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Abstract 
 

The present study examines socio-cultural, motivational and mental health changes among 

Indian international students at the University of Bedfordshire (N=138).  The main aim of the 

study was to achieve a better understanding how sociocultural adjustments affect international 

Indian students and what outcomes the process might produce. More specifically the study 

considers how international students’ motivation changes during the transition from the home 

to host cultural settings. Also, types of acculturative strategies used by the students were 

assessed in order to find out how they evolved over time. Finally the mental health of the 

students was examined during the study. 

To explore the motivational relationships between participants’ adjustment patterns, their 

types of motivational influences, such as adjustments, perceived autonomy, relatedness and 

competence, a single motivational theory has been chosen. It was assumed that it would help 

teachers and other university staff improve existing and possibly establishing new research-

informed practices at the university. Consequently, it could result in greater staff understanding 

and in turn students’ behaviour is likely to improve and accelerate their adjustment as well as 

providing justified research-informed explanations. For the above reasons Ryan and Deci’s 

(2000) Self-Determination Theory (SDT) has been employed as the theoretical framework. As 

part of the framework, Berry’s (1997) and Ward’s (1996) models have been utilised to assess 

student’s acculturation strategies. In addition, Randolf’s (1977) instrument has been employed 

in order to establish how depression evolves over time and affects students. 

The study employed Mixed Method and the data collection involved international Indian 

business students at postgraduate level. A survey was conducted at the beginning and the 

end of an academic year to examine and establish any changes taking place. The instrument 

used was validated indicating Cronbach’s alpha above 0.7. As the collected data of this 

research is not normally distributed, this research applies the Wilcoxon Signed-Rank test. As 

the research design is based on a multistrand sequential typology (QUAN → QUAL → QUAN 

→ QUAL) qualitative data from interviews and written diaries were gathered at different points 

for the duration of one academic year (for each cohort) and thematically analysed to provide 

explanations to the statistical results.  

Overall students reported that they had a rather positive experience at the UoB in terms of 

motivational and socio-cultural adjustment to the dominant culture. They reported minor issues 

when attempting to acculturate to the new settings; however, findings indicate that almost half 

of the students experienced depression over an academic year.   
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There is a strong indication that students had clinical depression over prolonged period of time 

(over an academic year). Also, the data shows that even though a number of depressed male 

students decreased over a period of an academic year in comparison to female students, it 

was approximately three times more male students experiencing depression than female ones 

(albeit not statistically significant). Further, there was a number of students who had some 

negative perceptions about the dominant culture and expressed some concerns over their 

academic performance. 

Acculturative strategies used at the beginning were assimilation and integration, which went 

through a meaningful and significant negative change in T2 over T1. However, towards the 

end of the studies students showed a preference towards separation. Separation strategy 

significantly increased in T2 over T1, which is statistically significant. 

Also, in terms of motivation changes, students moved towards identified regulations, and a 

slight positive increase of student’s attitudes towards the factor of ‘integrated’ regulations. 

What is important it the fact that the students did not develop a higher level of autonomy, which 

is related to self-determined choices, and a condition for development of intrinsic types of 

motivation. 

The research was desirable for two reasons; once the issues were explored, the outcomes 

would adjust teaching and learning practices that in turn would help to improve the students’ 

achievements, conditions and the UoB international reputation. It is also hoped that the 

research would provide new insights into how motivation (Deci and Ryan, 1985; Ryan and 

Deci, 2000), acculturation strategies (Berry, 1997; Ward, 1996) and depression (Randolf, 

1977) evolve over time and affects students. 

The findings indicate that international students as well as members of the university staff 

need to attend additional development programs in order to deal effectively with cross cultural 

challenges.  
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Glossary of term and acronyms 
 

Acculturation changes in one’s identity as an outcome of adopting or accepting the 
language of the host culture as well as the habits and practices of that 
host culture. 
 

Amotivation being demotivated. Such individuals would fail to act at all, or the 
behaviour/action performed by them is produced without an intent.  The 
lack of motivation within individuals often might be an outcome of them 
not assigning any value to an activity, perceiving themselves as not 
competent to perform such an activity in a successful way, or expecting 
that they would not be able to achieve desired outcomes. 
 

Assimilation takes place when one believes that a host culture needs to be adopted 
and that is more important than maintaining values and behaviours 
representing the first culture.    
 

Autonomy a psychological need to be agentic, which normally is visible through 
exercising one’s ability to make some free choices and contribute to 
learning activities. 
 

Cognitive 
Evaluation 
Theory 

a sub-theory of Self-Determination Theory. It deals with the impact of 
social variables (Autonomy, Relatedness, and Competence) on self-
motivation. 
 

Competence a psychological need to identify and perceive themselves as confident 
and effective in sociocultural and academic learning activities. 
 

Culture shock a consequence of an inability to cope with changing cultural context. 
Once cultural context is changed, many elements are new and 
familiarity, understanding and ability to predict are lost. Therefore those 
elements are often monitored, even continuously, to regain some 
understanding. This process consumes one’s energy, leaving behind 
fatigue and other negative effects accompanying culture shock. 
 

Depression a common mental health problem that causes people to experience low 
mood’ (Mental Health Organisation UK, 2018). 
 

Developmental 
Model of 
Intercultural 
Sensitivity 
 
 
 
 
 
 
 
 
 

it visualises different stages of cultural adjustment on a continuum. It is 
assumed within the DMIS that the barriers we create between us and 
‘others’ govern the way we experience intercultural interactions. This is 
why the very first stage on the continuum deals with our experience 
from an ethnocentric point of view based on limited and vague 
information and perceptions of ‘others’ (involves three positions: Denial, 
Defence, and Minimization). On the opposite side of the continuum our 
experience becomes very complex when views of us and others, which 
are based on ethnorelativism at that position, are integrated into a 
single individual personal identity which embody multicultural relations 
and ethnicity (involves three positions: Acceptance, Adaptation, and 
Integration).   
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Face concerned with identity, dignity and one’s sense of worth. Elements 
such as honour, reputation, status, competence and respect are often 
associated with the concept (Spencer-Oatey, 2008). Goffman (1967, p. 
5) describes the face as ‘the positive social value a person effectively 
claims for himself by the line others assume he has taken during a 
particular contact’. 
 

Identified 
regulation 

form of motivation is somewhat internal in terms of perceived locus of 
control. That means that behaviours are self-determined and more 
autonomous. Conscious and regular evaluation of personal behavioural 
aims or regulations is a reflection of identification. The evaluation takes 
place, so actions are accepted or maintained as significant for personal 
reasons. 
 

Integrated 
Regulation 

the most autonomous and that is because regulations, which have 
been identified, are completely assimilated. This means the introjected 
regulations have been evaluated, internalised, aligned and integrated 
with an individual’s existing goals, needs and values. Often it is the 
case that integrated regulations have qualities of intrinsic type of 
motivation (for instance a perceived locus of causality is internal), yet 
this form of motivation is still classed as extrinsic because behaviours 
are performed in order to achieve certain separable outcomes (not for 
enjoyment). 
 

Integration strategy involves both cultures. One wants to have a high level of daily 
contact and interactions with members of the host culture and at the 
same time, value the first culture highly. Successful integration 
depends on both cultures. The dominant culture needs to freely allow 
such acculturation to take place, which means that members of the 
non-dominant culture would be allowed to conduct their daily activities 
as a culturally diverse group, and also the group would accept 
elementary values of the dominant culture. 
 

Intrinsic 
Regulation 

self-determined and highly autonomous, and also it provides intrinsic 
satisfaction. Individuals involve themselves in certain activities because 
of their interest and the enjoyment they receive at the same time. Such 
motivation includes performance of tasks which have been undertaken 
for pleasure or the satisfaction achieved through performing or 
completing those tasks. Satisfaction might be derived from aesthetic 
elements, novelty or even extreme challenge. For instance, a student’s 
action, to read an interesting book or article because he/she gets 
pleasure from reading an interesting account of something, would be 
an outcome of intrinsic motivation. 
 

Introjected 
Regulation 
 
 
 
 
 
 
 
 

type of extrinsic motivation when one is intrapersonally controlled. In 
this case, external regulations are taken in by individuals but not 
completely accepted as their own. That means that behaviours are self-
controlled, but a perceived locus of causality is somewhat external. 
Actions are performed so feelings of guilt or anxiety could be avoided. 
Also, introjection could be used to enhance an individual’s ego or 
improve self-esteem. Individuals might find themselves in situations 
where they need to demonstrate their abilities (or avoid failing), which 
would lead to increasing or at least maintaining feelings of worth. 
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Marginalisation visible when both cultures are rejected and one avoids contacts with 
members of both, the first and host cultures. 
 

Motivation In general, being willing and having a desire to do something. In 
psychology, as Geen (1995) elucidates, it involves four elements: 
initiation, a clear direction, intensity of an action and persistence of that 
action. In education, Harmer (2001: 51, 2015) explained that motivation 
is seen as ‘some kind of internal drive which pushes someone to do 
things in order to achieve something’. 
 

Organismic 
Integration 
Theory 

a sub-theory of Self-Determination Theory. It is constructed upon 
understanding that an integrated view of previous experience and 
students’ expectations impact perceptions, which in turn informs 
motivation and engagement. 
 

Relatedness the relationship between the teacher and students as perceived by the 
latter. 
 

Separation is used when values and typical behavioural patterns of a host culture 
are not valued and rejected, or just not considered practical and 
effective but at the same time one intends to maintain the first culture. 
 
 

 

 

Abbreviations:  

CET Cognitive Evaluation Theory (sub-theory of SDT) 

DMIS Developmental Model of Intercultural Sensitivity 

EM Extrinsic theory  

FTA Face Threatening Act (Brown and Lewinson, 1987) 

IM Intrinsic Motivation  

SDT  Self-Determination Theory (Ryan and Deci, 2000) 

OIT        Organismic Integration Theory (sub-theory of SDT) 
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Chapter 1. Introduction  

1.1 Background  

International students are very important contributors to the UK economy. It was reported that 

in the academic year of 2017/18 alone, there were over 458 thousand international students 

registered at universities across the UK where business and administrative studies are most 

popular among them. That is almost 20 % of the whole student population in England 

(according to Universities UK, 2019). This is a 3.6% increase on previous years. 

International Students Statistics points out that Indian students form the second biggest group 

of international students in the UK with numbers reaching almost 20 thousand in 2017/18. The 

English parliament published in 2019 a briefing paper entitled International and EU students 

in higher education in the UK. According to Parliament, the latest research assessing the 

markets published in 2017 estimated the financial contribution made by international students 

was worth almost 26 billion pounds. Of course the total value includes income from students’ 

spending (on- and off-campus) and people visiting them. However, the total income generated 

in fees alone reached about 5 billion pounds (Baker, 2019).  

At the same time, international students also bring socio-cultural benefits as well as financial 

ones. They increase the diversity of the student population in England and contribute to 

research. In fact, more than a half of publications in the UK are an outcome of research 

collaboration that involve international contribution (Universities UK, 2019). In addition, those 

international students influence geopolitical connections that would also impact the UK’s soft 

power, helping to maintain existing connections and develop new international trade, as well 

as social and political connections. 

At the University of Bedfordshire (hereinafter UoB), when the pilot study for this project 

commenced, there were about 1500 Indian business students at postgraduate level. The 

international student population dropped in numbers by 20% due to the government including 

international students in a net migration target.  They also changed their previous policy which 

allowed international students to gain a post study work visa. However, the number of 

international students started to rise again when the government announced in September 

2019 an introduction of a new and similar visa option that would allow students to stay for two 

years after their graduation. That option will be available to all international students, including 

students from India, for the academic year of 2020/21 (Hubble and Bolton, 2019). 

Even though Indian international students form the second largest group of international 

students in the UK and bring a number of benefits (not only financial ones) they appear to 

receive little attention in published research. 
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1.2 Research rational 

Motives behind a decision to undertake this project stemmed from perspectives of a practical 

and theoretical nature. At the time of commencing the study the number of international Indian 

students was increasing steadily on an annual yearly basis. The rise in numbers resulted in 

increased levels of concern among UoB staff as well as students, including home and 

international ones. Common concerns from members of staff included English language 

proficiency, lower levels of academic performance, issues related to plagiarism, and 

avoidance of participation in class activities and interactions with others. On some occasions 

staff even formed negative perceptions of the students’ academic abilities.  

Students, on the other hand, were concerned about their own studies, broken communication 

and relationships with teachers, and problems they experienced in their social life, including 

racial abuse in some cases. These concerns appeared to impact the students’ academic 

achievements and in some cases they became demotivated and withdrawn. 

Also, the business postgraduates’ programmes at the UoB have a special structure that 

attracts a large number of international Indian students from similar backgrounds. For them 

the educational settings at the UoB are unfamiliar. Whatever the unit or environment they 

enter, almost everything is novel to them including international students of other nationalities, 

teaching approaches and methods as well as expectations. Only recently most of them were 

considered as good and motivated students. Now a similar level of achievement is often 

expected from them; however, they need to adjust first to a new context before they can 

perform. That often requires an increased level of energy to be invested and as an outcome 

their motivation level might be affected.  

The research was desirable for two reasons; once the issues were explored, the outcomes 

would adjust teaching and learning practices that in turn would help to improve the students’ 

achievements, conditions, and the UoB international reputation. It is also hoped that the 

research would provide new insights into how motivation (Deci and Ryan, 1985; Ryan and 

Deci, 2000), acculturation strategies (Berry, 1997; Ward, 1996) and depression (Randolf, 

1977) evolve over time and affect students. 

 

1.3 Aims and objectives of the study 

The main aim of the study is to achieve a better understanding of how sociocultural adjustment 

affects international Indian students and what outcomes the process might produce. It is also 

hoped to find what types of goals and types of motivation govern students’ behaviour.  
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1. How does international students’ motivation change during the transition from the 

home to host cultural settings and to what extent?  

2. What type of acculturative strategies are used by Indian international students and how 

do they evolve? 

3. How does adjustment to new socio-cultural settings affect the students’ mental state?  

 

Even though the findings proved to be reliable and valid, it was realised later that some aspects 

of the research design needed additional attention.  

 

1.4 Research limitations 

As the data collection took place in classrooms, there was always the possibility that some 

students were absent and therefore they were not included in the study. Therefore, it is rather 

difficult to establish if the findings from the study would apply to them as well. Incomplete 

questionnaires created further issues as some were missing a large number of items without 

answer and they to be destroyed.  

Also, the number of completed surveys was relatively small. This impacted generalisation of 

the findings and additionally limited possible use of different tools to analyse the data (e.g. 

Structural Equation Modelling software). 

The data collection period lasted about three years due to the limited number of students at 

the UoB during that period and to the design of the study to some extent. That data collection 

could have been shortened by involving Indian international students from different 

universities or using cross sectional data collection. 

As it was shown through the findings, it is essential for any international students to adjust 

themselves behaviourally and mentally to the new dominant cultural group in order to be 

successful as adaptation processes would have an impact on mental health and motivation in 

general. It has to be remembered that the process of acculturation involves a number of 

factors. Students’ effort is very much needed, however, that effort needs to be supported by 

the institution and all members of staff to make it a student’s success.  
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1.5 Overview of the research structure 

 

This project starts with an introductory chapter, which provides a background and rationale for 

the research. Chapter one also explains what is hoped to be achieved through this study, and 

how some aspects of the research design could have been designed differently.  

Chapter two examines and provides an in-depth review of existing knowledge that is related 

to all three concepts employed in this research: motivation (Deci and Ryan, 1985; Ryan and 

Deci, 2000), acculturation strategies (Berry, 1997; Ward, 1997) and depression (Randolf, 

1977) as well as findings from relevant empirical studies. More specifically, the first section of 

the chapter focuses on two sub-theories of SDT, the conditions to be met in order to improve 

one motivational level, and how they impact other aspects the research focuses on (e.g. 

depression). We also look at recent research findings related to the subject areas investigated 

by this study.  

Chapter three explains and provides justification for the Mixed Methods research design, 

piloting and procedures.  Once philosophical positioning is clarified end explained, including 

ontology and epistemology, our attentions are turned towards explaining mixed methods 

design use in this study and its typology. Research population, sampling techniques and 

pilot studies are discussed before the main data collection and methods are discussed, as 

well as data analysis procedures and techniques. In this chapter validation processes 

(validity and reliability) are also explained. 

Chapter four presents the results. To start with, we look at findings related to gender and 

depression, and then we examine constructs’ time over time. Firstly constructs related to 

SDT are presented, followed by acculturation approaches and strategies. Each construct is 

looked at from a statistical point of view, to be then explained through qualitative data and 

then linked with current research findings. 

The final chapter provides a discussion of the findings as well as contribution to the 

knowledge discovered through this research. The recommendations and limitations of the 

study along with possible future research directions are presented at the end. 
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Chapter 2. Literature review 

2.1 Introduction 

The main aim of this chapter is to discuss theoretical concepts on which the present study is 

based on. To start with we will discuss Self Determination Theory (SDT; Ryan and Deci, 2000) 

as well as other motivational models. This is followed by a consideration of the socio-cultural 

acculturation model proposed by Berry (1997) and Ward (1996) and, literature related to 

students’ mental health in relation to depression. In this chapter we will also consider different 

models related to the study, factors affecting motivation and acculturation processes as well 

as other related research.  

First of all we will define the concept of motivation. Defining the main concepts is important as 

they are often understood and employed practically in diverse ways. That would also allow us 

to look critically at the literature in the field. 

 

2.2 Defining motivation 

It is not an easy task to define motivation, a concept that is often understood in different ways 

by people representing diverse backgrounds. What is more, scholars struggle with identifying 

a universal definition of motivation.  

Being willing and having a desire to do something is how motivation is seen in a general way. 

In psychology, as Geen (1995) elucidates, it involves four elements: initiation, a clear direction, 

intensity of an action and persistence of that action. 

In education, Harmer (2001, p. 51, 2015) explained that motivation is seen as ‘some kind of 

internal drive which pushes someone to do things in order to achieve something’. Brown 

(1994) as well as Brown and Lee (2015) linked motivation with succeeding or failing a complex 

task, whereas Ames and Ames (1989) explained it as an impetus to form an intention or goal 

and sustain that desire. A similar view is expressed by Clegg et al. (2016, p. 143) as they see 

it as a behavioural process from a psychological point of view, leading ‘towards the attainment 

or avoidance of some object’. In their understanding the ‘object’ could be a relationship or 

person, tangible goods or an abstract concept (e.g. love).  

Nahavandi et al. (2015, p. 510) describe motivation as ‘a state of mind, desire, energy, or 

interest that translates into action’. The behavioural element within motivation is also 

highlighted by Nahavandi et al. (2015) and it is at the same time linked with an outcome 

affecting performance. As they see it, it is one’s willingness (being motivated), ability (capacity) 
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and opportunity to perform that directly affects one’s performance. Kardes et al. (2015), on the 

other hand, see motivation as a drive that encourages somebody to act and it is often effected 

by emotions, feelings and moods as well as personal arousal (similar to Ames and Ames, 

1989).  

Correspondingly, Mullins (2016, p. 820) defined the concept as ‘the driving force within 

individuals by which they attempt to achieve some goal in order to fulfil some need or 

expectation’. However, he points out that it is an individually experienced phenomenon and 

therefore unique. At the same time motivation is often intentional, goal-oriented and 

multifaceted (personal arousal and behavioural directions (or choices)). The fourth element 

recognised here is the forces (external and internal) which impact on one’s choice of action, 

and not just one’s behaviour and performance. The above is parallel to Mitchell’s (1982) view 

on motivation that originally described the process as transactional; it is about creating stimuli 

which in turn enables somebody to perform. In other words, it is about giving somebody what 

they want in return for something else. 

Likewise in educational psychology, Ryan and Deci (2000, p. 54) described being motivated 

as being ‘moved to do something’, and the element of being moved might be activated 

internally or externally. Even though this definition is rather simplified, the concept of 

motivation becomes much more complex when cultural and social facets are taken into 

account.   

Social psychology describes motivation as ‘the combination of effort plus desire to achieve the 

goal of learning […] plus favourable attitudes toward learning’ (Gardner, 1985, p. 10, 2001). 

Even though Gardner described motivation here in the context of learning a second language, 

it is still a concept of motivation in educational settings even if it involves only language 

acquisition processes (without learning processes).   He went even further and pointed out 

that motivation refers ‘to the extent to which the individual works or strives to learn […] because 

of a desire to do so and the satisfaction in this activity’ (Gardner, 1985, p. 10). In other words, 

it means that motivation involves a desire to perform an action or achieve a goal, effort to do 

so and satisfaction with it. This also strongly suggests a link between motivation and a goal, 

which Ryan and Deci (2000, 2009) would agree with as well as others (Pervin (2015); Reeve 

(2012, 2013, 2014); Dörnyei (2013); de Bilde et al. (2011); and Christenson et al. (2012)).   

In an attempt to include dynamic and static notions of motivation, Dörnyei (1998) describes 

motivation as a process which involves applying some amount of force (internal or external 

regulation (Ryan and Deci, 2000)) in order to induce an action and then persists until the 

planned goal is achieved or until diverse forces occur, so as a result the action would be 

weakened and even eventually terminated (also in Dörnyei and Ushioda (2015)).  
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Of course, there are a number of different definitions of motivation per se or even related to 

diverse disciplines and contexts. Nevertheless, it is clearly noticeable that the concept of 

motivation consists of an active involvement, effort, energy, goals, desires and persistence.  

 

2.3 Selecting a plausible and easily applicable motivational theoretical 
framework. 

To explore the motivational relationships between participants’ adjustment patterns, their 

types of motivational influences such as adjustments, perceived autonomy, relatedness and 

competence, a single motivational theory has been chosen. The selection of a single 

theoretical framework stems from its possible ease of it being employed by busy teachers and 

other university staff. Therefore, it was important to select a theory that is not too complex in 

relation to motivational constructs so the constructs would be recognised by the staff and 

central to a successful adjustment to a new environment. It would also help with improving 

existing and possibly establishing new research-informed practices at the university.  

