model 1—DV: OGPA

Mediators
IM .0236 (.02)* .0002         .0752
EM −.0006 (.01) −.0251     .0275
AMOT .0007 (.01) −.0080 .0210
Total effect .0237 (.02) −.0053 .0725

Contrasts
IM—EM .0243 (.02) −.0106 .0936
IM—AMOT .0230 (.02) −.0045 .0758
EM—AMOT −.0013 (.01) −.0300 .0275

Model 2—DV: MGPA
Mediators

IM .0162 (.02) −.0065 .0691
EM −.0105 (.02) −.0534 .0121
AMOT −.0027 (.01) −.0237 .0061
Total effect .0031 (.02) −.0305 .0433

Contrasts
IM—EM .0267 (.03) −.0021 .1068
IM—AMOT .0189 (.02) −.0084 .0758
EM—AMOT −.0078 (.02) −.0490 .0220

Model 3—DV: EGPA
Mediators

IM −.0016 (.01) −.0348 .0231
EM −.0002 (.01) −.0275 .0276
AMOT .0008 (.01) −.0069 .0222
Total effect −.0009 (.02) −.0320 .0296

Contrasts
IM—EM −.0014 (.02) −.0519 .0461
IM—AMOT −.0024 (.02) −.0373 .0270
EM—AMOT −.0010 (.01)   −.0320 .0279

Note. BC = Bias-corrected, IM = Intrinsic motivation, EM = Extrinsic motivation, AMOT = Amotivation, OGPA 
= Overall school GPA, MGPA = Math GPA, EGPA = English GPA. Confidence intervals containing zero are 
interpreted as being not significant at the .05 level. 
*p < .05.



Figure . A thematic model of academic engagement among Indian immigrant and Indian adolescents.
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