Consequently, it could result in greater staff understanding and in turn students’ behaviour is 

likely to improve and accelerate their adjustment as well as providing justified research-

informed explanations. The above expectations are met by Ryan and Deci’s (2000) Self-

Determination Theory (SDT).  

 

2.3.1 SDT and its central tenets. 

Deci and Ryan (1985) introduced two sub-theories within SDT. The first one, called Cognitive 

Evaluation Theory (CET), scrutinises conditions which cause and sustain intrinsic motivation. 

The second one, Organismic Integration Theory (OIT), deals with extrinsic types of motivation 

and its diverse forms, as well as contextual factors which endorse or impede integration and 

internalisation of regulations that impact on extrinsically motivated behaviours. Once a general 

overview of SDT is presented in this section, CET will be considered in order to provide the 

foundation to explain and examine OIT. 

As Ryan and Deci (2000) explained, SDT is a theoretical framework that provides an approach 

to explain motivation, personality and related engagement within a number of diverse contexts, 

including social and educational. The framework has been tested by innumerable researches. 

Those studies were conducted in specific contexts that employed experiments, observations 

and interventions designed to increase the level of self-determined behaviour (motivation), 

(Reeve 2012, 2002). For instance, Reeve et al. (2004) found it was possible to predict 
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students’ classroom autonomy- and competence-related levels of motivation as an outcome 

of teachers’ positive or negative responses to students’ needs. The motivational levels of 

competence and autonomy are correlated with students’ engagement (cognitive, emotional, 

behavioural and agentic (Reeve and Tseng, 2011; Reeve 2012)) and this was investigated 

recently by Sinatra et al. (2015). 

In addition, the theory combines cognitive compositions, and social constructs with simple 

psychological needs (Pintrich, 2003). Also, a distinction between quantity and quality of 

motivation could be clearly observed. In such case its quality would be determined with in a 

given range (or on a continuum); knowing how and to what extent an individual is likely in a  

given activity or context to be motivated, then performances or behaviours can be predicted. 

What is more, Ryan and Deci’s theory specifies variables and factors that affect positively and 

negatively one’s perception, motivational quality and their emotional and behavioural 

responses (2009, 2000). 

SDT makes use of a continuum that begins with amotivation moving through four types of 

extrinsic motivations to intrinsic motivation. This continuum indicates and allows us to predict 

by utilising one’s perceived relatedness, competence, autonomy and behavioural regulation 

in a given sociocultural context (Deci and Ryan, 2002). The three psychological needs: 

relatedness, competence, autonomy are interconnected and interrelated. They are described 

as ‘specific nutriments’ that are essential to comprehend fundamental dynamics employed by 

an individual to interpret his or her sociocultural environment and could be employed to predict 

motivation and, in turn, behavioural response/s and engagement (Deci and Ryan, 2002). 

Deci and Ryan (2009, 2002) termed SDT as dialectical and organismic metatheory. The term 

‘dialectical’ refers to sociocultural movement towards teachers and other individuals who 

construct and provide an environment that facilitates and supports learning, so students see 

themselves as being boosted and supported. ‘Organismic’ refers to innate psychological 

needs being present within individuals. These individuals’ innate needs, in terms of SDT, are 

expected to be effectively enhancing potentials of those individuals (Deci and Ryan, 2002). 

The theory is based on the assumption that individuals’ actions are self-determined and 

individuals themselves are focused on development and growth. It has to be noted that 

individuals do not represent equally a measure of what might be described as a degree of self-

determination. Some might be regarded as demotivated and passive in a context that does 

not fulfil their needs for relatedness, autonomy and competence (Deci and Ryan, 2009, 2002). 

As Deci and Ryan stated, SDT has been empirically tested over a number of years in diverse 

sociocultural contexts leading to grow possible applications of this theoretical framework which 

in turn 
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‘… have led to the explication of processes and conditions that promote effective 

functioning and psychological health, and in so doing have shed further light on the 

psychological nature of human freedom and connectedness’ (2002, p. 433). 

There are two main ways in which the theory is different in comparison to other sociocultural 

motivation frameworks (Ryan and Deci, 2000). Firstly, it recognises that motivational 

regulators’ quality is opposed to their quantity. Diverse motivational qualities are recognised 

and placed on a continuum. The range placed on the continuum starts with amotivation, a 

construct considered as the least desirable and negative. The next elements on that construct 

belong to a group that is motivated by different extrinsic regulators (external, introjected, 

identified and integrated) and these regulators vary in terms of perceived locus of causality 

influencing them from external to internal forces respectively.  Internal locus of control also 

impacts the final most desirable, self-determined and positive quality on the continuum that is 

intrinsically regulated motivation (Ryan and Deci, 2000, 2009). It has been pointed out by 

Schunk and Zimmerman (2008) that extrinsic but self-controlled behaviour, which is an 

outcome of identified or integrated regulators, is in close and dynamic interplay with a 

behaviour of intrinsic origin. This relation is often clearly visible in learning contexts. 

Secondly, SDT is the only theoretical framework that recognises one’s autonomy as a central 

component supporting volitional and self-regulated engagement over a period of time in an 

activity. Additional to the two constructs that the theory employs are competence and 

relatedness.  All three components are utilised by an individual who would assess to what 

degree their psychological and social needs are fulfilled or dissatisfied.  The individual’s 

perception of the above degree has an impact on motivation, adjustment to a new environment, 

learning, effectiveness and achievement. These elements are then used to determine to what 

extent they indicate an individual’s engagement in an activity (Ryan and Deci, 2009; Reeve, 

2012).   

Once an individual perceives the three constructs as fulfilled and sustained, it could be 

predicted that as a result that individual would develop a richer and informed concept of 

themselves as being more intrinsically self-motivated.   This is facilitated by third parties 

(significant others an individual is or wants to be related or attached to) and behaviours they 

employ in order to support and enhance one’s intrinsic tendency to self-regulate and self-

determine their own behaviours (Ryan and Deci, 2002). It is claimed that engagement in self-

regulated behaviours indicates a robust level of self-determination. What is more, that level 

then allows forecasting one’s positive view of their own three components of SDT: autonomy, 

relatedness and competence (Ryan and Deci, 2000; Deci Ryan, 1991). However, it has to be 
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stated that when one believes that their social and psychological needs are dissatisfied then it 

results in displaying behaviours indicating disinterest, disengagement and amotivation.  

 

2.3.2 SDT and its three constructs 

It is accepted that fulfilment of the three SDT constructs, autonomy, relatedness and 

competence, supports internal integration of different and diverse values (of intrinsic and 

extrinsic origin) and then in turn leads to development of behaviours that indicate self-

motivation and engagement. This is why the focus of this section is on the three constructs of 

SDT.  

The claim that one will feel driven to get involved in an activity when the three constructs of 

psychological needs are fulfilled by sociocultural settings and supportive environment is crucial 

to SDT. The psychological needs are commonly visible in social and educational settings when 

third parties and context/s provide support for learning of new behaviours and acquiring 

knowledge (see Figure 1.).  It is confirmed that autonomy, relatedness and competence affect 

positively individuals’ adjusting to a new environment and learning (Ryan and Deci, 2009, 

2002, 2000; Skinner and Belmont, 1993; Deci and Ryan, 1991, 1985). 

 

 

 

 

 

 

 

 

 

 

Figure 1. The three constructs of SDT with their connections.  
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Ryan and Deci (2000, p. 229) define these psychological constructs as ‘…innate psychological 

nutriments that are essential for ongoing psychological growth, integrity, and well-being’. What 

is more, these three psychological ‘nutriments’ are closely interrelated and interconnected and 

can be predicted through SDT (Weinsten and Ryan, 2010; Baard et al., 2004). 

 

2.3.2.1 Competence 

A number of sociocultural motivational theories utilise the notion of competence as their 

integral part (Elliot and Dweck, 2013; Elliot et al., 2002; Belbase, 2016; Linder et al., 2015, 

Jansen 2008; Spangler, 1992). Ryan and Deci (2002) defined the concept as a psychological 

need to identify and perceive themselves as confident and effective in sociocultural and 

academic learning activities. In this study, the need to feel competent is termed as ‘perceived 

competence’. One’s feelings of being competent activate a perception of being able to perform 

and complete sociocultural activities and/or academic tasks. Being competent encompasses 

the ability to accomplish successfully, tasks that are respected by members of the group an 

individual belongs to or tasks where effectiveness is essential and is evaluated by significant 

others, for instance, a teacher (Painter, 2011; Avci, 2017; Liou and Jessie Ho, 2018).  

It is important to underline the fact that motivation to be competent and competence itself are 

very much domain and context specific. That is clearly visible within the process of achieving 

proximal goals (initial level of performance to attain during the process of achieving a distal 

goal) and distal goals (final level of performance) (Skinner and Edge, 2002; Fein et al., 2017). 

An individual’s perception of previous performance informs perceived competence, which in 

turn cognitively informs self-concept and self-efficacy. The sum of the above concepts forms 

motivational drive that feeds self-regulated learning (Schunk and Usher, 2017; Huh and 

Reigeluth, 2017; Schunk and Zimmerman, 2008, 1998, 1989). Apart from being influenced by 

perception of previous performance, competence is also affected by an individual’s aspiration 

to achieve a high level of effectiveness in forthcoming tasks and activities.   The above 

described elements, with their interconnectedness and interrelatedness mutually informing 

each other, lead to increased motivation to be reached. As Deci and Ryan elucidated, 

‘people’s experience of effectance and autonomy are critical determinants of motivational 

process’ (1992, p. 9). 

What is more, not any other component of the theory (neither autonomy nor relatedness) is 

self-attributed, but competence. Weiner (2000, 2007) also states that competence is a 

fundamental element of motivation that drives an individual to attain even greater competence, 

often referred to as competence motivation. Urdan and Turner (2013) clarify that competence 
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motivation is a need to develop and/or acquire knowledge and skills, which are viewed as 

significant in a specific context. That type of motivation is visible as a need to master, manifest 

or gain competence. It is claimed that competence motivation operates as an inner drive which 

activates and assists behaviour enhancing competence (Elliot and Dweck, 2005; Elliot et al., 

2002; Spitzberg and Cupach, 2012; Yeager et al., 2017). 

By using self-reported confidence scales, students’ perceived competence can easily be 

predicted. Other possible means of predicting the perceived competence are by measuring 

the level of challenge involved in a given task together with students’ level of anxiety. It is also 

possible to check a degree of rational support provided by significant others (e.g. a teacher) 

together with a level of autonomy employed by students during such activities, providing they 

are allowed to select activities and tasks by their own volition (Stefa, 2018; Zanca, 2018; 

Harter, 2015, 2012a; Powell and Powell, 2015; Rimm-Kaufman and Sandilos, 2011). For 

instance, Harter (2012b) reported that students who showed signs of being worried and 

anxious when engaged with new learning activities, had also reported a lower degree of self-

perceived confidence and consequently, their own viewpoints were attuned by affective 

responses. Also, when the learners were presented with a choice of different learning tasks 

involving diverse levels of difficulty, they selected activities which were less challenging. What 

is more, when the students provided their justifications for their choices, they indicated lower 

levels of self-efficacy as well as not being comfortable within learning tasks.  

On the other hand, confidence indicative affective responses were reported by those students 

who felt that they were more confident in comparison to other students. They chose more 

challenging and complex learning tasks because, as they reported after the activities, they 

were confident in self-efficacy. This suggests that perceived competence is related to and 

impacts what level students feel able to achieve their objectives. Harter (2012b) also points 

out that perceived competence would help with predicting the extent and rate of progress 

when engaged with academic tasks. It was also noticed that competence, relatedness and 

achievement, when variables were facilitated, impacted students’ consciousness and 

emotions which were externally directed. That consecutively led to increasing self-efficacious 

achievement.  

It is often the case that students’ performance would be impacted when they feel anxious 

when dealing with new and unfamiliar tasks. Paltoglou et al. (2019) examined how prior 

experience and knowledge as well as competence impacted students’ confidence instead of 

anxiety (to do so, the wording of the STARS scale was changed). The findings showed that it 

was possible to predict competence based on initial experience. What is more, the relation 

between the two aspects was mediated by confidence.  
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One of the above mentioned novel or experiential teaching/learning activities, which generates 

anxiety among students at their initial stages of involvement is a methodology which has 

gained much attention in recent years; the ‘flipped classroom’ approach. This approach can 

also include on-line delivery. In short, it is based on actively constructing knowledge through 

increased social learning (Kolb and Kolb, 2005; Wanner and Palmer, 2015; Lai and Hwang, 

2016). Abeysekera and Dawson (2015) strongly expressed their view, which was later 

supported by DeLozier and Rhodes (2017) and Zainuddin and Perera (2019), that the flipped 

classroom approach creates an environment which fulfils needs for competence, relatedness 

and autonomy, resulting in enticing extrinsic and intrinsic motivation. When the level of 

cognitive load, defined by Block, Hancock and Zakay (2010) as a mental effort required to 

complete a task, might be lowered due to activities designed to increase students’ level of 

expertise, then the competency, relatedness, autonomy and security levels are likely to 

increase, and consequently positively impact students’ engagement and motivation.  

There are a number of research findings that support the above claim. Morevec et al. (2010, 

p. 473) reported ‘significant student performance gains as an outcome of employing the flipped 

classroom approach. Similar results were claimed by Peterson (2016) who compared two 

groups of students attending a traditional lecture session and a flipped one. He concluded that 

not only did the second group have a higher performance level but also satisfaction was 

increased. On the other hand, not all researchers were able to support Abeysekera and 

Dawson’s (2015) claims. Heybourne and Peretts (2016) concluded that there was only a trend 

toward increased levels of students’ performance as an outcome of the flipped approach.  

One possible explanation why the flipped approach pedagogy might not lead to increased 

performance is the fact that this methodology is concerned with increasing students’ 

engagement and learning process through a student-centred approach (Bates, 2015). The 

latter entails the students’ interests to be included in teaching materials and a choice of how 

they would learn (relatedness and autonomy in Ryan and Deci’s terms, 2009, 2002, 2000); 

however, in higher education this is rarely the case (Bates, 2015; Bates et al., 2017).  

 

2.3.2.2 Positive feedback and Intrinsic Motivation  

Students’ performance might not be increased due to the perceived level of competence being 

impacted by the feedback received by students from their tutors, their types, and regularity. 

Vallerand and Reid (1984), for instance, observed that an increased level of perceived 

competence was positively correlated to encouraging and optimistic feedback provided to the 

students by the teachers. At the same time, they reported that negative feedback on students’ 

performance resulted in negatively impacting on intrinsic motivation (also Weidinger et al. 
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(2016), Hattie and Clarke (2018), Fong et al. (2018), Ramani et al. (2019)). That would be in 

line with Deci and Ryan (2016) suggesting through SDT that negative feedback negatively 

impacts intrinsic motivation in general. Hu et al. (2016) arrives at similar conclusions and 

explains that harmful outcomes of negative feedback are linked to negative evaluation of self. 

In their view, in order to minimise a negative evaluation and negative self-emotions as an 

effect, focus should be on increasing abilities, and effectively increasing one’s level of 

competence.  

Also, De Muynck et al. (2017) agree with the diminishing effects of negative feedback on 

intrinsic motivation, however, they point out that some subjects see feedback as something 

they are not able to control affecting somebody’s level of autonomy. What is more, their 

experiential study revealed that participants’ perseverance and enjoyment at the same time 

were positively impacted by feedback (decreasing negative valence and increasing 

competence satisfaction) provided by instructors and their style that supported autonomy 

(which has also resulted in an increasing level of autonomy satisfaction).  De Muynck et al. 

also noticed that dominant roles in that process were played by positive self-talk (increasing 

positive valence) and psychological need satisfaction.   

 

2.3.2.3 Negative feedback and Intrinsic Motivation 

On the other hand, we have to notice that some would claim the opposite that negative 

feedback could increase the level of intrinsic motivation. For instance, Raaijmakers et al. 

(2017) found out that students reported a significantly higher level of effort put into an activity 

after receiving negative feedback in comparison to positive feedback. Similarly, Larmuseau et 

al. (2019) recorded increased levels of self-reported mental effort (cognitive load) among 

students who had to work on resolving an ill-structured effort compared to students who 

worked on a well-structured problem (instructional feedback according to Fong et al., 2019).   

Butler and Winne (1995) stated that for students to be in control of their learning (autonomous) 

and increase their competence, they need feedback in order to catalyse the behaviour. 

Fishbach and Finkelstein (2012) explain that learners need to pinpoint their growth to establish 

what else needs to be completed in order to achieve their goal/s. In other words, negative 

feedback indicates gaps between present achievements and intended achievements. That 

leads to development of dissatisfaction which acts as a drive to induce internal motivation to 

complete the goal through increased levels of effort put into an activity, as reported by 

Raaijmakers et al. (2017). It has to be remembered that the above studies were conducted 

among competitive individuals with a high level of self-reported intrinsic motivation.  
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In general, negative feedback serves an opportunity to correct errors in order to increase 

performance leading to completion of a task by helping learners to understand intended 

instructions and not what the learner had inferred originally (Donovan et al., 2018; Williams et 

al., 2010). A similar view was expressed by Ryan et al. (1983, p. 738): ‘a person needs to be 

able to get some sense of how well he or she is doing at the activity to remain intrinsically 

motivated’. 

In sum, empirically and theoretically both points of view about negative feedback could be 

supported. On one hand, negative feedback, if its purpose is to provide information leading to 

improved competence, could result in an increased level of self-determination (Fong et al., 

2019). On the other hand, it can damage the competence and self-perception that is essential 

for well-being (Ayduk et al., 2013; Talaifar and Swann 2017; Swann Jr, 2011). What is more, 

Sedikides et al. (2003; also Dufner et al., 2019) reported that positive self-evaluation as well 

as comprehensive knowledge supported by specific skills and a perception of being in control 

were highly desired among university students from western and eastern backgrounds. What 

follows is that negative feedback, under certain conditions, might be detrimental to self-

enhancement.  

Generally students report an increased level of intrinsic motivation when they are allowed to 

make their own choices during classes (Chong et al., 2018; Goudas et al., 1994). Thus, it 

seems that self-control is based on the students’ perception of their own competence via 

received support (Skinner and Edge, 2002; Wood, 2018). Also, as Reeve (2002, 2012) and 

Ryan and Deci (2009) argue, the higher level of self-perceived competence is likely to result 

in students developing a desire for being autonomous. In contrast to this, a lower level of self-

perception is likely to end with significantly lower need for autonomy (or no need at all) leading 

to students being amotivated.  

 

2.3.2.4 Autonomy 

Skinner and Edge (2002) explained the concept of autonomy as a psychological need to be 

agentic, which normally is visible through exercising one’s ability to make some free choices 

and contribute to learning activities. Similarly, Bandura (1999, 2001; in relation to his social 

cognition theory) saw an agentic human being as self-regulating, self-organising and proactive 

as contexts and times change. In other words, instead of being controlled or driven by external 

forces (external locus of control by Rotter (1966), which was applied later in research in higher 

education (Karaman and Watson, 2017; Drago, Rheinheimer and Detweiler, 2018; Abdalla, 

Abdelal, and Soon, 2019), where choices are often controlled, directed or limited by the 
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teachers’ behaviour, autonomy is related to self-determined choices (Hodgins et al., 2010; 

Sneddon, 2013; Evans and Boucher, 2015; Cosme et al., 2018) 

It is generally believed that one’s behaviour is autonomous when participation in an activity is 

self-regulated and self-initiated. Ryan et al. (1995) point out a relation between autonomy and 

intrinsic motivation. The more individuals perceive themselves as autonomously motivated, 

the more likely they are to be intrinsically motivated to participate in a task.  

However, it has to be remembered that autonomy cannot be mistaken for independence. In 

this study we do not view autonomy in the exact way as Bandura (1999, 2001) when he defined 

it as completely independent of the external setting. Independence then would involve the 

ability to start and finish an activity without any external assistance, for instance, a tutor. What 

is more, Ryan et al. (2006) acknowledge that some behaviours, including both controlled and 

autonomous, might be triggered by implicit prompts (as well as explicit). They also stated that 

automatic (unconscious) behaviour might be influenced by processes, which are either 

controlled or autonomous as long as an individual does not rely on others.  

Simply put, autonomy is described as a construct that is self-initiated and supported by a 

feeling of volition, or even freedom, providing we see it as a freedom of choice and not a 

freedom from others (Ryan et al., 2006).  

In an educational context, autonomous motivation is prompted by a will to be autonomous 

when presented with learning activities by the tutor that are constructed to facilitate and 

support self-determined motivation (Chen et al., 2019; Standage et al., 2003). Motivation that 

is autonomous can be of different focus: task, domain, and subject-specific. At the same time 

autonomous motivation is dependent on perceptions being informed within a setting. 

Specifically these would include alignment of learners’ personal achievements and academic 

goals with the learning objectives set by a teacher, perception of a teacher (including quality 

and effectiveness of the teaching and relations between students and the teacher) and 

perception of self-competence (in particular self-efficacy), (Koestner et al., 2008). Ntoumanis 

(2005; also Bartholomew et al., 2018 and Behzadnia et al., 2018) goes even further and claims 

that combining influence of identified regulation and intrinsic motivation impacts autonomous 

motivation. Ntoumanis (2005, p. 444) sees identified regulation as a representation of types 

of behaviours, which are highly impacted by self-determined motivation when he reported that: 

‘individuals with high identified regulation have internalised the value of certain behaviours 

that they perform out of choice but without necessarily enjoying them’. 

Once a tutor provides tasks in a context that would support autonomy then the learners’ 

autonomy needs are fulfilled. That could lead to a greater engagement with knowledge and 
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skills acquisition through employing strategies allowing self-regulation, mastering models and 

concepts which students came into contact with and enhancing the process of academic 

achievement and learning in general (Ryan and Deci, 2009; Assor et al., 2009; Su and Reeve, 

2011; Reeve et al., 2014; Kaplan, 2018; Großmann and Wilde, 2020). Reeve et al. (2014) 

provide examples of teachers’ behaviours, which are viewed as autonomy supportive. Those 

would include allowing to voice and where possible to adopt learners’ viewpoints, welcome 

their opinions, actions, and emotional states. The list also encompasses supporting learners’ 

evolving capacity of autonomous self-regulation. Such teachers’ behaviour is likely to generate 

self-determined motivation leading to interactions with learning tasks, and that engagement is 

likely to result in self-sustainable effort and persistence.  It would be supported by explanations 

offered by teachers when needed; language that is subject-specific, employing concepts and 

frameworks and of up-most importance, being willing and ready to reassess outcomes and 

employ different approaches when outcomes do not meet preliminary predictions (Reeve, 

2009; Reeve et al., 2014; Reynders et al., 2019).  

In short, Ryan and Deci (2009) strongly believe that autonomy supportive tutors would display 

approaches and techniques that are opposed to teachers who employ a teacher-centred 

approach and controlling behaviour. The former type of teachers would create environments 

where ‘teachers and students interact freely and respectfully, students spend time focused on 

their own work in an interested way; students take initiative, and teachers respond to students’ 

initiative. In short, the classroom climate feels accepting, supportive, and encouraging, and 

students respond positively’ (p. 183). They also listed other teachers’ behaviours, which are 

autonomy supportive, and indicated that tutors who created an autonomy supportive 

environment did ‘… listen more, made fewer directives, responded more to students’ 

questions, attended more to students’ wants, resisted giving problem solutions to students 

that implied perspective taking, and were generally more supportive of the students’ initiatives’ 

(Ryan and Deci, 2009, p. 184).  

On the other hand, tutors who control activities and learning settings, as Reeve et al., (2014) 

explained, are very likely to be ethnocentric and employ perspectives that are outcomes of 

their own logic, impose their own feelings and activities, enforce students to think in a parallel 

way to their own and force them to behave or even act in a prescribed way by a teacher. Ryan 

and Deci (2009, p. 183) explain that ‘being more controlling with externally regulated students 

has been found to only further undermine their self-motivation’ and ‘adding salience to extrinsic 

goals in the teaching extrinsically oriented students only further takes them away from being 

personally engaged in learning’. Also, incentives and external rewards offered by a teacher 

are additional examples of behaviours that are calculated to control students’ actions. Often 

such teachers would modify their own language employed in class that restrict students’ 
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options or offer no room for students to provide constructive input. They may also present 

publicly their own negative feelings by displaying impatience when tasks are not completed at 

the expected pace or through alternative approaches that are not preferred by the teacher 

(Reeve, 2009; Reeve et al., 2014). 

 

2.3.2.5 Relatedness 

The concept of relatedness in the context of SDT, as a part of Cognitive Evaluation Theory 

(CET; Ryen and Deci, 1985), refers to the relationship between the teacher and students as 

perceived by the latter (Painter, 2011; Hughes et al., 2008; Wood, 2018). It is generally 

believed that a good quality relationship would positively impact learners’ abilities and 

capacity. At the same time, it also enhances the whole process of achieving satisfaction and 

pleasure from interacting with tutors. The process would include developing a general need of 

having that type of satisfaction; initiating, sustaining, gaining and maintaining it. Many authors 

point out that teachers need to provide supportive sociocultural settings for learning purposes 

to enhance student satisfaction (Guay et al., 2019; Moss and Brookhart, 2019; Frenzel et al., 

2018; Patrick et al., 2011; Skinner and Edge, 2002). Ryan and Deci (2009) also point out that 

a degree of satisfaction is an outcome of how those students see themselves connected with 

teachers and others students in the learning environment, which brings, in more general terms, 

an element of perceiving themselves in terms of belonging to a group.  

Even though this construct is the only one out of three within CET that is non-instructional, it 

plays a very important role. Learners are very likely to be less interested in learning tasks in 

educational settings, receptive and responsive to support and help provided by teachers, if 

the relationship between students and teachers is not viewed as positive (Frenzel et al., 2018; 

Opdenakker et al., 2012). Reeve (2012, p. 149) claims that there are situations where 

classroom conditions on some occasions support the learning/teaching processes in the 

learning environment but on different occasion these would be detrimental to the engagement 

process and even demotivate students. These could be explained through the ‘dialectical 

framework’ employed between a teacher and student within SDT. As argued by Zhang et al. 

(2012), if all three inherent needs of CET are supported by teachers, who at the same time 

display great degrees of expectancy-related beliefs, then such behaviour would positively 

impact development of self-motivation and then achievement outcomes (that view has been 

supported by a number of scholars, Ennis, 2017; Pan, 2014; Shen et al., 2010 for instance). 

Deci et al. (1992) provided evidence to claim that the teacher could be more influential on 

learners’ engagement in comparison to parents. They claimed that ‘teacher variables tended 

to be stronger than mother variables in predicting motivation and well-being’ (p. 181) in relation 
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to students. However, it needs to be noticed that the study was conducted in the context of a 

high school. 

Nevertheless, the above claim that teacher variables predict well-being and motivation of 

students was asserted once again by Ryan and Deci (2009, p. 181) when they stated that ‘the 

social-contextual and personal motivation variables central to SDT have been found to predict 

engagement, performance and well-being’. A number of studies affirmed the above claim and 

concluded that a pivotal part in development of supporting learning settings and tasks within 

those environments, which foster and maintain self-motivation to gain and comprehend 

knowledge through blending students’ engagement, interest and enjoyment, is primarily 

performed by the teacher (Bolter et al., 2018; Liu et al., 2018; Gu and Solmon, 2016; Sun et 

al., 2017; Zhang et al., 2012). Hughes et al. (2008) points out that there exists a positive 

correlation between how students perceive relations among them and teachers as positive 

and the degree of effort students employ in engaging with learning tasks, where the quality of 

that relationship is pivotal in developing academic and prosocial behaviour (Carlo et al., 2018; 

Cheon et al, 2018; Engels et al., 2016; Lee, 2012; Roorda et al., 2017). 

Skinner and Edge (2002) argue that competence and relatedness are a foundation for intrinsic 

motivation whereas efficacious desires and capacity are autonomous. If one perceives that 

s/he has developed a positive student-teacher relationship, providing that at the same time 

they are competent to successfully complete a learning task, it will impact the extant 

autonomous motivations and behaviours are actioned and continued (Feeney and Collins 

(2015) and Moss and Brookhart (2019) come to a similar conclusion). This is why Skinner and 

Edge claim that autonomy is a potential outcome of competence and relatedness and that is 

likely to form the foundation for intrinsic motivation and efficacious desires to become 

autonomous. 

Guay et al. (2013) and later Pehmer et al. (2015) point out that social context could provide 

an element to support continued engagement, as long as a teacher supports a positive 

learning setting. A similar view is expressed by Skinner and Edge (2002). They claim that a 

positive relation, where students trust their tutor, would likely increase the learners’ perception 

of their own competence. And vice versa, if there is a rather negative relationship between 

students and teachers, students report a parallel sense of being incompetent within the subject 

area delivered by the tutor in question. Therefore, a number of researchers claim that there is 

a reciprocal relationship between engagement and motivation (Engels et al. (2016), Fredricks 

et al. (2016), Marsh and Martin (2011), Reeve (2012) and Stefansson et al. (2018)). This 

relationship was clearly evidenced by Jang et al. (2012) pointing out that an increased level of 

engagement can be predicted by an increased degree of motivation. Reeve and Lee (2014) 
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demonstrate how closely both components are related, when they reveal that increased 

engagement can predict and determine a rise in motivation.   

It is often the case that learners internalise diverse objectives, values and behaviours, which 

combined are manifested through self-controlled learning actions based on positive (or 

negative) relationship with the tutor. When a student perceives the relation with teacher as a 

negative one, then internalisation is likely to be of an extrinsically regulated manner when it 

comes to learning behaviours. It also means that the process might be impacted by peers 

(Baker and Goodboy, 2019; Reeve, 2002). Ryan and Deci (2009) reported that it is important 

to keep a balance between learning tasks, which motivate students extrinsically and 

intrinsically, as this impacts learners’ self-controlled engagement with learning activities. On 

the other hand, other researchers point out that the study was based on a survey only and 

therefore there are likely to be some possible gaps in terms of fully understanding the relations 

between tutors and students as well as why they impact on how students engage with learning 

tasks (Tessier et al., 2010; Urdan and Turner, 2013).  

To recap, CET as a sub-theory of SDT is constructed of three elements: competence, 

autonomy and relatedness, which inform tutors and researchers on how learners’ motivation 

and engagement could be enhanced. This has also been asserted by Black and Deci (2000) 

and recently by Demir et al. (2019) when they stated that all three elements allow us to predict 

the influence on achievement outcomes and engagement with academic activities. 

 

2.3.3 Organismic Integration Theory 

Whereas the focal element of CET (Deci, 1975) deals with the impact of social variables on 

self-motivation, OIT is constructed upon understanding that an integrated view of previous 

experience and students’ expectations impact perceptions, which in turn informs motivation 

and engagement. Ryan and Deci (2000) noticed that there are different types of self-controlled 

behaviours together with their intensities and continued natures, which indicates engagement, 

effort, persistence and resilience. For instance, it has been claimed that the above elements 

can be employed to forecast an explicit type form of motivation that would lead to self-

determined motivation. As clarified earlier, within SDT it is the type and quality of motivation 

that is most important (not quantity). Deci and Ryan (2008) claim that the concept of motivation 

is multidimensional. The types of motivation are on a continuum starting from a negative type 

called amotivation, moving to more positive ones through extrinsic, controlled, and 

autonomous to intrinsic motivation (Ryan and Deci, 2000). The continuum of different types of 

regulations is the central part of Organismic Integration Theory (second sub-theory of SDT). 
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As posited by Reeve (2012) and Ryan and Deci (2000, 2009) varied and extensive spectrum 

of cognitive and external behavioural regulations are embraced by diverse forms of extrinsic 

motivation. Ryan and Deci (2000) define extrinsic motivation as ‘… the performance of an 

activity in order to attain some separable outcome and, thus, contrasts with intrinsic motivation, 

which refers to doing an activity for the inherent satisfaction of the activity itself’ (p. 71). For 

instance, a student who decided to read additional materials to increase her/his performance 

in order be recognised and achieve a better grade may be externally motivated. It is classed 

as external motivation, regardless of the fact that it was a self-motivated action undertaken by 

a student, because it was performed in order to obtain a separate outcome (to get a better 

grade or to avoid failing) instead of the enjoyment of that activity might have provided. 

What is more, they view extrinsic motivation as a construct which is impacted by its relative 

autonomy (perceived by one) through different degrees of intensity. It is argued that different 

types of non-intrinsic motivation are indicative of a degree and kind of autonomy (Vallerand, 

1997). (It has to be remembered that autonomy relates to an act that is in accordance with 

somebody’s own choice and could be an outcome of an extrinsic or intrinsic motive to act. The 

crucial element here is the reason one has decided to perform a certain behaviour. Is it for 

pleasure or satisfaction deriving from that activity (intrinsic motive) or gaining an additional 

goal or even avoiding an undesirable outcome (extrinsic motive)). 

Even though a significant number of human behaviours are an outcome of intrinsic motivation, 

a large proportion of people’s behaviours are motivated externally with their dependency 

linked to ones perception of his/her responsibilities and roles. As mentioned earlier, Deci and 

Ryan (2008) propose that within SDT external motivation could be placed on a continuum as 

it varies in the extent it has been integrated and internalized by an individual and how it is 

perceived by one as self-determined. Also, controlled versus autonomous drive are in the 

focus (not extrinsic and intrinsic drive).  Deci and Ryan (2008) also claim that externally 

motivated behaviours can be at the same time autonomous depending on the degree to which 

a value or regulation of that behaviour has been internalised or integrated. Integration serves 

a purpose of adopting those values and regulations as an individual’s own.  

Ryan and Deci (2000) describe different types of external motivation in OIT and clearly states 

that there are additional contextual elements, which would support or impede integration and 

internalisation of behavioural regulations.  Figure 2. (p. 21) visualises the Organismic 

Integration Theory as posited by Ryan and Deci (2000). 
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Figure 2. Visualisation of OIT (based on Ryan and Deci, 2000). 

 

The OIT recognises six classifications of motivated behaviour (Ryan and Deci, 2000). Starting 

from the left side of the self-determination continuum (see the above visualisation, Figure 2.) 

there is located: 

• Amotivation – which in simple terms means being demotivated. Such individuals would 

fail to act at all, or the behaviour/action performed by them is produced without an 

intent.  The lack of motivation within individuals often might be an outcome of them not 

assigning any value to an activity, perceiving themselves as not competent to perform 

such an activity in a successful way, or expecting that they would not be able to achieve 

desired outcomes. It often is the case that behaviour of amotivated person is 

nonintentional.  

• The next type of behaviour is extrinsically motivated and externally regulated 

(interpersonally controlled). This type is least autonomous and highly controlled by a 

third party or other external forces. Actions are produced mainly to meet external 

demands or/and rewards or even to avoid punishments. Often such behaviours are 

performed to comply with regulations, laws, expectations, social norms and so on. 
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Actions performed by extrinsically regulated individuals are outcomes of external locus 

of causality. Externally regulated actions are alienated or highly controlled.  

• Introjected regulation is another type of extrinsic motivation when one is intrapersonally 

controlled. In this case, external regulations are taken in by individuals but not 

completely accepted as their own. That means that behaviours are self-controlled, but 

a perceived locus of causality is somewhat external. Actions are performed so feelings 

of guilt or anxiety could be avoided. Also, introjection could be used to enhance an 

individual’s ego or improve self-esteem. Individuals might find themselves in situations 

where they need to demonstrate their abilities (or avoid failing), which would lead to 

increasing or at least maintaining feelings of worth.  

• The subsequent type of motivated behaviour is identified regulation. This form of 

motivation is somewhat internal in terms of perceived locus of control. That means that 

behaviours are self-determined and more autonomous. Conscious and regular 

evaluation of personal behavioural aims or regulations is a reflection of identification. 

The evaluation takes place, so actions are accepted or maintained as significant for 

personal reasons.  

• The type of behaviour that is ending extrinsic motivation on the continuum is regulation 

through integration. This is the most autonomous and that is because regulations, 

which have been identified, are completely assimilated. This means the introjected 

regulations have been evaluated, internalised, aligned and integrated with an 

individual’s existing goals, needs and values. Often it is the case that integrated 

regulations have qualities of intrinsic type of motivation (for instance a perceived locus 

of causality is internal), yet this form of motivation is still classed as extrinsic because 

behaviours are performed in order to achieve certain separable outcomes (not for 

enjoyment). Nevertheless, as behaviours which are initiated through integrated 

regulation become increasingly self-directed and more autonomous, this results in an 

increased level of motivation to produce an action that originally was prompted by 

others.  

• The final type of motivated behaviour on the spectrum is intrinsic regulation. Not only 

is this form of motivation self-determined and highly autonomous, but it also provides 

intrinsic satisfaction. Individuals involve themselves in certain activities because of 

their interest and the enjoyment they receive at the same time.  

Such motivation includes performance of tasks which have been undertaken for 

pleasure or the satisfaction achieved through performing or completing those tasks. 

Satisfaction might be derived from aesthetic elements, novelty or even extreme 

challenge. For instance, a student’s action, to read an interesting book or article 
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because he/she gets pleasure from reading an interesting account of something, would 

be an outcome of intrinsic motivation. 

 

Through internalisation of regulations and then assimilation of them, individuals develop and 

experience an increased level of autonomy in practice, which leads to enhancement of 

motivation in general. Stressing the function of autonomous types of motivations is especially 

important in educational contexts, where often students undertake academic tasks provided 

by teachers because they are extrinsically motivated (and not intrinsically).    

One of the early researches conducted by Vallerand and Bissonnette (1992) was designed to 

investigate the roles of different types of motivations to predict behaviours in academic 

settings. The study included all the 6 types of motivation that form the OIT (discussed above) 

and included 1062 French Canadian participants who were first-year college students 

undertaking an obligatory French course. Different types of autonomous motivation towards 

academic tasks were assessed by a questionnaire distributed at the beginning of an academic 

year. Results revealed that students who dropped out of the course had lower levels of 

identified, integrated and intrinsic types of motivation. The study also discovered a link 

between an external type of motivation and learners’ behavioural perseverance. The likelihood 

of continuing and completing the course was much higher for learners who at the start of an 

academic year reported higher levels of integrated and identified types of motivation towards 

academic tasks, than students who demonstrated higher levels of external and introjected 

types of motivation.  

Ryan and Deci (2000) claims, through SDT, that one’s motivation (including level and types) 

changes depending on circumstances. For instance, it means that an individual displaying 

externally regulated behaviour could become more autonomous and develop properties 

associated with identified regulations. Of course, the process is not necessarily linear (but it is 

possible). In practice it means that controlled extrinsic motivation (e.g. external regulation) 

could become autonomous extrinsic motivation (e.g. identified regulation or even integrated).    

This process is especially relevant to educational settings. Often it is the case that tasks and 

activities students are instructed to undertake are not considered by them as interesting. As a 

result, students would start participating in such activities in an extrinsically motivated manner 

only because significant others (tutors, carers or even class colleagues) prompt them or value 

those activities. As the OIT (Ryan and Deci, 2000) predicts, an internalisation process is more 

likely to take place when autonomy, relatedness and competence conditions are fulfilled. 

Feeling autonomous, in relation to having choices of learning behaviours, is one of the 

conditions that SDT view as crucial.  As long as students feel that tutors relate to them then 
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behaviours regulated by an education institution are more likely to be internalised. At the same 

time students need to see that they are supported and connected, as this would help them 

with developing feelings of competence impacting the ability to complete learning tasks 

successfully. When all three environmental conditions are largely met, then regulations could 

be integrated by students into their sense of self.   

 

2.3.4 Issues related to learning autonomy 

 As mentioned above, as the fulfilment of basic needs for autonomy, relatedness and 

competence are essential for students to be self-motivated. Curiosity and eagerness will be 

outcomes of the integral satisfaction students derive from successfully pursuing educational 

goals effectively. As Guay et al. (2008, 2019) report, a higher level of autonomous types of 

motivation results in increased levels of learning engagement, including behavioural and 

cognitive, and also better grades and affect at educational institutions in general.  Wang and 

Hou (2015) agree and add that it is a degree of controlled or autonomous impetuses that would 

determine if one’s behaviour is going to be characterised as self-determined, or not. The better 

perception learners have of themselves performing well, the more they desire to achieve even 

more. Apart from motivation, that would require one’s energy, time, effort and positive attitude; 

elements which are closely linked to autonomy (Aksenova et al., 2015). It is generally agreed 

that the most influential motivation is the autonomous form (Wang, 2017).  

On the other hand, when the primary needs which SDT is concerned with are thwarted, then 

students are likely to display passive behaviours (such as alienation and irresponsibility)  often 

resulting in stopping or even declining their development and well-being. Learners’ behaviour 

that is described as a lack of motivation are often outcomes of students resisting to engage 

with learning activities or to comply with external expectations in educational contexts. Instead 

of a comprehensive in-depth engagement with learning materials, tasks and practices, 

students go through learning at a general and shallow level resulting in reproducing or even 

memorising knowledge without comprehension and the ability to synergise and apply it in 

practice.  The above behaviour would be recognised as not-self-motivated but rather as 

controlled and not autonomous.    

It has to be remembered that autonomy needs to be developed first and that it is a rather time-

consuming process. It cannot be expected that students would take control of their own 

learning if they had not developed that ability. Often it is a case that overseas students are 

‘parachuted’ into a different educational system to the one they are accustomed to without any 

preparation, adjustment or even intercultural training. The development of autonomy is a 
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gradual process that focuses on the development of skills as well as a ‘mind set’ (Reinders, 

2010; Hamad, 2018; Qui, 2018; Wen-Cheng, 2019).  

Pichugova et al. (2016) listed some of the issues influencing students’ autonomy: 

• Choice of one’s own learning including order and choices of activities participated in 

as well as methods and approaches to learning 

• Needs and goals; learners need to be aware of their own problems in order to identify 

the former 

• Support; that would include a teacher, course design and resources 

• Emotional climate; tutors create an atmosphere where both learners and teachers 

share responsibilities, and at the same time students feel safe to express their  

opinions because they know that their  views and abilities would be appreciated 

• Learning strategies; teachers need to focus on developing their metacognition 

abilities, so students are conscious learners 

• The student’s attitude and motivation 

• Self-esteem; low or lack of self-esteem might result in students questioning their own 

capabilities leading to amotivation.   

Over the years a number of diverse constraints were identified including psychological, social 

or institutional (Yasmin and Sohail, 2018; Afshan et al., 2015; Nguyen et al., 2014).  Absence 

of previous involvement in autonomous studying and know-how is one of the most researched 

constraints. On the other hand, the students’ indigenous cultural backgrounds is often omitted. 

Farahani (2014) points out that students from the Asian subcontinent are characterised by 

reactive autonomy, which ‘regulates the activity while the direction has to be set’ according to 

Littlewood (1996, p. 75; also Holmes (2018)).  

Other researchers point out the cultural expectations in relation to rapport between teachers 

and students. Tutors are not willing to empower learners and also they are happy to hold 

authority. Students are supposed to respect their teachers by following teachers’ instructions 

and being good listeners, who accept what they are told. They are often expected to be 

obedient, speak when asked and not to question (Pham and Renshaw, 2013). 

Hofstede et al. (2005, p. 179) explain the above socio-cultural behaviours through cultural 

dimensions as follows: ‘students from strong uncertainty avoidance countries expect their 

teachers to be experts who have all the answers’ and ‘intellectual disagreement in academic 

matters is felt as personal disloyalty’. As the focus is on authority, consequently both teacher 

and learner are not connected. Teachers are not able to understand learners’ needs and often 

abilities as they feel that they need to follow their superiors’ instructions and curriculum strictly 
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and therefore students become submissive. This appears to be an outcome of an authoritarian 

cultural approach to teaching linked to High Power Distance originally formulated by Hofstede 

(1986).  

It is not surprising that when learners have developed such instruction-obeying behaviours 

and then they are placed in a diverse educational system (UK), within which they are supposed 

to be proactive, most of them are unable to perform as expected. As a consequence, the 

majority of such students would simply revert to and pragmatically transfer what they know 

(Žegarac and Pennington; 2008), that is to wait and follow instructions. In long term, this is 

likely to result in controlled motivation.  

As the prime concern of the SDT is the need for autonomy, relatedness, and competence, our 

focus in the next chapter will turn to examining educational contexts and support of the three 

needs.  

 

2.3.5 Relatedness and educational context 

The concept of relatedness has been researched considerably well; examining connections 

at home and within educational contexts with education-related outcomes and psychological 

well-being. Ryan et al. (1994) investigated relationships of ‘significant others’ (parents, tutors 

and classmates) with motivational learning outcomes and self-esteem in a study that involved 

students in New York (N=606). The researchers found that relatedness with tutors and parents 

would predict academic performance. Elements taken into account as such functions included 

perception and self-reporting of: ability to engage academically, ability to cope in academic 

settings, self-regulation, learning capacity, perceived ability to manage academic functioning, 

and self-esteem. A correlation between friends and academic functioning was found not to be 

statistically significant. Variables of self-esteem were positively correlated with security and 

utilisation. Academic outcomes were positively linked to representation of relatedness with 

teachers and parents, while security was the most significant predictor of self-esteem. It was 

further concluded that in general relatedness with tutors strengthens academic engagement, 

autonomy and learners’ sense of control. 

Even though Ryan et al. (1994) conducted a study among early adolescent students, findings 

were confirmed by different researchers who studied the same concepts in academic settings 

involving early adulthood students. For instance, Caleon and Wui (2019) involved 787 

students in a longitudinal research investigating relations between academic achievements 

and relatedness between teachers and students.  The study confirmed the importance of 

teacher trust as it was found to be a positive predictor of academic achievements.  
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Beachboard et al. (2011) focussed on university students in learning communities to examine 

the influence of relatedness on improving learning outcomes. The study was based on 

secondary data (2000 records) randomly taken from the students’ self-reported 2005 National 

Survey of Students Engagement (NSSE). 

The investigators wanted to determine if partaking in students’ learning cohorts and increased 

level of relatedness would assist learners to be better prepared for a future professional career 

and also achieve a higher degree of personal academic development. They also wanted to 

find out if relatedness mediates participation in learning communities through connectedness 

and belongingness, readiness for future jobs and educational growth (as a response), higher 

order thinking, and other controllable variables.  

Statistical regression analysis revealed that there was no significant increase of outcomes in 

academic development and job preparation beyond control variables. However, when 

mediation of relatedness was analysed in relation to control variables and learning 

community’s participation, there was a significant recorded increase in job preparation and 

academic development (9.4 % and 5.3% respectively). It was concluded by Beachboard et al. 

(2011) that participation in learning cohorts is positively correlated with rising levels of 

relatedness that positively impacts on academic progression and preparation for professional 

readiness.  

The findings were confirmed by Koch et al. (2017) in a study involving 1015 university 

students. They were asked to participate in multidisciplinary study projects (learning cohorts) 

and assess the performance of the cohorts they were in. Through multiple regression the 

authors were able to conclude that by fulfilling basic psychological needs of autonomy, 

competence and relatedness as predictors, 31% variance was recorded in academic 

engagement. The findings are in line with other studies investigating the same concepts 

including Vansteenkiste et al. (2004), Bernard (2015) and Ikahihifo (2019). 

A similar study was also conducted by King (2015) where relatedness was investigated in 

relation to academic achievement, engagement and disaffection. A yearlong study involved 

848 students, who were asked to fill in questionnaires at the beginning of an academic year 

assessing relatedness to ‘significant others’, engagement (assessing behaviours and 

emotions) and disaffection. They were also invited to complete another questionnaire at the 

end of an academic year. 

Analysis revealed that there was no significant change in engagement, but disaffection was 

increased. Also, at the beginning of an academic year relatedness was positively correlated 

to engagement (as in previous studies) and negatively correlated to disaffection. Engagement 

was positively linked to academic development throughout the year, whereas disaffection was 
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negatively correlated to academic outcomes. It was concluded that relatedness impacts 

engagement and at the same time decreased disaffection opening a pathway to possible 

increased levels of academic achievement. 

Lastly, a research conducted by Gehlbach et al. (2016) deserved some attention as the 

authors investigated some way of increasing the level of relatedness. The researchers 

involved 315 students from diverse racial and ethnic backgrounds including White, Latina, 

Asian and Black, along with 25 teachers. The study concluded that developing similarities 

between teachers and students (by developing sociocultural capital) would increase students 

self-perceived level of inclusion leading to fulfilling basic psychological needs of relatedness. 

 

2.3.6 Competence and educational context 

As SDT theorises, as long as psychological needs for competence are supported by the 

environment in any setting, including education ones, then that would likely result in increased 

engagement in learning activities. A number of researchers working independently of each 

other have already investigated diverse elements, which support the development of and self-

perceived competence among students. These include the: structure of instruction on how to 

achieve what is expected provided by teachers (Jang et al., 2010), process- and grade-

oriented positive and constructive feedback (Rakoczy et al., 2008; Harks et al., 2014), correct 

level of tasks difficulties (Malmberg and Little, 2007; Krannich et al., 2019), and emotional and 

social support (Ruzek et al., 2016; Schartner, 2015). It is understood that learners assess their 

own academic abilities (competence) by comparing their own performance with peers. As long 

as they achieved more by investing a similar amount of effort, or their achievements are at 

relatively similar levels but the effort was lower than their classmates, then such students are 

likely to perceive themselves as highly competent (competitive standards). The other way of 

gaining a sense of competence is through received feedback on early completed tasks and 

performance (normative standards; Nicholls, 1984; Korn et al., 2019). 

Reeve (2006) argued that structure is an essential element of instructions provided for 

students and that it helps with supporting the learners’ competence. Structure in this case 

refers to clarity of expectations as well as guidance and directions. It allows students to focus 

on tasks, support academic engagement and even develop self-perceived control over 

academic outcomes and competence. Structures would include providing agendas and 

schedules, directions, prompts, challenges, goals and aims, expectations, plans, rules and 

instruction, learning strategies, reminders, rubrics and feedback. Even though it seems rather 
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complex, it provides clear directions for students allowing them to fruitfully participate in 

learning tasks and activities.  

In the beginning researchers first directed their focus on autonomy support; however, recent 

studies over the last ten or so years examined how autonomy supports interplay with structure 

(Hospel and Galand, 2016). Leenknecht et al. (2017) went even further and tested 

interdependence among three elements of teaching that support students’ needs, which are 

structure, autonomy support and involvement. Information provided by 623 university students 

was processed through factor analysis and it was confirmed that all of the elements are 

independent factors. The results also clearly show that the dimensions were positively related 

to each other.  It was also evident that students’ perceptions of a teacher supporting autonomy 

is a teacher who also gets involved and provides high structure. In other words, students 

realised that they performed better and increased the level of their skills, abilities and 

knowledge (competences) when they received more structure, which was an outcome of the 

teacher’s support for autonomy. The study also confirmed that students’ autonomous 

motivation and achievements increased when students believed that they had received more 

support for their needs from teachers. 

Kiemer et al. (2018) conducted a study that involved an experiment with 226 participants 

taking part in control and intervention groups over one academic year. The controll group 

followed a traditionally designed programme, whereas the intervention group worked with 

teachers, who supported learners’ autonomy and competence needs. The latter resulted in 

developing instructional (structured) discourse as well as a motivational one over the 

academic year. The researchers reported a clearly increased level of intrinsic learning, 

motivation, and self-determination in general that leads towards improving one’s competence. 

Similar findings were reported by Reeve and Lee (2014), even though their 351 participants 

were grade 12 students in South Korea (comparable to 18 or 19 year old students in the final 

year of a college). This research is quite important for our study as the participants have some 

elements in common; the students come from a High Power Distance culture (Hofstede, 2005) 

where a teacher centred approach is most commonly employed resulting in a relatively low 

level of development skills and abilities needed to fulfil autonomy needs. This was confirmed 

by the two authors when they reported that changes through the year in students’ engagement 

were not related to satisfaction derived from the need for autonomy. However, it was clearly 

visible that there was a positive correlation between increased levels of changes in 

engagement and need satisfaction coming out of competence and relatedness.  

Rakoczy et al. (2019) examined how effective formative feedback is in relation to learners’ 

self-efficacy by employing an experiment design. Through path analysis it was confirmed that 
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students perceived formative feedback as helpful and their self-efficacy and interest in learning 

subjects increased. Earlier Rakoczy et al. (2008) also investigated how feedback 

(informational and evaluative) impacts learners’ perceptions of their competence, engagement 

and achievement. The study confirmed that both types of feedback (but only positive ones) 

were positively correlated to self-perceived motivation. Similarly, Harks et al. (2014) evaluated 

how process- and grade-oriented feedback impacted students’ achievements, self-perception 

and interest. It was confirmed that feedback which focused on process was considered by 

learners as more useful and that observed helpfulness affected positively students’ interests 

and achievements.  

All of the above results are in agreement with what is predicted by SDT. They also suggest, 

that instructional context might help students with developing their competences. 

 

2.3.7 Autonomy and educational context 

SDT predicts that the third psychological need of feeling autonomous can be supported or 

thwarted in educational contexts through participation in learning tasks and activities. Reeve 

(2002) included teachers’ behaviours as an element that could support especially behaviours 

that are flexible, supportive, and responsive and also showing curiosity in students’ interests. 

A couple of years later Reeve (2006) added that autonomy can be supported by instructional 

activities which are linked with learners’ interests and provide satisfaction, pleasure and 

challenge at the same time. He also pointed out that such activities need to be linked with 

students’ competences and allow them a choice of completion. Again he suggests that the 

language used needs to be no-controlling, provide relevant information and positive feedback 

on progression and rationale. What is more, students need to be allowed to express their 

negative distress (if needed) as a reaction to diverse requirements in the educational context.   

Generally it is agreed that teachers’ autonomy supportive behaviours are very beneficial and 

this view is popular in westernised academic settings. For instance, Vansteenkiste et al. (2012) 

conducted a study to establish whether autonomy supporting behaviours by teachers in an 

educational context would fall into four different clusters: a) clear expectations; b) high 

autonomy support; c) low autonomy support – vague expectations; and d) high autonomy 

support - clear expectations. The authors also hoped to find out if autonomy support and 

structure are positively correlated to adaptive outcomes. Such outcomes would include 

learning behaviour (e.g. attention, persistence, time management and so on), self-regulation. 

They also hypothesised that there would be a negative relation between autonomy support 

(including structure) with some negative behaviours such as drug use or skipping classes.  
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The study, conducted in Dutch educational settings involving 1036 participants, revealed that 

not only are expectations and autonomy support positively related and are part of structure 

but are also linked to positive academic outcomes.  On the other hand, it was also evident, 

that students who did not perceive their teachers as autonomy supportive or providing clear 

expectations produced less of autonomous motivation and more of behavioural problems. It 

was also noted that clear expectations were linked with controlled motivation. The latter is 

explained by SDT, which posits that learners would perceive clear guidelines without 

justification and explanation (or other teachers supportive actions) as an attempt to control 

them (or rather their actions) and not something what is designed to help them and support 

their autonomy.  

However, within cultures which are not westernised, situations and results would differ. For 

instance, Kartal and Balcikanli (2019) utilised a mixed methods approach to investigate 110 

Turkish student teachers and how they were prepared by their previous teachers to be 

autonomous learners and how prepared they are now to promote autonomy among students 

as teachers. The findings clearly show that they came from the context which did not support 

autonomy and they were not autonomous learners nor are they ready to support autonomy as 

teachers in the near future. Yet they as future teachers consider autonomy as an essential 

part of students’ development. It was also noticed that it would involve not only independence 

but also a process of decision making that involves teachers as well as students. 

Even though becoming an autonomous learner is one objective of a number of university 

provisions in Turkey, a teacher-centred approach is commonly employed resulting in lower 

levels of skills development. The situation at universities in Turkey was explained by Yumuk 

(2002, p. 152) when he stated that: 

‘…the teacher is the dominant authority who controls learning, which contradict the 

active role learners should take in academic contexts in order to process the flow 

of new information.’ 

Similarly, Lengkanawati (2017) used teachers in-training in a university programme to find out 

what were the practices and views about learners’ autonomy in Indonesian educational 

settings. It was revealing that not only was the concept not practiced, but some teachers 

believed incorrectly that the autonomy was about learning without teachers. Nevertheless after 

having undergone professional development sessions on the practices and benefits of being 

autonomous learners, those participating in the study agreed that behaviours and practices 

supporting autonomy should be incorporated in teaching practice and it would be beneficial 

for students to allow them to make their decisions on their goals and what and how they want 

to study. On the other hand those teachers also listed some elements which would make such 
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implementations not feasible due to time limitations, curriculum design, and teachers’ 

perceptions that students do not have enough knowledge about teaching methodologies. They 

also pointed out that assessments focus on examinations, English proficiency and that 

students lacked experience of autonomous learning. In such cases knowledge transfer is likely 

to be practiced by the teachers who agreed that learning autonomy would be beneficial for 

students. 

Yasmin and Sohail (2018) identified socio-cultural and perceived barriers which actually come 

from teachers. Not being aware what the concept is about and how it could be practiced is 

one of them. Tradition, expectations in terms of students and teachers roles, authoritative 

teachers who are not ready nor willing to accept students’ opinions, a lack of development 

programmes, as well as students over depending on teachers for answers and directions are 

among the main obstacles preventing learners’ autonomy to be developed that often result in 

developing more intrinsic and autonomous motivation.  

The elements supporting or obstructing development of the student’s motivation are to be 

discussed in the forthcoming section.  

 

2.3.8 Motivation and educational context 

Ryan and Deci (2000, 2017) claim, through SDT, that one’s motivation (including level and 

types) changes depending on circumstances. For instance, it means that an individual 

displaying externally regulated behaviour could become more autonomous and develop 

properties associated with identified regulations. Of course, the process is not necessarily 

linear (but it is possible). In practice it means that controlled extrinsic motivation (e.g. external 

regulation) could become autonomous extrinsic motivation (e.g. identified regulation or even 

integrated).    

A process of emerging and changing different types of motivation is often influenced by a 

number of diverse elements including personal ones. Chirkov et al. (2003) for instance 

investigated how cultural elements of horizontal/vertical collectivism and individualism 

(Triandis, 1995; cited in Chirkov et al., 2003; similar dimensions of collectivism and 

individualism were developed by Hofstede (1986, 2005) and Trompenaars and Hampden-

Turner (2011)) impact practices among students. The researchers worked with 559 

participants from the USA, Russia, South Korea and Turkey. An important outcome of this 

study was that autonomy need existed in all four groups regardless of national and cultural 

value. Also, it has been confirmed that students from all four groups internalised horizontal 

orientation easier than vertical practices. Such practises involved leaning towards being 
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diverse and unique in comparison to the groups ensuring that at the same time they are equal 

to the rest of the group (horizontal individualism) and focusing on interdependency and being 

socially friendly (horizontal collectivism).  

King and Sondhi (2018) utilised a mixed methods design to investigate motivation to study 

abroad among Indian and British students. It was important for both groups to study at an 

institution which would be recognised as world-class; however, for the Indian students it was 

a main factor whereas for the UK ones it was only a secondary one. It was also revealed that 

studying abroad was a route to migrate out of India for a longer period of time. The authors 

concluded that the students’ goals to settle in a foreign country might be modelled on the 

successful and well-established diaspora of professional Indians abroad.   

Those students also envisioned a clear link between study and a future possibility of an 

international career. For many of them studying abroad also appeared adventurous with a 

possibility of global exposure and being ‘separated’ from their family at the same time. King 

and Sondhi (2018) see that as a way to develop their own personal and unique identity backed 

up by being internationally experienced and mobile. 

The study has also shown how families were linked with a decision-making process to study 

abroad. Families at home often treated such possibilities as an ‘investment’ opportunity into 

one’s successful future. Families also see it as a way for the whole family to gain advancement 

in social status. Lastly, it is sometimes linked with previous migration patterns of the family.  

Those who emigrated and exposed themselves to different cultural norms, values and 

practices are likely to absorb some (consciously or/and unconsciously). Whether they are 

learned or acquired, it is expected that there would be some behavioural pattern change. 

Areepattamannil et al. (2011) measured differences between Indian students who moved to 

Canada and those in India. The researchers were interested to find out how intrinsic and 

extrinsic types of motivations are related and how both impact academic achievement. The 

study involved 355 students who migrated to Canada and 363 who were based in India. The 

data showed that students in Canada performed better in terms of academic performance. It 

was also clear that they had a higher level of intrinsic motivation and that was used by the 

authors to explain higher achievements. Hierarchical multiple regression confirmed that it was 

predictable that academic performance would be positively affected by intrinsic types of 

motivation.  The authors concluded by suggesting that teachers in India would positively 

impact students’ achievements by employing autonomy-supportive behaviours.  

Later on, Areepattamannil et al. (2018) designed a qualitative study in order to understand 

how elements influencing academic performance and engagement are perceived by Indian 

students who moved to Canada and those in India through focus groups. It was evident to the 
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researchers that both groups took studies seriously and cared about their academic 

achievements; however, in both cases the underlying reasons were motivated by extrinsic 

reasons (identified, introjected and external regulations). At the same time both groups 

perceived their educational settings as controlling (e.g. assignment choices were not provided) 

and demanding. Even though it was not surprising in the case of students in India, as the 

learning settings in collectivist societies are often governed by extrinsic goals (Brdar et al. 

2009) focusing on achieving status and prestige (power) so students’ parents could feel proud 

especially when comparing with other families (Kumar and Maehr, 2007). It was rather less 

expected in the case of Indian students who moved to Canada and had a chance to adopt 

some new behaviours.  

The latter was explained by Cognitive Evaluation Theory and its three basic psychological 

needs. As the theory predicts, autonomy, relatedness and competence needs need to be 

fulfilled in order to internalise or nurture intrinsic motivation. In this case the academic context 

thwarted autonomy through controlling teachers (similar outcomes were found in relation to 

controlling parents (Pomerantz and Moorman, 2010; Grolnick et al., 2009)).  

Gopalan et al.’s (2010) study was designed to reveal how academic staff might impact 

students’ learning style and motivation in general. Based on survey responses from 452 

students, the researchers noticed that the respondents expected academic staff to be 

knowledgeable, interesting and caring as well as being able to create academic settings in 

which they would be able to share different opinions and participate actively in activities and 

discussions. It was also revealed that the students desired some change’s taking place that 

would reduce a power distance resulting in minimising a gap between them and a teacher.  

The authors also reported that intrinsic factors impacted students’ motivation as they had a 

strong drive to achieve and excel. It has to be noticed the study was designed on foundations 

of two push and pull factors by Herzberg. According to SDT, students’ determination to 

achieve and excel might be classed as controlled and extrinsic motivation (external or 

introjected regulation or autonomous and extrinsic motivation (identified or integrated 

regulation). In terms of SDT we would only accept it as intrinsic motivation if there was some 

enjoyment on the side of students. As the researchers did not report on why the students were 

so strongly focused on achieving and exceling, the finding is rather too general for us to accept 

on face value that it was intrinsic.  

On the other hand, the findings also suggest that the students displayed traditional values in 

their behaviours suggesting extrinsic motivation. Nevertheless, the study is quite important to 

us as it discovered a desired pattern of changes that would support development of learners’ 

autonomous motivation.  
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Traditional behaviours and values were factors which distinguished two groups of students 

(one in the USA (N=665) and another in India (N=808)) in a research conducted by Murgai 

(1996). Both groups were highly self-motivated and determined to complete self-set goals. 

The difference between the groups was that social recognition and acceptance were not 

important to most American students but they were significantly important to the Indian 

students. It was reported that personal achievements were less important to social acceptance 

and that the social recognition was the main objective of any tasks undertaken. These 

conclusions suggest that, even though the Indian students reported higher levels of motivation 

than the American students, it was a type of motivation that is of extrinsic nature in terms of 

SDT as in the study conducted by Gopalan et al. (2010).  

Almost a replication study had been designed again by Murgai (1999) to compare students 

from four diverse cultures: India, USA, Japan and Singapore. Once again all four groups were 

similar in terms of motivation. The difference was visible with regard to society and culture. 

The American students put personal achievements on the primary plan, however, Indian, 

Japanese and Singaporean students put company and societal goals as more important than 

personal ones. Social recognition and acceptance are so important to them that, as Hofstede 

(2000) explained, these collectivist cultures cannot separate self from the society or have an 

individualistic approach.  

Similar research questions to Gopalan et al. (2010) drove a study conducted by Aziz et al. 

(2015) when they involved 173 students. Although the study involved Malaysian students, it 

confirmed that classroom context, management and atmosphere positively impacted 

motivation to learn. The findings are in line with what was reported by Rastogi (2019).  

Also, Cheruvalath (2012) examined how motivational factors such as classroom settings 

(teaching methods and materials, management and atmosphere) impacted academic 

achievements. A survey design was used among 200 Indian students. It was reported that 

there was a positive correlation between motivational factors and students’ academic 

achievements. 

Chirkov et al. (2007) took a different approach to the students’ motivation to study abroad. 

They hypothesised that it could be defined by a nature of a goal and the level of intensity and 

quality of self-motivation. It was also claimed that motivation that is self-determined would 

forecast learners’ autonomy in terms of motivation to learn (as well as adaptation and 

psychological well-being). The study was conducted at two different stages. 
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The first study involved two samples of Chinese students: those who had already moved to 

Belgium and had been there for about eight months partaking in a preparative course, learning 

to speak the language (N=80) and those who were applicants preparing themselves to go to 

Belgium but were still in China (N=42). The researchers were not able to measure the impact 

of goals to study abroad on adaptation due to a low reliability of the scale they had designed. 

The findings revealed that those students who were at the application stages were more 

motivated and had higher levels of well-being. Also, it confirmed that there was a positive 

relation between self-determined decision to move abroad to study there and the level of 

academic motivation and well-being in relation to both samples.  

The second study involved a sample of Chinese students (N=98) who had already moved to 

Canada. Here it became evident that goals to study abroad that were linked to preservation 

were not as endorsed as goals linked to self-development. As both types of goals are 

associated in SDT with identified or introjected regulations, it was concluded that students 

were trying to avoid humiliation if or when they failed and possibly they were trying to fulfil 

expectations of somebody else. The preservation goals, which were linked with external 

motivation, were also linked with higher levels of stress associated with these types of goals 

than with self-development ones. The latter goals were linked with self-satisfaction, greater 

personal interest and enjoyment, which also showed a strong connectivity with intrinsic 

motivation. 

Also, the authors reported that there was a positive correlation between self-determined 

motives to study in a different country and academic motivation. In addition, a marginal but 

still positive relation was recorded with being successful academically. On the other hand, the 

researchers claimed that preservation goals were negatively linked with academic self-

motivation and psychological well-being as moving abroad was often an outcome of an 

attempt to improve personal circumstances.  

Moreover, it was also pointed out that all three samples confirmed that self-motivation to study 

abroad could be used to predict adaptation to a different culture. However, preservation goals 

associated with extrinsic motivation were negatively associated with adjustment but there was 

no correlation between self-development goals linked with intrinsic motivation and socio-

cultural adjustment.  

Most of the above findings were also confirmed in a later study by Chirkov et al. (2008) apart 

from correlation between autonomous motivation and academic success. However, the study 

had a longitudinal design over one academic year (Time 1 N=228, Time 2 N=72) and the 

participants were in general, international students from Eastern, African and Western 

cultures. The findings clearly confirmed strong and positive links between autonomous 
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motivation with social and psychological adaptation as well as with psychological well-being 

and adjustment. On the whole the researchers reported that higher focus on preservation 

goals among students resulted in lower levels of happiness, health and being successful.  

More recently Yang et al. (2018) also confirmed through a study on international students in 

the USA that autonomous motivation to study abroad was linked with higher psychological 

well-being, better acculturation and lower culture shock (usually produced outcomes 

associated with a negative mood and feelings). Also, Ladum and Burkholder (2019) reported 

higher levels of stress associated with acculturation when goals were unmet by international 

students, which lead to more negative feelings and emotional responses.  

More recent researches on motivation in terms of SDT often link the outcomes of findings with 

concepts related to adjustment and acculturation processes among international students. 

The next section will explain these concepts based on the socio-cultural adjustment models 

proposed by Berry (1997) and Ward (1996). 

 

2.4 Acculturation defined 

It is clearly recognisable that international students are exposed to and impacted by 

immigration and globalisation and the associated with them socio-cultural elements, when 

they move to other parts of the world to study for their university degrees at institutions that 

are located in a diverse host culture (Iijima Hall, 2014; Birman and Simon, 2014). This results 

in changes in students’ identities as an outcome of adopting or accepting the language of the 

host culture as well as the habits and practices of that host culture. For example, international 

students who study at English universities would have much more frequent contact with 

English language than in normal circumstances, as they would be exposed to it in their 

scheduled classes (increasing conscious or unaware learning of the language) as well as 

being exposed to it in any situations in their private lives (subconsciously acquiring the 

language).  In the case of Chinese students studying in the UK, it is likely to result when having 

conversations with Chinese friends or members of their families in responding in English rather 

in Chinese (Radclyffe-Thomas, 2015, (Anglicism, a form of linguistic adaptation (Fischer and 

Pułaczewska, 2010)).    

Often such socio-cultural changes are referred to as acculturation, a process related to the 

adaptation to a new culture by individuals who come from divergent cultures (Berry, 1997; 

Sam and Berry, 2006; Kuo, 2014). The process of acculturation is dynamically evolving, 

orthogonal and multidimensional.  Acculturation is often experienced by immigrants (but not 

only) who for a number of reasons move to a new diverse host culture leaving home behind. 
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These individuals or groups of them would develop new behaviours, values, learn a new 

language, gain new knowledge and develop a new identity while adapting to a new culture 

(Birman and Simon, 2014; Balderrama-Durbin et al., 2011; Kim et al., 2009). The above 

mentioned factors demonstrate the orthogonal character of the acculturation process.  

Different researchers, for example Birman and Simon (2014) and Suinn (2009) defined the 

process as a transformation of an individual’s behaviour and /or identity due to culturally based 

changes taking place. Balderrama-Durbin et al. (2011) describe acculturation as a process of 

changing one’s elements of culture and identity and also the development of a cultural-self 

(also Birman and Simon (2014) and Kim et al. (2009)).  Lusting and Koester (2012) described 

the process of acculturation as cultural change, which is an outcome of uninterrupted and 

personal interaction that involves two divergent cultural groups. Earlier researchers often used 

interchangeably words like adjustment, adaptation, assimilation or even coping to explain how 

an individual representing one cultural group would react to continuous interaction with other 

culturally diverse groups.   

The process appears to be rather personal as each individual could react differently to similar 

situations or contexts and also it differs from one individual to another and from one situation 

to another; therefore outcomes of such a process are likely to be experienced differently. Also, 

the changes one goes through are biological, physical and social. Biological changes usually 

involve experiences or changes triggered by physical changes such as a different climate and 

temperatures, different nutrients and drinks, which might even result in contact with new 

viruses, bacteria and allergies (biological changes). It is also often the case that offspring of 

intermarriages have genetic features of both cultural groups represented by the parents. What 

is more, those children often develop their own culture that is a blend of what their parents 

culturally represent.  

In case there is an only child, then the mix of two cultures would be referred to as a hybrid as 

he or she would not be able to share it with anybody like her or him (we would not be able to 

discuss it in terms of a development of a new culture as according to a definition of it, it has to 

be shared, therefore a minimum of two would be needed (Ferraro and Briody, 2017; Lustig 

and Koester, 2012; Cornes, 2004; Ferraro, 2002; Hofstede 2001). If the person in question is 

able to share it with others then Bhabha (1996) would describe that individual as an in-

betweener. Initially, Bhabha (1996) spoke about the in between space between old and new 

cultures, but more recently Bhabha and Rutherford (2006) recognised an influence of relativist 

liberalism on development of the third space that creates links between ethnocentred-

universalism. Even though Bhabha and Rutherford’s discussion is in relation to development 

of multiculturalist policies that often impact on tourism in England, it clearly shows that there 
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is an ‘evolution’ of peoples’ cultures, which Bhabha also referred to as a halfway population 

and restless people (also in Hollinshead, 2004, 1998a, 1998b).   

Social interaction within a group changes once a newcomer is introduced. Those who were 

outside the group or even on the periphery areas, might be linked to the in-group. It might 

happen as a resistant response but it has also been suggested that it might even be that the 

in-group or given culture is likely to change as an outcome of interaction with individuals 

representing an out-group (different culture in this case). 

It has been recognized that there are a number of dimensions and diverse factors related to 

the process of acculturation. Hammer et al. (1978, cited in Lustig and Koester, 2012) identified 

the following: 

• Proficiency in managing psychological stress  

• Set of communication skills including appropriateness and effectiveness  

• Ability to establish interpersonal rapport. 

Also, Ward and Searle (1991) identified psychological (similar to Hammer’s (1999) first 

dimension) and sociocultural (appears to deal with elements that Hammer included in the 

remaining ones) dimensions.   

Similarly Marx (2011) reported three interrelated and interconnected elements: emotions 

(ranging from being ecstatic to being depressed), social skills including one’s identity 

(transition of social skills from notional to transnational and development of international open-

minded identity), and thinking (leaving behind stereotyping and developing a way of thinking 

that is effective from a cultural point of view). 

Apart from different elements affecting the acculturation process, there are also different 

categories of acculturation. Hofstede (2001) clearly believes that our minds are programmed 

by our social backgrounds (cultures) and if we accept his view, we also have to accept that 

our beliefs as a part of our cultures, impact on our programming. Those beliefs govern whether 

people want to preserve their cultural identities and demonstrate their characteristics (if 

conducted subconsciously, it resembles closely what Žegarac and Pennington (2008) referred 

to as pragmatic transfer or develop a new relationship with a host culture. Depending on the 

type and extent of such beliefs, it is possible to identify different types of acculturation, which 

are discussed in the forthcoming section. 
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2.4.1 Types of acculturation 

Lustig and Koester (2012) recognized six types of acculturation depending on an individual’s 

or group attitude towards a new culture and their beliefs.  If the mainstream belief is that 

contact with a new culture is beneficial for whatever reason, and developing and then 

maintaining that relationship is deemed as more vital than cultivating their own cultural identity, 

culture and its values, then that process of adaptation is called assimilation. 

The USA was used by the authors as an example as they tried to argue that there are a large 

number of diverse groups that at some point in time surrendered their own cultural element so 

a new cultural identity could be established and create a homogeneous nation. Lustig and 

Koester (2012) employed the melting pot as a metaphor to visualize the concept. Of course 

there are different views on how cultures might achieve some common elements. It was 

pointed out by Smith (1990) that one of the ways of creating the notion of resemblance is by 

co-operation and developing components in different cultures that have overlapping elements 

(e.g. democratic ideas). In his view, cultural unity would be very difficult (if not impossible) to 

achieve as many cultural element to be adapted or adjusted are largely institutionalised and 

at the same time there are also concepts that remain at a personal level. He advocates that 

‘unities in diversity or diversity within a unified framework’ in terms of cultures as a concept is 

rather misleading (1991, p. 187). Nevertheless, one or a group might attempt to assimilate. 

More recently, Pieterse (2019) noticed that approaches towards national differences 

transformed. Instead of focusing on differences at national level, they are considered on a 

much more personal level such as ethnicity, minority rights, gender or identity politics and so 

on. He also points out that there exists another view of ‘class of civilizations’ (p. 42) where 

differences are immutable leading to clashes and conflicts. Alongside both views, it is 

generally acknowledged that interconnectedness at global level is growing rapidly and strongly 

impacting the standardising and uniformisations of our cultures through consumerism (e.g. 

McDonaldization) allowing or even leading to a mixing of cultures resulting in identities and 

locations being hybridised (as argued by Hollinshead (2004, 1998a, 1998b) and   Bhabha 

(1996)). 

Lustig and Koester (2012) have also listed integration as a type of cultural adjustment. That 

process takes place when it is important to a group or an individual to preserve their indigenous 

cultural identity and at the same time they want to develop and continue cordial and 

cooperative relationship with a culture they have prolonged contact with. Often countries such 

as Canada, Switzerland and Belgium serve as examples of successful integration of 

newcomers as their populations are multicultural and multilingual. It is possible to distinguish 

different cultural groups, which cooperate in order to increase functionality of all so they can 
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contribute to common benefits. The focus here is on harmony (as it is in assimilation) so 

individually they can fit into a bigger entity, culture. 

Of course the relations change when it is not essential or when the individual or group does 

not want to have any positive interactions with the mainstream culture. If additionally the group 

or individual wants to cultivate their cultural characteristics, then it is likely that they would 

separate from the main cultural group. Within this type of adaptation we can distinguish two 

sub-types depending on which group triggered the process of separation.  

If it is the more powerful cultural group (for instance, economically or politically) that avoid a 

contact with newcomers, we would observe a forced separation called segregation. An 

infamous example of such treatment is that given to the African Americans in the USA for 

centuries and it could be argued to the present day. That process is also likely to happen to 

students when a physically larger group of students might refuse to interact with an individual 

or a smaller group representing a culture that the larger group disapprove of. However, if 

separation is initiated by an individual or less powerful groups then it is a voluntary segregation 

called seclusion (for examples, The Amish). 

 

2.4.2 Developmental Model of Intercultural Sensitivity  

Also Bennett (1993, 2013) linked processes of acculturation with individuals’ personal 

experiences when making adjustments to the foundations of communication theory and his 

constructivist view. He believes that the perception of reality we interact with has an impact 

on the way we experience it. In the Developmental Model of Intercultural Sensitivity (DMIS) 

Bennett placed different stages of cultural adjustment on a continuum. It is assumed within 

the DMIS that the barriers we create between us and ‘others’ govern the way we experience 

intercultural interactions. This is why the very first stage on the continuum deals with our 

experience from an ethnocentric point of view based on limited and vague information and 

perceptions of ‘others’. On the opposite side of the continuum our experience becomes very 

complex when views of us and others, which are based on ethnorelativism at that position, 

are integrated into a single individual personal identity which embody multicultural relations 

and ethnicity.   

An ethnocentric view is visible through the first three positions when one sees and experiences 

through their own culture as central to the experience, whereas ethnorelativism impacts the 

last three stages allowing us to experience events as a different way to organise reality. The 

DMIS is rather culture general and allows us to identify where an individual is on the continuum 

in relation to his/hers development and adjustment to a new culture. 
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As mentioned, the first position is Denial and as the name suggests, an individual does not 

want to acknowledge and admit that cultural differences exist or they just do not realise how 

relevant culturally diverged others might be. Often they are seen as foreign or as minorities 

and it might be seen as not significant at all or not even fail to perceive others that are culturally 

diverse. In most cases we do not question our own cultures and values; therefore one might 

see himself/herself as more valued or ‘real’ in comparison to others or in extreme cases others 

might be even be seen as second class humans.  

In the case of organisations (e.g. universities) such situations are created as an outcome of 

not having procedures and policies in place to identify cultural differences and to deal with 

them. Bennet explains that in everyday life such a process usually takes place when those 

who favour stability are placed in situations that force them to develop some awareness of 

cultural dissimilarities. For example, a significant number of migrants might arrive at the same 

setting and those who prefer stability are faced with cultural changes. In such cases, elements 

that appear to be the same or very similar are focused on and often exaggerated whereas 

elements that are different get ignored or even suppressed. That leads to recognising the 

others as complex and themselves as straightforward and uncomplicated. In order to resolve 

that contradiction a recognition of others in more specific ways is needed, usually through the 

media or personal interactions. 

Once some differences are experienced through contacts made in the previous stage, 

Defense against variances takes place. In this stage people are categorised as ‘us’ and ‘them’. 

Others are viewed as more real (compared with the previous stage) but often in a stereotypical 

way. ‘Us’ and ‘them’ are not treated as equals; the latter is still experienced as inferior.  

Sometimes, instead of defence, Reversal would take place; a stage where individuals switch 

places and ‘us’ are inferior and ‘them’ are superior. The other culture gets romanticised or 

exotified and their attitude towards their own culture is much more critical. Informally it is 

recognised as ‘going native’ (in international settings) or ‘false ally’ (in domestic settings) 

without much understanding and experience.  

Some segregationist strategies, for instance increased redlining, limiting membership or 

making threats, might appear as an outcome of forced contact between ‘us’ and ‘them’. In 

order to decrease or resolve issues at the Defense stage, attentions need to be refocused on 

shared common elements and values. 

That would allow people involved to transition to the next stage: Minimization. The cultural 

differences identified in the previous stage are diminished and the main focus is on similarities. 

Often it is assumed that we are all human. Therefore others would experience things in the 

same way and/or worldviews, beliefs and values are shared by all, regardless of cultural 
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boundaries. When or whether some shallow differences resurface, they are taken as variations 

of the above. The danger in this stage is that true and real differences get obscured at 

individual and organisational levels. If an individual is confronted with deep dissimilarities, 

he/she might go back and re-enter the Defense stage.   

Of course, more interactions with others are very likely to result in confronting real differences. 

To resolve issues at this stage, opposing elements such as similarities and differences (or 

unities and diversities) need to be logically reasoned so similarities would help them with 

appreciating differences.  

That is the beginning of moving out of the ethnocentric form and slowly changing into an 

ethnorelativistic approach (being able to see the behaviours and values of other people). That 

allows the next stage to take place where one can group cultural differences into some 

classifications, which eventually might be very complex. Consciousness of one’s values and 

behaviours as well as others is developed and one begins to realise that others are culturally 

equal even though the form of their behaviours and values are different. This stage is called 

Acceptance and as the name suggests it does not signify an agreement with cultural 

differences. Such differences still could be assessed in a negative way, but the judgement is 

not automatically produced just because the evaluated elements are different in comparison 

to his/her culture. Curiosity about others and their culture are developed at this stage. 

However, lacking knowledge about others and not yet having developed a cultural flexibility 

prevents them from adapting themselves to different cultural settings. Nevertheless, people 

respect the others’ cultures.  

Bennett (2017) argues that ethicality and relativity ought to be reconciled in order to resolve 

the issue of the Acceptance stage. What it means is that one needs to consider what is good 

for them in a given context before they make a decision about what change in behaviour is 

needed and acceptable from an ethical point of view. 

Transition to the next stage, Adaptation, depends on resolving ethical issues. Adapting 

cultural differences is linked to empathy or familiarising different behaviours and values from 

diverse points of view. An individual would practise new behaviours pretending he/she was 

playing a part in a diverse culture. That allows the one in question to believe that it is 

appropriate to behave in a way one does leading to development of a new set of behaviours 

(biculturalism). As a result an individual would develop a set of behaviours which are 

appropriate in different settings.  

Authenticity of such behaviours is an issue at this stage. It gets even more complex when one 

moves from biculturalism to multiculturalism; being able to move and employ several sets of 

culturally different behaviours. It becomes obscure to see which cultural settings their true 
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identity belongs to. Bennett (2017) suggests that one’s identity is a living and dynamic 

‘container’ that is constantly evolving. 

Resolving one’s identity opens a route for cultural differences to go through to the Integration 

stage. At that level one is able and flexible to operate in a single context as well as switching 

between different contexts. In other words, one’s cultural disorientation, visible in previous 

stages is developed to the point that one expands to the point that he/she is able to move 

among culturally diverse worldviews.   

The above description of Bennett’s model (1993) appears to be very linear and cyclical. The 

transformation of an individual is rather rapid and the model does not allow any deviation from 

what Bennett prescribes. In reality there is always a possibility that one would at any stage 

choose a different route than the ones prescribed by Bennett. The model predicts that every 

individual would adjust to new cultural setting. That is not in agreement what Lustig and 

Koester (2012), Hollinshead (2004, 1998a, 1998b) and   Bhabha (1996) identified, when an 

individual would not integrate but develop a hybrid form that only suits him or her.  

Even though the DMIS was developed based on thick description (qualitative, grounded 

theory) and therefore it is subjective and cumbersome, Bennett (2017) argues that a snapshot 

approach as an outcome of statistical analysis would only simplify a multifaceted phenomenon 

of intercultural adjustment.  

Also, the model was developed in relation to intercultural communication and it does not 

provide an opportunity to account for other behaviours which do not involve communication 

processes. 

 

2.4.3 Concept of ‘Face’ 

An individual’s behaviour is going to be assessed or even judge by members of the 

mainstream culture. Of course, how others are going to behaviour in relations to the one who 

is adjusting to the new culture will impact her/his face. Loosing face in public is likely to slow 

down acculturative processes and increase a level of acculturative stress. And for that reason 

the concept of ‘face will be discussed next. 

The concept of ‘face’ mentioned above is concerned with identity, dignity and one’s sense of 

worth. Elements such as honour, reputation, status, competence and respect are often 

associated with the concept (Spencer-Oatey, 2008). Goffman (1967, p. 5) describes the face 

as ‘the positive social value a person effectively claims for himself by the line others assume 

he has taken during a particular contact’. Others link the concept with identity respect and 
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social worth of self and others (Ting-Toomey and Chung, 2005), public image (Scollon and 

Scollon, 1995), and with virtues one possesses (Lim, 1994).  

We often evaluate ourselves, often subconsciously, and as an outcome we see our 

characteristics or personal attributes as positive, neutral, and negative elements. In addition, 

most of us desire to be evaluated by others in a positive way, where our characteristics are 

acknowledged in an implicit or explicit way. However, at the same time we do not want our 

negative attributes to be acknowledged. It has been noted by Spencer-Oatey (2009) that 

sensitive characteristics are related to face. Yet, it is a person, context, or situation that would 

determine which attributes are face-sensitive. Most commonly recognised attributes as face-

sensitive are aspects of competence and status.   

A situation where one does not receive the respect or when face-sensitive attribute (negative 

quality) is acknowledge by others, is often described by the popular and widely used phrase 

of ‘loosing face’. That often is accompanied by feeling of being uncomfortable or even 

embarrassed. In reality it might be a result of being called names, criticising or even insulting. 

In order to explain this, Brown and Lewinson (1987) proposed a model of politeness, 

introducing the concept of face-threatning act (FTAs). They elucidate that some acts employed 

to communicate could have a threatening effect on the face needs. Among the communicative 

acts that would fulfil threatening criteria are disagreement, criticism, requests, and so on.  

It has to be noticed at this stage that apart from threatening or losing face, it could be enhanced 

or maintained, when different communicative acts (e.g. complements) could be employed to 

acknowledge positive aspect of one’s face. What is more, a similar face-threatening function 

could be associated with any behaviour, providing one considers such behaviour as behaviour 

interfering into one’s sensitive traits. Brown and Lewinson (1987) recognised positive face and 

negative face. Positive face is associated by one’s desire to be accepted and valued by people 

one wants to be approved by. On the other hand, negative face is linked with a want to be 

free, autonomous and not impeded by others. 

That logic has been questioned by Matsumoto (1988), who points out that the above 

mentioned model does not account for the social and interpersonal aspects of face. It is also 

claimed that Brown and Lewinson (1987) overemphasise aspects of autonomy and individual 

freedom. What is more, aspects of autonomy and individual freedom are viewed differently in 

diverse areas. Such aspects are present in Eastern and Eastern European cultures (e.g. 

Poland); however, they are not classed as face-threatening. Such a different approach is an 

outcome of high power distance and uncertainty avoidance (Hofstede, 2005). 

Spencer-Oatey (2000) agrees with the above counterarguments, however, she proposes 

sociality rights management and face management as the focal components of rapport 

management. In this context rapport management is defined as ‘…the management of 

harmony – disharmony among people’ (Spencer-Oatey, 2000, p. 13). Face management 
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represent ‘the management of face needs’ (Spencer-Oatey, 2000, p. 13), which in fact are the 

positive social value, whereas sociality rights management involves managing social 

expectations, which are in fact one’s essential social and personal entitlements.   

Spencer-Oatey (2000) recognises that face is made up of two interrelated elements: 

1. Quality face – the essential need to have our personal characteristics assessed 

positively  

2. Identity face – the essential need to have our social roles and identities recognised 

and upheld.  

At the same time Spencer-Oatey (2000) recognises that sociality rights are made up of two 

interrelated elements as well: 

3. Equity rights – to be treated in a fair way. Within this aspect one would take 

into account cost and benefits (which are expected to be roughly in balance) 

as well as autonomy and imposition (extent to which one is controlled and 

imposed on). 

4. Association rights – entailment to associate with others. This is related to an 

extent and type of relationship one would have with others (interactional 

association – dissociation). What it means in practice is how one interacts 

with others and how she/he exercises their rights not to be ignored or 

overwhelmed for instance. Of course such exercise of one’s rights also 

depends on norms in a sociocultural context one operates, type of the 

affairs, and individual preferences.  
 

What is more, how we exercise our rights or which face needs we address largely 

depends on how we practice our cultures (Spencer-Oatey and Franklin, 2009). 

Similarly, Haugh and Kádár (2017) point out that our beliefs and values are linked to 

our behaviours and practices. On the one hand, regular actions and behaviours might 

be noticed and then a meaning would be assigned to them. However, in different 

circumstances the same behaviours would have a very diverse meaning.  

Once foreign students enter a new culture the complexity of any interactions with 

others when adjusting to a new culture would considerably increase. Not only would 

they have to deal with different perspectives, intercultural communication challenges, 

their own and others’ socio-cultural identities, as well as accommodation and 

adjustment to a new culture (Haugh and Kádár, 2017), but also with schemata 

(including cultural ones) and pragmatic transfers (Žegarac, and Pennington, 2000).  
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The above mentioned elements contribute to development of interactions that might 

be deemed as impolite (Haugh and Kádár, 2017; Kádár, 2017) or displaying 

behaviours that might lead to loosing face. Consequently that is likely to affect 

adjustment processes.   

 

2.4.4 Berry’s model  

Similar types to Lustig and Koester (2012) were also recognised by Berry (1992, 1997, and 

2005b). Even though the model is concerned with immigrants, Berry (1997) clarifies that 

regardless of different factors and contexts leading to acculturation, the model can be applied 

to different acculturating groups. In his model, strategies of acculturations are linked to 

individuals’ approaches towards their own cultures and the dominant culture.  

With multicultural societies, each group (dominant or not) and individuals deal with other 

cultural groups and their members. Therefore they need to decide how to interact with each 

other, or in other words how to acculturate. Berry (1997, p. 9) believes that members of a non-

dominant culture decide how much participation, of contact they want to have with the 

dominant culture and to what extent they want to preserve their own culture.  Berry refers to 

the latter as ‘cultural maintenance’ and defines it as the degree to which ‘cultural identity and 

characteristics are considered to be important and their maintenance is desired, and contact 

and participation as the extent to which they are involved in other cultural groups, or remain 

primarily among themselves’.  

Acculturation theory by Berry (2005a) is two-dimensional proposing that one would have an 

option to adapt to a new host culture and maintain his/her first culture. When an individual 

uses one of the dimensions or a combination of both, four possible strategies are available to 

be employed:  

• Assimilation takes place when one believes that a host culture needs to be adopted 

and that is more important than maintaining values and behaviours representing the 

first culture    

• Separation is used when values and typical behavioural patterns of a host culture are 

not valued and rejected, or just not considered practical and effective but at the same 

time one intends to maintain the first culture  

• Integration strategy involves both cultures. One wants to have a high level of daily 

contact and interactions with members of the host culture and at the same time, value 

the first culture highly. Successful integration depends on both cultures. The dominant 
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culture needs to freely allow such acculturation to take place, which means that 

members of the non-dominant culture would be allowed to conduct their daily activities 

as a culturally diverse group, and also the group would accept elementary values of 

the dominant culture. At the same time the dominant culture would adjust national 

organisations to cater better for the needs of non-dominant groups in that society.  

• Marginalisation becomes visible when both cultures are rejected and one avoids 

contacts with members of both, the first and host cultures. 

Berry (1997) makes it very clear that those strategies could only appear when members of a 

non-dominant culture have physical freedom to make their own choices. Some people might 

believe that human beings have such options, however, in reality this is not always the case. 

Sometimes a dominant culture would enforce a certain way of acculturation or minimise 

choices available to a non-dominant culture. What is more, a non-dominant group might put 

some pressure on their own members to choose a specific strategy of acculturation.  

If we link this thought with SDT (Ryan and Deci, 1985, 2000, 2009) we realise that members 

of a non-dominant group, who stayed at home, might have a strong influence on those who 

moved to areas populated by a dominant group. Specifically, that is likely to be visible in the 

case of external and introjected regulations. In addition, a degree of one’s autonomy (including 

support and satisfaction) is going to influence one’s choices. Even though Ryan and Deci 

(1985) see autonomy as a will to do something, it needs to be remembered that that will still 

could be controlled by a third party.     

Berry (1997) recognised such possibilities when, for instance one group might opt for a 

separation strategy that was required by a dominant group. In such cases this type of 

separation is called segregation. Also, he realised that forced assimilation might occur; he 

believes that such a situation would not result in, what Lustig and Koester (2012) and Smith 

(1990) referred to, a melting pot, but rather a situation when cultural differences would create 

additional frictions, leading to possible conflicts where one would rather act to survive without 

integrating values and behaviours. Berry also recognizes that a marginalisation strategy 

(which is rarely chosen) might be an outcome of forced assimilation (Berry used a Pressure 

Cooker as a metaphor to visualize the concept). It has to be noticed that it is very difficult to 

distinguish marginalisation from ‘cultural alienation’ as claimed by Birman et al. (2014) and 

Birman and Simon (2013) due to difficulties in measuring and also conceptualising this 

strategy. The authors claim that it is difficult to categorise individuals and their traits, which are 

not easily changed. If that is the case then individuals would find it difficult to adjust themselves 

and instead of acculturating to a dominant culture, they would rather cope resulting in the 

development of biculturalism, which is claimed to be the most effective acculturative pattern 
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(Nguyen and Benet-Martinez, 2013; adaptation in Bennett’s terms, 1993, 2013). That would 

in fact confirm what was originally claimed by Berry et al. (2006) that integration (biculturalism) 

is the best acculturative strategy. 

 

2.4.5 Conditions for acculturation 

To start with, any action (including moving to a different location) would have some underlying 

motives. In terms of migrations, those motives are responses to some conditions experienced 

by migrants such as ‘inequalities in development, employment prospects, income and living 

conditions between and within countries’ (King, Skeldon and Vullnetari, 2008, p. 4; Fang, 

2020). However, a successful adjustment would not take place in any societies. For instance, 

cultures that cultivate nationalistic values would not accept migrants (as they generally are 

ethnocentric in their views) that are very diverse in fundamental cultural values to that of the 

dominant culture. 

That is even more so for the integration strategy. Berry (2003, 2019) believes that integration 

would only happen in societies that are openly multicultural. That means the large majority of 

the society needs to have acceptance of cultural diversity and a positive attitude towards it 

embedded in their daily lives. Those dominant cultures cannot be prejudiced towards others 

so there would be a very small degree of discrimination and racism as well as ethnocentrism 

present. At the same time all groups involved need to have positive and mutual attitudes 

towards each other. What is more, all groups need to develop a sense of belonging to the 

large society and identifying themselves with it.  

It was also noticed that for an integration strategy to be attainable other members of the same 

cultural non-dominant group need to support the strategy and collectively maintain the first 

culture as its heritage. The same would apply to a separation strategy. The above would 

suggest that the both strategies are collective strategies (group-oriented in Hofstede’s term 

(2001, 2005)). On the other hand, an assimilation strategy is rather an individualistic approach.  

Also, governmental programs and policies would have an impact upon the choices of 

acculturation strategies made by migrants (Kim et al., 2017; Bourhis, 2017). Then the chosen 

strategy, or rather behaviours produced as an outcome of the strategy, would influence the 

attitude of the dominant group towards a non-dominant group. This shows how interrelated 

and interconnected the construct of acculturation could be.  

Developing biculturalism requires an individual who operates in two cultures at the same time 

and both cultures need to be in contact. That would require cultural and structural assimilations 
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(terms originally developed by Gordon (1964), cited in Berry, 1997; recently employed by Kim, 

2017; Phalet and Andriessen, 2017; Kil et al., 2019). Structural assimilations refer to contact 

and interaction with another culture whereas cultural assimilation involves adapting new 

cultural values and behaviours. Berry (1997, 2005) believes that full assimilation is possible 

when both forms of assimilation (cultural and structural) occur. On the other hand, when the 

structural form takes place but the cultural form is a low level (maintaining the first culture is 

at a high level) then integration as a result is probable.  

It is claimed (Berry, 1997; Berry and Hou, 2016) that usually a group would prefer one 

particular strategy. However, time spent interacting with a new culture and contexts would 

result in some variations, for instance at home there might be a higher influence on preserving 

the first culture whereas at work structural assimilation might be preferred. Furthermore, it is 

also possible that different strategies would be explored by an individual or group before they 

would settle for one (Lee et al., 2018). 

 

2.4.6 Psychological acculturation and culture shock 

Berry (1997, 2017) considers adaptations of one’s psychology to acculturation in terms of 

behavioural changes. In his view an individual needs to learn a new set of behaviours that are 

socially and culturally acceptable by a dominant culture. That would require ‘unlearning’ some 

of the previous behaviours that are not acceptable in new settings (‘culture shedding’ in Berry’s 

terms). Some of these behaviours might still be performed subconsciously and/or generate 

complications when the behaviours are not culturally acceptable by a dominant group, usually 

resulting in some small cultural conflicts.  

If cultural conflicts are not resolved and continue over a prolong period of time, an individual 

is likely to develop ‘culture shock’ (Oberg, 1960; cited in Marx, 2011). Other authors refer to 

the concept as acculturative stress (Berry, 2006; Lee et al., 2018; Nasirudeen and Josephine, 

2019). Berry (1997) claimed that only moderate problems are experienced during the 

adjustment process. Nowadays, we are aware of situations experienced during the 

acculturations that lead to very negative outcomes; for instance alcohol abuse (Osman et al., 

2019) or depression (Lee et al., 2018). That might be why Hofstede et al. (2002) referred to 

culture shock as a state of frustration.  

In simple terms, culture shock is a consequence of an inability to cope with changing cultural 

context. When an individual learned a first culture, often many of its aspects are not even 

taken into consideration or questioned because they are familiar. Once cultural context is 

changed, many elements are new and familiarity, understanding and ability to predict are lost. 
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Therefore those elements are often monitored, even continuously, to regain some 

understanding. This process consumes one’s energy, leaving behind fatigue and other 

negative effects accompanying culture shock. 

Marx (2011) points out that culture shock is a very personal process and every one could 

experience that differently over a different period of time. She also stated that the deeper the 

culture shock the better as it allows one to learn about themselves and their emotions and to 

develop stronger and more effective ways and skills (leading to being more successful and 

effective in future) and to deal with negative effects of culture shock such as: 

• confusion 

• frustration 

• inappropriate social behaviour 

• feeling isolated 

• exhilaration  

• anxiety 

• becoming depressed. 

 

Even though, the above listed symptoms of culture shock are rather negative, she insists that 

the process is positive and constructive leading to a successful adaptation to a new cultural 

context. 

Similarly, Ferraro (2002) and Ferraro and Briody (2017) listed other possible symptoms that 

are also associated with culture shock: 

• withdrawal 

• irritability 

• marital stress 

• feelings of guilt 

• psychosomatic illnesses, and many others. 

Culture shock does not only allow an individual to develop and feel symptoms associated with 

it but it also involves stages of adjusting. 
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 2.4.7 Adaptation phases 

One of the very first adaptation cycles was developed by Oberg (1960, cited in Marx, 2011; 

Theaker, 2016). The cycle is divided into four stages with honeymoon phase as the first. 

During that phase an individual would focus mainly on positive things. Most of those who plan 

to move to an area populated by people representing a different culture would not prepare 

themselves for those differences, would not attempt to find out more about that culture, 

assuming that is similar, or it would not create any issues. That culture or almost everything 

that the new culture represents is perceived in a positive way as stimulating and exciting. 

Migrants would think more about the nice and positive outcomes they expect from moving to 

a different place and therefore, disadvantages are often ignored and judgments are withheld. 

The very beginning of that stage involves a high degree of being positive, which slowly 

changes with time as reality is slowly being noticed. 

The change of that mood is when a transition into the second phase, culture shock, takes 

place. In this phase a person would realise that reality is different to how it was perceived to 

start with. The true colours of reality are visible; it still might not be as it is because the person’s 

view might be distorted by the first culture. Therefore after comparisons, some behaviours 

performed by members of the dominant culture might be viewed as wrong or even 

inappropriate. This would make them feel uncomfortable and it is often the beginning of 

negative feelings being developed followed by negative symptoms including irritability, stress 

and even depression.  

Negative effects and symptoms of culture shock trigger development of emotions. Usually this 

is the point when those involved realise that there is an issue they need to deal with. This is 

the beginning of the third stage called recovery. At that point they start to learn about 

themselves, how they deal with feelings and a process of self-development begins. 

Adjustment, the fourth phase, starts when the limits of one’s skills and abilities are recognised 

and acknowledged and then development of them begins so that individual becomes more 

flexible when it comes to using newly developed skills and behaviours.  

Marx (2011) generally agrees with the original model, however, she believes that it is not such 

a linear process. In her view culture shock and recovery stages are repetitive until one is ready 

to break through. That happens when individuals are able to address three elements: 

• Emotions (ability to deal with mood changes) 

• Thinking (ability to understand members of dominant culture, instead stereotyping) 

• Social skills and identity (developing a behavioural repertoire that is socially 

acceptable). 
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Also, Berry (1997, 2005a, 2017, 2019) proposes that additional elements need to be included 

for the purpose of successful acculturation, which he included in his acculturation framework.  

 

2.4.8 Acculturation framework 

As mention earlier, Berry (1997, 2017) sees acculturation at two levels. The first level is a 

group level that in fact is the cultural level that deals with situational variables. Here, there are 

three different subgroups of features. One of the subgroups involves pre-existing elements 

that were present even before a group entered a new cultural setting. That category includes 

the political context the group has lived in (e.g. was the political (or even religious) system 

prescriptive or descriptive; were they allowed to voice their own opinion; are they reactive or 

proactive, what motivates them; and so on), their personal and group economic situation as 

well as demographic factors. 

The second sub-group deals with changes that are: physical (e.g. increased number of people 

living in a house/flat), biological (for instance a new diet due to a lack of traditional food), 

economic (e.g. lower status or new jobs possibilities), social (e.g. new friendships) and cultural 

(ranging from minor changes such as clothing, to major ones such as adjusting ones values 

and identities).  

Also groups would be affected by elements which are included in the third sub-category that 

deals with the dominant group of settlement. Generally this would include how the dominant 

group approaches cultural pluralism and immigration. If the members support it then it is likely 

that they would also support integration strategy. If they are against diversities then the society 

might support assimilation or might even be very much against immigration. By and large, it is 

the attitude towards multiculturalism and ethnicity of the society that would impact on the social 

support of the larger and ethnic society. 

The second level is an individual level that in fact is the psychological level that deals with 

person variables and two different subcategories have been identified. The first subgroup 

involves pre-existing elements such as age (early acculturation usually does not create 

massive issues but it might be more problematic in later ages as value systems and 

behavioural repertoires are already developed, conflicts between peers and parents 

expectations, identity), gender, education, pre-acculturation, statues, motivation to migrate, 

expectations, cultural distance (including religion and language), and personality.  

The second sub-group deals with changes that happen during the process of acculturation 

and include: phase of acculturation and how long one has been experiencing effects of 
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acculturation, acculturation strategies including behaviours and attitudes, coping resources 

and strategies, social support and dominant group’s attitude (e.g. discrimination and 

prejudice). 

At the same time all three subcategories from group level would impact on personal 

experience and life events affecting the long term outcomes of adaptation.  

 

2.4.9 Critique of Berry’s model 

It is often voiced that research investigating acculturation is often inaccurate from 

methodological and conceptual points of views. Nisanci (2018) argues that terminology might 

be confusing and additional proxy measures should be used such as place of birth and age 

when moving to a new cultural setting.  Waldram (2009) proposed that concepts such as 

‘enculturation and ‘culture learning’ should be introduced as they are more adequate. A similar 

view was presented by Bartlett, Mendenhall and Ghaffar-Kucher (2017) when they promoted 

non-binary approaches to culture. They strongly oppose an idea of culture as a container that 

suggests that culture is homogeneous and static. Barlett et al. support the idea that culture 

should be treated as a process (as sociocultural anthropologists do (Guarnaccia and 

Hausmann-Stabile, 2016)) because culture is a living construct that constantly evolves.  

Different authorities disagree with Berry’s claim (1997, 2005) that integration and 

marginalisation as strategies, are chosen by individuals through free choice. Bhatia (2002) 

used diaspora communities as an example to disprove the claim. More recently Bulmer and 

Solomos (2018) used examples of Muslims’ migrations to analyse exclusion and inclusion 

processes and to conclude that they were often not free choices. Also, Falavarjani et al. (2020) 

when investigating acculturation of international students from Iran studying in Malaysia 

concluded that an integration strategy was not a preferred approach.  However, the study 

confirmed that acculturation was correlated to depression and confirmed Berry’s claim (2006) 

that strategies other than integration lead to negative results. There are a number of different 

studies that presented findings different to what both researchers claim. For instance 

Falavarjani and Yeh (2018), Mason (2017), Ramos et al. (2015, 2016) did not confirm positive 

outcomes as a result of bicultural integration among international students. It might be the 

case that diverse settings would influences relations between acculturation strategies and 

negative outcomes such as depression (Gupta, et al., 2013).  

 Others criticise the model for being too general and global. They view the model as not flexible 

enough to include rich experience of different groups of migrants, new situations or social 

actors. Rudmin et al. (2016) noticed that acculturation research in general rarely does involve 
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interactions that are equal in terms of power and confidence. They went further stating that 

research often involves cultures of large cultural distance impacting on living conditions in a 

dominant group. Therefore, there is a possibility that a dominant cultural group might view 

others as inferior or even primitive (Rudmin et al., 2016). What is more, countries of high status 

(e.g. Canada, UK, USA etc.) represent a high degree of individualism and acceptance of 

multiculturalism. That is often problematic for non-dominant cultures (Falavarjani and Yeh, 

2018; Rudmin et al., 2016 and Arbabi et al., 2016). After considering aspects of 

contextualisation within acculturation processes, researchers are beginning to realise that the 

migrants’ changes cannot be reduced just to responding to a dominant culture (Calzada et al., 

2016; Falavarjani and Yeh, 2018). 

From a methodological point of view, Berry’s model is criticised for its universality (Nisanci, 

2018). Similar comments were made by Chirkov (2009) when he discussed aspects of a 

universalist perspective and interpretive one which is in agreement with Brouwers and van de 

Vijver’s (2015) point about the importance of specific local contexts and how they altered 

during adjusting to a new cultural environment. It is claimed that Berry’s model is a reduction 

of a phenomena to a generalised frame that is culture-bound, biased and ethnocentric 

(Nisanci, 2018). 

  

2.4.10 Acculturative stress in education 

The concept of acculturation has been researched for decades in a number of diverse cultural 

environments. Often we find that authorities present findings that could be read as 

contradictive but different results are often influenced by the different settings researches were 

conducted in. The main purpose of this section is to present the findings of research 

investigating acculturation that is relevant to this project.  

For the last couple of decades a healthy growth of international students is reported every 

year. For instance, the Organisation for Economic Co-Operation and Development reported 

in 2018 that there were five million international students worldwide in 2016 compared with 

only two million in 1999. Those students deal with more problems and difficulties than students 

back home (Pan et al., 2008; Jiang et al., 2019) including increased levels of stress (as well 

as depression) and adjustment issues (Smith and Khawaja, 2011, Kim et al., 2019). Some 

researchers argue that there is an increased level of possibility to terminate studies among 

international students who are exposed to the negative outcomes of acculturation (Geeraert 

and Demoulin, 2013; Phalet and Andriessen, 2017; Worku Mengisto and Horenczyk, 2019) 

which in turn is likely to affect the social status of those individuals. 
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Ladum and Burkholder (2019) conducted a comparative study of home and international 

students in Cyprus. The aim of their research was to find out whether daily life of international 

students in comparison to home student involves more negative emotional reactions. To do 

so they measured how social support, cultural distance and stress are connected, resulting in 

emotional responses. The findings confirmed that international students (N=209) had more 

negative responses comparing to domestic students (N=62). The authors also confirmed that 

the stress was positively linked to not meeting expectations, not being financially satisfied and 

not having good social support. At the same time having a partner, better proficiency of the 

first language, not meeting expectations, and higher levels of stress were positively correlated 

to increased negative emotional reactions.   

Similarly, Xiong and Zhou (2018) found through their qualitative study on East Asian 

international students in the USA that students’ financial situation contributed to increased 

levels of stress reported by those students. Some of them had to reduce their budget or start 

working to be able to fulfil basic daily needs. Such situations resulted often in developing 

feeling of being guilty, stressed, overloaded and worried that in turn resulted in developing 

mental health problems. That is not surprising as Ra and Trusty (2017) argued that a greater 

risk of having mental health issues was associated with international students.  

Frustrated, stressed, and feeling lonely were outcomes of lacking academic support in a 

culturally different academic institution. Even finding information themselves was problematic 

for those international students who were used to being provided with relevant and needed 

information. Higher levels of stress were reported by students especially at the early stages of 

adjustment to a new academic environment. At the same time the students experienced 

problems with finding home students who would become friends; domestic students were 

simply not interested or could not understand what the international students were doing. In 

this way the international students could not receive emotional support. That support was also 

not provided by their families and existing friends as they simply were not nearby, which was 

linked by students with feeling lonely, lost and even depressed.  

The students also reported that during the adjustment period communication and involvement 

(in and outside the classroom) created the biggest issues for them. The issues were linked by 

the students to language proficiency, including socio-cultural and academic differences. Not 

only did language problems affected their academic performance but also those students 

developed stress-related mental concerns.  

Because students’ first cultures often ‘governed’ certain behaviours in academic settings, for 

instance they hesitated to produce their opinions on a given subject whereas American 

students were first to do so, they avoided situations where they had to talk (separation) (Xiong, 
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2018). However, during private social contacts with host students (e.g. parties), international 

students felt and reported that they were ‘marginalised’ as no other students wanted to interact 

with them (in terms of Berry’s model it might be the case that they were forced to separate) 

especially at the early stages of their studies.  For instance, Ra and Trusty (2017) discovered 

that some international students see friendship with American students as superficial and 

insincere due to their individualistic approach. 

Xiong and Zhou (2018) reported that international students utilised any available resources to 

adjust themselves socio-culturally and psychologically to the new settings including teaching 

teams, academic and health advisers as well as friends and families who were in their home 

countries. Bertram et al. (2014) reported that the main source of support for international 

students comes usually from their families and other international students from different 

countries. Often the international students developed different strategies to cope with stress. 

They often spoke about reasons why they had decided to study abroad, which was almost like 

re-motivating themselves as well as keeping themselves busy, and changing daily routines to 

be constantly engaged. Soon they also realised that gaining knowledge about the host culture 

and their ways of doing different tasks provided some understanding. 

What is more, Bai (2016) in his study of international students from South and Central America 

and the Middle East in the USA identified that almost a quarter of his participants reported 

higher degrees of expected stress and that placed them in a group of vulnerable students who 

might have needed some psychological or counselling intervention. It was argued that the high 

level of stress is usually linked to the large cultural distance and barriers created by language 

issues. Also it was noticed that one of the strategies used by international Asian students 

created in-groups which support their members, which in turn reduce perceived stress.  

A number of different authorities identified social support as one of the elements to alleviate 

stress (e.g. Bai, 2016; Bertram et al., 2014). Social support in this context is seen as the 

resources (material and psychological), which are provided by a third party to help those who 

are stressed. In such cases then teachers’ relatedness would be included in the set of 

resources as the concept of relatedness is perceived as a way to ease stress experienced by 

students, build their confidence and improve academic performance (Ryan and Deci, 2000, 

2002, 2009; Gehlbach et al., 2016; Caleon and Wui ,2019). In fact, Bai’s (2016) data revealed 

that the only significant predictor of students’ stress was the support received by students. 

The support included settings which maintained other cultures, and also moral support 

provided by administrative and academic staff and other students (Brunsting, 2018). 

 Also the high level of stress was linked to cultural distance and lower levels of language 

proficiency. Other variables such as language proficiency, length of stay, age and academic 
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achievement were not significant in predicting stress, most likely because the sample was 

rather homogeneous.  

Homesickness was identified by Tochkov et al. (2010) as a major negative contributor to 

academic performance and psychological heath among Asian Indian international students in 

the USA.   In this study depression and anxiety were positively correlated with homesickness. 

It was also noticed that the length of time spent on studying and acquiring academic credits 

was also positively correlated with homesickness. The authors claimed that it was an outcome 

of adjustment to the new academic environments.   

Similarly to Ladum and Burkholder (2019) and Xiong and Zhou (2018), Tochkov et al. (2010) 

found evidence that improving financial situations is linked to a decrease in stress. In their 

study, receiving financial help was negatively correlated to homesickness; in their view 

stabilising one’s financial position was helped to develop security which reduced the level of 

homesickness. 

Investigation of relations and trajectories of depression and acculturation were the main aims 

of Meghani and Harvey’s (2016) study, which involved a sample of students from India 

(N=159) located at 34 universities in the USA. The longitudinal study was conducted over the 

period of one academic year and participants were surveyed five times to reveal that there 

were three patterns of depression trajectories. One group of students indicated low levels of 

depression symptoms and they were improving throughout the year. The second group also 

had low levels of depression and the condition did not improve over the course of the study 

and the last group had high levels of depression that even increased by the end of the project.  

As well as in other studies, social support was found to be a predictor of depressive symptoms. 

The bigger the group and the more support provided by its members to those who needed it, 

the greater the improvement of psychological health. Good relationships between members 

of the groups were linked to redaction of depressive symptoms (this was even more the case 

for a new member of that group who had just arrived). Emotional support was already pointed 

out as one of the variables reducing those symptoms. Another variable that would impact 

reduction of depression is belongingness, which was also the case with other ethnic groups.  

As Indian culture is classed in general as collectivist (Hofstede, 2001, 2005), the authors 

argue, that this was a possible explanation why the students valued relatedness and chose to 

participate in social activities as a coping strategy. Similar findings among Indian students 

were presented by Chen and Razek (2016).  

Meghani and Harvey (2016) also investigated strategies of acculturation. About a quarter of 

students represented high acculturation throughout the academic year whereas the rest of 
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them preferred to maintain their first culture. A discussion on acculturative strategies will be 

provided in the next section. 

 

2.4.11 Strategies of acculturation in education 

Needham et al. (2018) conducted a cross-sectional study that involved South Asian 

immigrants (N=856) in the USA. By employing latent class analysis they were able to identify 

the three most popular strategies of acculturation: assimilation, integration and separation. 

The main aim of the study was to predict mental health (depression by using CES-D scale) as 

an outcome of employed acculturative strategy. In their previous study (Needham et al., 2017), 

it was reported that those who used a separation strategy were also characterised with higher 

levels of depressive symptoms than the group whose preferences were towards integration. 

At the same time the levels of depression among the integration class were the same as with 

the assimilation class. Those findings were confirmed by a later study (Needham et al., 2018). 

One of the other links they confirmed was the fact that the group who had higher levels of 

assimilation, were also provided with opportunities for better jobs (therefore higher income). 

Many of them had BA degrees, and had symptoms of depression as an outcome of higher 

socioeconomic status (SES). SES is negatively correlated to depression (Alivernini et al., 

2019) and Needham et al. (2018) used that reason to explain why the assimilated group did 

not have a higher level of depression as the integrated group. That finding is in line with 

previous findings on improving financial situations (Ladum and Burkholder, 2019; Xiong and 

Zhou, 2018 and Tochkov et al., 2010). 

What is more, it was evidenced that the group which used a separation strategy had a higher 

level of depression in comparison to the groups that used an integration strategy, however, 

that was the case only when the level of social support was taken into account. Interestingly 

it was the separation class that self-reported a higher level of received support.    

Naidoo and Mahabeer (2006), after having researched Indian students (N=106) in South 

Africa and compared them with African students (N=63), concluded that samples used 

integration strategies as that allowed them to maintain collectivist family values as well as 

some individualistic values. Those individualistic values were desirable as they were to help 

with achieving personal goals related to future opportunities such as career and professional 

development and attaining a degree from a western university. What is more, female 

participants strongly indicated that new feminist western values were attracting them more to 

the western culture.  



61 
 

When Fayzullina (2019) investigated patterns of how international students acculturate 

themselves to a new academic environment, it was concluded that the process of acculturation 

is closely linked with students’ backgrounds (including social and individual). Moreover, three 

steps of adaptation were identified: development of autonomy, assimilation and integration. 

The author argued that the process of acculturation at some point will include culture shock, 

which, as Williams and Johnson (2011) and Gareis (2012) claim, is needed to interact with the 

dominant culture and develop some relationship to successfully adjust to a new environment.  

Also, it was realised that the most commonly experienced problems were language issues 

(almost half of them), social settings and living circumstances, and administrative issues 

related to their documents. That is not surprising as it was confirmed by a number of 

researchers who named academic, cognitive, linguistic and sociocultural issues as the most 

commonly experienced by international students (Ecochard and Fotheringham, 2017; 

Biserova and Shagivaleeva, 2019). For that reason our attention now will be turned to Ward’s 

(1994) model. 

 

2.4.12 Individual level of acculturation 

Traditionally acculturation is considered as a phenomenon at group level usually involving 

immigrants. However, acculturation model developed by Ward (1996) is designed to deal with 

elements concerned immigrants and sojourners at individual level. Learning and recuperation 

processes have been combined into her model, and by that design the framework deals with 

adjustment at psychological and sociocultural level.  

The sociocultural adjustment is understood by Ward and Kennedy (1994) as one’s ability to 

convert interactive features of the new culture, or in simple terms being capable to fit in, 

whereas psychological adjustment is portrait as well-being in terms of psychological and 

emotional elements. Both types of adjustments are seem as interrelated but distinct from 

conceptual point of view. Ward and Rana-Deuba (1999; also Brunsting, Zachry, and Takeuchi, 

2018 and Shu et al., 2020) explain that social support, life changes and personality would be 

employed to predict psychological adjustment, while psychological adjustment is correlated 

with length of stay, one’s language proficiency and abilities, quality of developed and 

maintained relationships with the host culture, as well as cultural distance. Similar views are 

presented by many academics working on cross-cultural aspects within the field of 

psychological adjustment (Ward, Bochner and Furnham, 2020; Peng and Wu, 2019; Tahir, 

2018).  
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Sociocultural adjustment involves learning and is often seen as a linear curve, which would 

peak to start with, but over time it would gradually decline. On the other hand, psychological 

adjustment, even though is great at the outset, is much less predictable, may fluctuate, and 

could be a repetitive process (similar views are developed by Oberg (1960) and Marx (2011); 

for an explanation of their models please see p. 51). Both types of adjustment are affected by 

the following variables: 

- one’s experience and previous training 

- length of stay 

- type of acculturating group 

- one’s language proficiency and abilities 

- quality of developed and maintained relationships with the host culture 

- cultural distance 

- social support 

- acculturation approaches 

- life change/s 

- personality  

- and expectations. 

Ward does not make a great distinction between adjustment and adaptation and uses these 

words interchangeably. However, the model facilitates outcomes of adaptation processes in a 

coherent and clear way. What is more, the Sociocultural Adjustment Scale has been proven 

consistent as it has been tested to establish its validity and reliability (Ward and Kennedy, 

1992, 1996, 1999; Ward, 1996). For that reason, the model has been adopted and employed 

in this study during the quantitative stage, allowing to gain a better evaluation of adaptation 

processes and their impact on Indian business students.  

Even though students might have their own plans in relation to their adjustments, as they 

would be connected with students’ personal goals, the model encompasses handling external 

demands of a new context and psychological distress. For the above reason we will look at 

some of the external elements impacting students’ adjustment. 

 

2.4.12.1 Academic life adjustment 

In relation to academic life, the literature tends to focus on students experience while 

transitioning into new academic settings. Most commonly identified issues are related to 

learning strategies and styles, academic performance, classroom engagement, language 
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proficiency and academic skills as well as academic conventions. It is indicated that overseas 

students experience greater difficulties when adjusting to academic life than home students. 

For example, in a study conducted by Brew (1980), it was concluded that even though both 

groups of students experienced problems when adjusting to a new program at an English 

University, international students had to deal additionally with matters that were culturally 

bound. That resulted in lower academic achievement in discursive courses such as business 

related courses. The lower performance was linked to time needed to adjust to the new 

academic settings, lack of academic skills and low level of language related self-confidence 

and finally diverse cultural norms.  

Similarly, Bamford (2014) identified culture per say as a contributing factor to the raised level 

of complexity of educational experience, when investigating student experiences on joint 

Masters Degrees in business between the UK and France. The study concluded that apart 

from different institutional cultures and different educational systems, national cultures also 

contributed to complexity of adjustment which students had to negotiate. Sweeney Bradley 

(2017) concludes in her study that international students often employ word-of-mouth to 

prepare themselves informally to face adjustment challenges (as a support mechanism), 

especially if there are few host students who could be utilised as a supportive mechanism.    

 

For decades, the literature on international students’ experience remains consistent in relation 

to its content and recommendations. O'Neill and Cullingford (2017) believe that most 

conclusions are relate to acculturative processes or approaches that are affected by practical 

effects of cultural differences and the loss of familiarity, both pragmatically (e.g. friends and 

family) and at more complex level that would involve multi-cultural, adaptive and multiple 

backgrounds.  

Other studies have a tendency to identify roots of students’ academic issues by investigating 

more particular aspects of the teaching and learning processes. For instance: learning 

processes and strategies (Zhou, Lee, and Sin, 2017; Sopandi, 2017; Loh and Teo, 2017), 

learning styles (Loh, and Teo, 2017; Logue, 2020), classroom interaction (Haerazi, Vikasari, 

and Prayati, 2019), academic expectations (Badwan, 2017), academic skills (Jiang and Chen, 

2019; Dinh, 2019) and plagiarism (Adhikari, 2018; Marom, 2021; Ison, 2018). 

In essence, academically successful students manage their time spent on studying, which in 

turn allowed them to be better prepared for assessment points as they devote more time on 

their learning. They are also able to recognise the central thoughts in written and spoken 

discourse and they employ friends, tutors, and study groups as a social support system. At 

the same time students link their objectives with particular interests and relate tasks with 
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interactive participation with others. It is very important for international students to have 

learning activities and relevant topics.  

It is clearly noticed that cultural values have an impact on international students’ behaviour in 

the classroom. Often they are reluctant to take a critical approach towards peers’ performance 

and to make comments about other students work. Often they would expect that there is only 

one correct answer to a specific question and they expect that a teacher would have all the 

answers. It is also visible that international students would perform better in tasks involving 

listening and reading, but would have some difficulties in tasks involving speaking and writing. 

Lower language proficiency could negatively affect students’ participation, and undeveloped 

speaking skills prevent students from contributing to classroom discussions. Having said that, 

it is not surprising that students themselves see social interactions and oral presentations as 

the most challenging academic skills. 

On the other hand, academic staff identified class engagement and participation, inability to 

ask for clarifications, interaction only with other international students in and outside a 

classroom, and unethical behaviour (e.g. plagiarism) as most problematic behaviours 

commonly observed among international learners.  

 

2.4.12.2 Social life adjustment 

International students’ social life is looked at in research from two different points of view. On 

one hand, factors affecting students’ social interactions are investigated. On the other hand, 

researchers investigate how characteristics of such interactions impact on overall experience 

and satisfaction of life when acculturating to a new culture and intercultural communication 

competence.  

Contacts with members of mainstream culture are unavoidable. International students would 

interact with host students almost on a daily basis. What is more, such interactions are 

beneficial for both sides. Volet and Ang (2012) point out that contacts among international and 

host students support development of tolerance and diversity, cultural understanding, 

intercultural skills and creative thinking. It is nothing else but practical enhancement of 

intercultural communication competence.  

In their qualitative study both host (Australian) and international groups of students were asked 

to participate in academic tasks and then their reflections on experienced they gained. 

Responses of both groups clearly point out that students favoured working in their own 

cohorts. The results also provided reasons for the preferred way of working: 
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- cultural similarity and connectedness (Gudykunst (1998) explain that large cultural 

distance (Furnham and Bohner, 1982) impacts negatively on international students’ 

willingness to interact with the main stream culture due to anxiety and uncertainty)     

- pragmatism 

- negative stereotypes  

- and language. 

What is more, regardless of some positive experience some members of both groups had had, 

they were rather unwilling to interact after the academic tasks were completed. The study 

concludes that university support is needed to design academic activities so intercultural 

contact is a part of these tasks in order to enhance social cohesion and critical learning.  

Kudo and Simkin (2003) identify elements which enhance development of relationship among 

culturally diverse groups of students: 

- Self-disclosure    

- Similar age and character features (Sadewo et al. (2020) is even more specific 

and point out that students tend to select those who are similar in terms of 

psychological adjustment for social interactions)  

- Frequency of interactions 

- Openness of other cultural group. 

The above findings are consistent with Kim’s (2000) theory (Communication and Cross-

Cultural Adaptation). 

It needs to be remembered that social support and social networks are two essential 

components of social interactions. In general social network can be described as the structure, 

and social support as the content of social interactions. Network size and strength of 

relationships as well as frequency of contacts are elements which would determine successful 

impact of the network. At the same time there a different types of support provided by mono-, 

bi-, and multi-cultural networks: 

- ‘companionship’ 

- ‘an island of familiarity in a sea of novelty’ 

- ‘resources’ 

- ‘similar perspective’ 

- ‘different perspective’ 

- ‘information and guidance’ 

- ‘people with whom to compare adjustment’ (Fontaine, 1996, pp. 265-266). 
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It is vital for international students to create such networks of support as they provide an 

explanation and then support with the development of skills and socially acceptable 

behaviours and norms.    

 

2.4.12.3 Daily life adjustment 

Different approaches to international students’ adjustment include researchers who 

investigate whole experience of adjustment as opposed to just one single domain (or just a 

few). Turner (2002) highlights the need of assisting international students’ needs which are 

not directly linked with academic aspects, and might not be even significant for host students. 

In Turner’s view this is a condition to achieve and maintain a good level of all students’ 

performance.    

Adjusting to a different cultural settings in terms of everyday life activities still involve 

substantial effort and could be rather stressful. That process requires from sojourners physical 

effort to collect information about their new environment. It becomes increasingly difficult as 

international students usually have limited financial resources and friends in the new settings 

(Smith and Khawaja, 2011; Xiong and Zhou, 2018).  

When investigating international students’ adjustment experience, based on a sample of Arab 

students in the USA, Rabia (2017) identifies four themes which are commonly discussed in 

literature: cultural differences, issues with the language, culture shock, and isolation. Often it 

is the case that students tend to smooth the process by using social media (Seo et al., 2016).  

Xiong and Zhou (2018) also notice that there is often a lack of support from institutions in 

relation to academic as well as daily life, for example no training was provided nor any type of 

orientation sessions. Also, students reported that institutions did not provide any emotional 

support, which was needed when experiencing negative effects of culture shock in relation to 

academic life as well as private. In addition, Xiong (2005) recognises that other issues in daily 

life adjustment could relate to getting used to different types of accommodation, fellow 

housemates, noise nuisance, and even an inability to cope with independent lifestyles. She 

also reported that students actually benefited because of the problems experienced as it 

improved students’ time management skills, and heightened their awareness of some 

weaknesses leading to adjustment of their goals and behaviours. 
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2.5 Depression  

Depression has been defined by the Mental Health Organisation, UK (2018) as ‘a common 

mental health problem that causes people to experience low mood’. The most common of 

those affected by depression would not be interested in participating in their usual daily 

activities that normally would provide them with some pleasure. Their moods would be 

described as depressed as those individuals would feel down. The World Health organisation 

adds that it is accompanied by persistent feelings of sadness and it could affect appetite, sleep 

and concentration. These outcomes could have long-lasting effects.  

Lazarus and Folkman (1984) developed stress and coping theory that is often employed to 

comprehend international students’ psychological adjustment and life transition to a new 

dominant culture. The framework indicates that somebody’s reaction to a stressor would be 

influenced by 1) the affected person’s personal evaluation of its significance, 2) a secondary 

evaluation of resources used to cope, and 3) practical assessment of accessible strategies to 

cope in a given context.  

As previously discussed, Berry (2001) clearly indicates that diverse aspects of our culture such 

as beliefs, attitudes, values, lifestyles and so on, when in contact during the adjustment 

process are very likely to result in psychological distress. Incurring psychological distress is 

even more likely when one does not have necessary resources or abilities to deal with cultural 

differences. What is more, Berry’s model was expanded by Safdar et al. (2003) by introducing 

predictors at individual level. In this way they created the Multi-dimensional Individual 

Difference Acculturation (MIDA) model where two areas were introduced. The first domain 

includes resources, which contains communication and language skills, and the second one 

deals with impediments, which involves elements usually related to issues linked with 

acculturation processes including psychological distress.  Even though Berry’s model is based 

on four acculturation approaches, the MIDA model integrates only two: assimilation and 

separation. The reason being is that Safdar et al. (2003) believe that the two employed 

approaches are highly distinguishing. In addition they claim that marginalisation occurs rather 

rarely, and integration suggests idyllic multiculturalism therefore it is likely to be influenced by 

society.   

The model was employed in a study that involved 114 Indian and 168 Russian immigrants 

(Safdar et al., 2012). This study used two acculturation approaches (assimilation and 

separation were used as mediating variables) to assess relation among adjustment outcome 

and predictors. Predictors at individual level employed in the study included ethnic identity, 

resilience, hassles, self-assessed cultural competence, family allocentrism, and perceived 

support. The researcher confirmed that both groups leaned towards acculturation approach. 
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What is important in this case is the fact that the study confirmed a positive correlation among 

the impediments (hassles) of daily life and psychological distress. The study also confirmed 

that cultural differences, family and social support, a degree of conflict/s and level of stress 

would have an impact on the choice of acculturation approach, as previously claimed by Berry 

(2005b).  

University students, especially international ones have been identified as a vulnerable group 

as usually they are at the transition period into adulthood. Different directions in life including 

choice of work and future careers are explored around that time, as well as exploring their 

identities and beginning to practice future responsibilities are also explored around that time 

(Auerbach et al., 2018). The latter aspect is particularly problematic as international students 

usually do not have a well-developed support system (especially at the beginning of their 

residency) nor family that would normally provide support. At the same time additional 

academic responsibilities arrive contributing to experiencing stress (Bayram and Bilgel, 2008; 

Horgan et al., 2016; Alivernini et al., 2019; Othman et al., 2019).  

Depression could have negative effects on international students’ lives affecting their 

emotional and physical health (Hare et al., 2014; Vaccarino et al., 2019), relationships (Kerr 

and Capaldi, 2011), academic performance (Bruffaerts et al., 2018; Zainab and Zafar, 2019) 

and in the worst case scenario it could end in committing a suicide (Weng et al., 2014; 

Miranda‐Mendizabal et al., 2019).  

Auerbach et al. (2016) analysed data that was collected across 21 countries among students 

to measure depression prevalence. The results revealed that more than 20% of the students 

had major mental disorders (depression). At the same time Mojtabai et al. (2016) reported that 

major depressive episodes were on the increase in the USA and it was estimated, based on 

the sample (N=180 459), that it affects almost 10% of young adults up to the age of 25. Ibrahim 

et al. (2013) reported, based on meta-analysis, that about 30% of students around the globe 

are affected by depressive symptoms.  

Symptoms of acculturative stress, psychological well-being (much broader concept than 

depression including self-acceptance, positive relations, personal growth, environmental 

mastery, purpose in life and autonomy (Ryff and Keyes, 1995) and depressive symptoms have 

already been discussed (please see section 2.4.10, p. 56, and also section 2.4.6, p. 51).  Even 

though there is a general awareness of this common issue affecting international students, 

often it is the case that depression among them is treated as a silent problem.  There are 

numerous publications on different psychological interventions designed for low and middle 

income countries, however, effectiveness of such interventions among students is rarely 
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assessed. One of a very few examples is Winzer et al., (2018) who analysed effects of such 

interventions among university students, however, not for international students.  

In fact there is limited literature that deals with South Asian international students especially 

Indian Asian international students in relation to motivation, acculturation strategies and 

depression (mental health). Of course there are studies which investigated the concepts, 

however, they researched those constructs in different configurations or different populations. 

For instance, Yu et al. (2019) conducted a study to find out how the use of social media 

impacts on acculturation in terms of behaviour and psychological acculturation and how these 

concepts are related to academic performance among Chinese university students (N=407) 

in the UK.  The results revealed that there was no significant relationship between their 

psychological acculturation and academic performance. Social media platforms were used to 

interact with those closest to them and to entertain themselves. The researchers also found 

that the sample was acculturated better than previous researches indicated as some claimed 

that social media is more home culture-oriented and therefore it would help maintain the first 

culture preventing them from immersing into the dominant culture. This explains the authors’ 

claim that social media in general provided opportunity to develop their language proficiency 

and communication skills.  

In a different study depression was investigated in relation to acculturation and suicidality 

among Asian students. In fact this study involved 76 Caucasian and 59 Asian Indian students, 

however, they were college students in the USA. In this study Jha (2001) found out that the 

Indians, even though they came from middle class families, experienced high levels of 

depression; often thinking of suicide.  

Previously looked at studies conducted by Needham et al. (2017, 2018; see p. 60) reported 

that those who used separation strategy also were characterised by higher levels of 

depressive symptoms than the group whose preferences were towards integration. At the 

same time the level of depression among the integration group was the same as the 

assimilation group. Those findings were confirmed by the later study (Needham et al., 2018). 

One of the other links they confirmed was the fact that the group who had higher levels of 

assimilation, had symptoms of depression at the same time. Yet again the studies were 

conducted in the USA among South Asian immigrants.  
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2.5.1 Depression and educational context 

Most commonly, theoretical frameworks advocate linear trajectory of acculturative process 

(e.g. u-shaped) based on a relationship between psychological adjustment and length of stay 

(Oberg, 1960; Adler, 1975). The stages identified by Oberg are honeymoon > culture shock 

(crisis) > recovery > adjustment. The last two stages involve development of positive and 

constructive skills and abilities as well as effects, and the very first stage is characterised by 

a high level of well-being. However, the second stage, crisis, is where sojourners experience 

a rather rapid decline of positive mood, which could end up with deep culture shock and one 

of the possible outcomes is depression.  

There is a large number of academics who believe that acculturative stress and depression 

are usually strong at the early stages of acculturative processes (Falavarjani and Yeh, 2018; 

Leung et al., 2008; Hechanova-Alampay et al., 2002; Ward and Kennedy, 1996). On the other 

hand, there are scholars whose research shows different results. For example, Ramos et al. 

(2015) found out through a longitudinal study that negative psychological effects were clearly 

visible among international students a year after arrival to a new culture as results of actual 

contact with host nationals and diverse acculturation preferences. It has to be remembered 

that acculturation is very personal process and therefore every person involved in the process 

is likely to experience it differently (Marx, 2011). It also means that depression (or 

psychological distress) can be triggered by a number of different elements (variables or 

predictors).  

For instance, Falavarjani et al. (2020) used structural equation modelling to predict depression 

among Iranian international students (N = 154) in Malaysia. It is important to point out that this 

study involved two countries of very similar social statuses. The researchers concluded that 

there was a positive correlation between depression and students’ choice to maintain the 

home culture (separation in Berry’s terms). The reason for that was social support by those 

who represented the home culture and there was a positive correlation between both 

variables. In contrast, depression was negatively correlated with host culture social support. 

More, the participants were more likely to experience some physical health issues when 

dealing with stressful conditions. It was concluded that the most effective acculturation 

approach was actually developing and maintaining relationships with the mainstream culture 

(assimilation), and not biculturalism (integration). Berry claims that both approaches are the 

most successful ones.         

Liw (2020) reports that among East Asian international students (N = 200) in the USA there is 

a larger level of acculturative stress due to language, cultural, educational differences, 

discrimination and interpersonal distress. In this study it was identified that acculturative stress 
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was the only predictor that was positively correlated to negative effects of psychological well-

being, including depression. The author stated that the ‘results can be understood as limited 

mental and physical resources to utilize coping under high stress’ (p. 86). What is more, the 

author actually listed what the participants experienced: low energy level, loss of appetite, low 

stamina, sleeping difficulties. The above symptoms could indicate that the participants were 

experiencing depression.   

Rice et al. (2012) employed CES-D tool to measure acculturative stress and depression 

among Indian (N=166) and Chinese (N=129) international students in the USA. They 

concluded that acculturative stress and self-critical perfectionism were positively correlated 

with depression. The same questionnaire was used in a study conducted earlier on by 

Rahman and Rollock (2004). This study revealed that more than a half of the sample (N = 

199) had clinical depression symptoms. It was concluded that the above results were 

outcomes of low level of self-assessed competence and efficacy. What is more, the results 

indicated that women had a lower level of depression symptoms than men. However, 

regression was not possible to be conducted due to a smaller sample.  

A different approach was employed by Tochkov et al. (2010). They decided to conduct a 

comparison between Indian international students and American freshman students. One of 

the significant findings was that Indian students significantly displayed homesickness in 

comparison the other group (it has to be remembered that homesickness is believed to be an 

outcome of separation from the home setting).  In addition to the above reported finding it was 

reported that it was positively linked with depression and anxiety. On the other hand, 

depression was negatively correlated with course work and financial support. As in the work 

of Rahman and Rollock (2004) the study also showed that male students experienced a higher 

level of homesickness. As homesickness was positively linked with depression therefore male 

Indian students experience higher level of depression symptoms than female students.  

An investigation of relations and trajectories of depression and acculturation were the main 

aims of Meghani and Harvey’s (2016) study, which involved a sample of students from India 

(N=159) located at 34 universities in the USA. The longitudinal study was conducted over the 

period of one academic year and participants were surveyed five times to reveal that there 

were three patterns of depression trajectories. One group of students indicated low levels of 

depression symptoms and they were improving throughout the year. The second group also 

had low levels of depression and the condition did not improve over the course of the study 

and the last group had high levels of depression that actually increased by the end of the 

project.  
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As well as in other studies, social support was found to be a predictor of depressive symptoms. 

The bigger the group, and the more support provided by its members to those who needed it, 

lead to an improvement of psychological health. Good relationships between members of the 

groups were linked to reduction of depressive symptoms (this was even more the case for a 

new member of that group who had just arrived). Emotional support was already pointed out 

as one of the variables of reducing those symptoms. Another variable that would impact 

reduction of depression is belongingness, which was also the case with other ethnic groups.  

As Indian culture is classed in general as collectivist (Hofstede, 2001, 2005), the authors 

argue, that this was a possible explanation why the students valued relatedness and chose to 

participate in social activities as a coping strategy. Similar findings among Indian students 

were presented by Chen and Razek (2016).  

Similar concepts were investigated by Chirkov et al. (2007, 2008; see pp. 36 and 37) and 

Ladum and Burkholder (2019; see p. 57) but both involved a construct of psychological well-

being and not depression. To my knowledge, there are no studies which investigate all three 

concepts: motivation (SDT, Deci and Ryan, 1985), acculturation (Berry, 1996) and depression 

(CES-D, Radlof, 1977) simultaneously in one single study. Nevertheless, studies presented in 

this literature review provide a good overview of all three concepts, even though they were 

conducted in different settings, context and involved diverse samples. They offer a good 

summary what the current knowledge is in relation to this project.  
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Chapter 3. Research Methodology 

Kelemen and Rumens (2008) clearly point out that the design of any research is governed by 

the research question, which in practical terms means that one data collection method might 

be more suitable than another to examine the phenomenon in question. As Saunders et al. 

(2016) report, collected data will be relevant and credible when an appropriate method/s is 

employed in order to investigate the research question/s. Yet, a researcher still has some 

flexibility in choosing the methodology and overall design of the study (Hatch and Lazarathon, 

1991).  

In light of the above a decision was made to investigate the research questions (see section 

1.3, p. 3) by employing Mixed Methods as it allowed the strengths and advantages of different 

methods to be combined after taking into consideration a number of factors such as the 

research purpose, topic, questions, resources, feasibility and time in terms of practicality as 

suggested by Blaikie (2000) and Blaxter et al. (1996).  

This chapter provides an explanation of the research design as well as justifications for the 

choices made by the researcher. To start with our focus will be directed to … 

 

3.1 Philosophical reasoning  

This section is focused on identifying my, as a researcher, ontological and epistemological 

positioning. My assumptions started to take shape once I come across what Crotty (1998, p. 

10, 11) captured in the following: ‘The existence of a world without the mind is conceivable. 

Meaning without a mind is not’.  

Whether we are conscious of the world out there and all things it consists of, or not, it does 

exist. This external world exists with no meaning until we, human beings, start making sense 

of it. Our ability to know of that world depends on our ability to assign meaning. The meaning 

is created by people. Therefore their social world is shared. That indicates that meaning is 

constructed dependently on our consciousness (especially reflective consciousness (i.e. 

meta-representational capacity, which is our capacity for representing mentally other peoples’ 

mental representations. In other words we can have thoughts about other peoples’ thoughts 

(Bloch, 2018)). This aligns with motivational and acculturation theories per se and the 

researcher’s viewpoint of pragmatism.  

This allows a practical approach within the research design, an integration of different 

viewpoints to assist with data collection and interpretation (Saunders et al., 2016). More 
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specifically, collected statistical data about students’ motivation and acculturation experience 

provides information that is used to establish processes and patterns, which could be 

compared with other findings reported within the subject area. Such comparison can lead to 

strengthening claims about discovered patterns that could be treated almost as law-like ones 

by some. In order to explain them, qualitative data needs to be collected to provide answers 

of how they are viewed by the population in question, and why they are practiced by them in 

that particular way, and not the other one and so on. In this way we will collect other peoples’ 

thoughts that would impact and form our views about somebody else’s views.  

What needs to be highlighted is the fact that even when relationships between different 

variables are established, pinpointing them completely will never be possible. What it means 

is that causal linkage might not be wholly determined by some laws. Even though some 

relations are going to be identified, they will not be stable. However, they will be insightful and 

relevant for decision making purposes, especially in relation to that specific group that has 

been under investigation. As the ultimate truth might not be attainable, therefore effectiveness 

and usefulness of the research design becomes useful and valuable (Howe, 1988). 

It needs to be reiterated that I, as a researcher, believe that my comprehension of reality is 

constructed. The way I structured and designed the research is impacted by my own 

understanding of reality and my values, therefore, in many respects this research is subjective. 

What is more, theoretical frameworks and concepts employed also heavily influenced this 

research (Tashakkori and Teddlie, 1998, p. 8).    

As Easterby-Smith et al. (2002) clarify that the researcher’s world view affects the choice of 

data collection methods and judgments about values and qualities of the findings and 

outcomes, it is important to acknowledge relationships among philosophical understanding 

and methodological underpinnings. Further, Easton (1995) clearly points out the importance 

of understanding by the researcher, his/her ontological positioning and its direct outcome; that 

is epistemology because that understanding is to inform decisions made by the researcher in 

terms of adopted methodology. Crotty (1998, p. 13) captured the above by maintaining that: 

‘we need to be concerned about the process we have engaged in; we need to lay 

that process out for the scrutiny of the observer; we need to defend that process 

as a form of human inquiry that should be taken seriously’.  

This is why the following sections will deal with ontology and then epistemology. 
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3.1.1 Ontology 

Ontology is a branch of philosophy studying being, and is concerned with the nature of 

existence (Williams, 2016; Bryman, 2004; Crotty, 1998).  It attempts to express a clear and 

coherent picture of the structure and nature of the world and its meaning. As Hill and McGowan 

(1999: 8) stated, it is concerned with ‘how […] people view their world and what […] they see 

as reality’ or ‘the nature of social realities’ in Blaikie’s terms (2007, p. 13).   

The pragmatic approach to a research focuses on practical consequences and not on aligning 

with a particular ontology (Gray, 2017; Rorty, 1998). Pragmatists are interested in action and 

its consequences and whether a particular action suits a purpose. That is why often the 

ontological position in pragmatism is omitted. However, that does not mean at all that it does 

not exist; quite the opposite.  Even though it is not clearly spelled out, it is implied by one’s 

actions (Kofinas, private communication). 

In my particular case, I would associate myself with realism (in contrast with scientific realism). 

In relation to Bhaskar’s (1978) categories, I see myself as a depth realist looking at the realities 

in terms of three different levels. To start with, I believe that the world exists with different 

elements and within people. In case of this study, students’ motives, behaviours, 

understanding, and my interactions with them. I am able to experience that world with my 

senses, which would also allow me to mentally process the experience gained in order to 

advance the level of my comprehension, but only when I interact with those things or people. 

My interaction might be as a participator or as an observer; but even as an observer I interact 

mentally with what I have seen and heard (and experienced through other senses). My senses 

only deal with things that can be experienced. That is, I gain experience and understanding 

as we keep interacting because the meaning is provided by the individuals I interact with 

(empirical domain (Blaikie, 2007)).  

What is more, at the same time there are a number of different events, processes and 

interactions within that world among different people and objects with powers and structures. 

In some cases I am not even aware of what takes place around me and how things in the 

world interact among themselves or with people (including myself being oblivious). Sometimes 

I am not even there to observe those events. Specifically, I was never there to observe or 

experience students’ life in their previous environment, therefore I do not know who or what 

impacted their decisions to come to the UK and study here. I do not fully participate in students’ 

lives once they arrive to the UK, therefore I am not there to see what happens in their everyday 

situations. However, even though I do not see it, I accept it happens and I rely on students’ 

telling me about it (actual domain (Blaikie, 2007)).  



76 
 

Most importantly, I am interested in the processes, which cause events. I want to find out what 

happens when the powers of objects are activated, and what are the causal mechanisms and 

structures. I see those social structures as dependent on the activities they affect or social 

actors’ conceptions about those activities and their own actions. In my case, I want to find out 

what elements impact student behaviours in relation to motivation, acculturation and their 

psychological health, and what activates them. This in turn allows me to observe students’ 

reality, even though it is likely to be only a snap shot (real domain (Blaikie, 2007)). 

In essence, realities are external and multiple, regardless of whether they are experienced as 

objective, subjective or intersubjective. Because there are a number of different realities, I 

chose realities that portray somebody’s experience in action. In other words, the reality that is 

going to be chosen has to answer the research question in order to define and explain current 

truths. As our realities change the truth and usefulness of that truth is changing and also 

renegotiated in new unpredictable conditions.  

The above mentioned knowledge and truth brings into the discussion the notion of 

epistemology, which is explained in the next section. 

 

3.1.2 Epistemology 

An epistemology, as Blaikie (2007, p. 18) explains, is ‘a theory or science of the method or 

grounds of knowledge’. In simple terms it is about how we, as human beings, gather 

knowledge about the world we live in. Similarly, Hamlyn (1995, p. 242) explicates that this 

branch of philosophy deals with ‘the nature of knowledge, its possibilities, scope and general 

biases’.   

Our ontological stance impacts on ‘how we know what we know’ (Crotty, 1998, p. 8), leading 

to a number of diverse epistemological assumptions including empiricism, rationalism, 

constructivism, falsification and conventionalism as well as neo-realism. What is more, as 

Blaikie (2007) explains, it is possible to have within each category different variations or even 

combinations of them.  

My personal epistemological view is close to neo-realism. That view does not accept the use 

of empiricism to explain different patterns, models, structures et cetera in our world. However, 

those who represent that belief accept that regularities, patterns or relations do exist but they 

don’t focus on establishing them as such; their primary focus is in explaining them. 
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In my particular case in relation to this project, I had to suspend my subjective views (even 

though no one can be wholly objective, for instance, a choice of topics and theoretical 

concepts in this research is dictated by personal preferences) in order to establish patterns 

and relationships through data collected via surveys (questionnaires delivered at time 1 and 

time 2). Once the questionnaire was designed to collect statistical data, it was validated and 

reliability was established, and that is what made it more objective. Also, that allowed me to 

confirm external facts such as structures and patterns, which are beyond my influence or reach 

(Bryman, 2004).  

Once those regularities are established I locate myself at the next stage, which neo-realists 

consider as the commencement phase of the research process, which is locating the 

mechanisms, which had initiated the already established structures and patterns.  By 

mechanisms I understand here the powers and certain tendencies of things in our world, which 

make those things act in specific ways. 

What it means in practical terms is that I have to hypothesize and then confirm it (quantitative 

part of the research) before I can dive behind the surface/s (qualitative part of the research). 

Not only would it enable me to describe ‘causally generat[ed]’ phenomena with its structures 

and mechanisms (Keat and Urry, 1975, p. 5) but also it allows me to capture and explain the 

essence/s of those powers, tendencies, mechanisms and things. As Blaikie (2007) explains 

through competing and/or cancelling mechanisms, I use causality here as a way to 

demonstrate whether different events are independent or not, and their associated 

mechanisms and structures.  

This also allows me to investigate underlying realities (shared and innate ideas) as well as 

causative powers to those realities (independent and external realities). What is more, the 

causative powers of individuals’ behaviours (real domain) reveal what occurs on the surface 

or in empirical domains.  Further, concepts of realities are diverse and powers influencing 

things in our world are located in different places. Therefore, a mono method or even 

multimethod methodology is not as advantageous for the purpose of this research as mixed 

method methodology. 
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3.1.3 Philosophical underpinning  

This section provides an explanation of why the researcher used pragmatism; sometimes 

referred to as ‘the third research paradigm’ (Johnson and Onwuegbuzie, 2004; or ‘the third 

path’ in the words of Gorard and Taylor, (2004)), to inform the design of the research.   

Decades of debates of paradigms provided researchers with a number of philosophical 

stances and paradigms, which become classified later on by different researchers; for instance 

Burrell and Morgan (1979). Those debates often involved competing philosophical worldviews 

such as positivism and constructivism including interpretivism (Guba and Lincoln, 1994) 

focusing on their epistemologies and ontologies. In the case of the above mentioned 

paradigms, both philosophical viewpoints are very diverse.   

Positivism focuses on observable reality, looking for regularities and their causes leading to 

‘law-like generalisations’ (Saunders et al., 2016, p. 134; Gill and Johnson, 2010). At the same 

time the researcher is expected to suspend his or her beliefs, so they do not impact on data 

collection and analysis, which makes the research value-free conducted by an independent 

researcher (Bryman, 2004; Carson and Carson, 1998; Creswell, 1994). In this way reality is 

treated as singular and independent (Lincoln and Guba, 1985) and context-free allowing 

objective measurements via quantitative research to be collected, often producing statistical 

data (O’Leary, 2017, Coe et al., 2017). This approach is often employed as a deductive 

process to test and explain hypothesis once they are developed (Saunders et al., 2016), and 

in this way knowledge per se is an outcome of accumulated facts which is validated by the 

senses (Bryman and Bell, 2011). Consequently positivist findings and hypothesis have a very 

high level of knowable and consistent reliability (Johnson and Duberley, 2000). 

On the other hand, an opposing approach to positivism is provided by interpretivism. 

Everybody involved in a research such as the social actors, audience as well as the researcher 

would experience a situation differently, which is comprehended and interpreted by them in 

diverse ways. In fact, they construct and create their truths leading to multiple realities, which 

are products of their minds including thoughts beliefs and emotions. In the view of 

interpretivists only qualitative approaches would capture these multiple realities that are 

context-bound (Bernard, 2013) and therefore the truth is dependable or even unknowable 

(Saunders et al., 2016). So, a subjective epistemology is assumed by these researchers 

(O’Leary, 2017, Coe et al., 2017, Bryman and Bell, 2011). Qualitative approaches are often 

employed as an inductive process so theories and models are advanced for understanding, 

which are valid through verification (Creswell, 1994).  
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Those who represent one of the above described paradigms in a pure way see their 

philosophical stances as ideal or even perfect for research. Both types of purists strongly 

criticise the opposing paradigm, agreeing among themselves only on one concept: the 

incompatibility thesis (Howe, 1988). The theory postulates that quantitative and qualitative 

methods and paradigms should not be mixed due to central differences (Sale et al., 2002; 

Leininger, 1994). For instance, Guba strongly states that ‘accommodation between paradigms 

is impossible … [due to] vastly diverse, disparate, and totally antithetical ends’ (Guba, 1990, 

p. 81).  

Since the above quoted statement of Guba statement, a number of researchers have realised 

that between different paradigms and the methods associated with them, even though not 

perfect, a real relationship does exists among them (Bryman and Bell, 2011; Johnson et al., 

2004; Phillips, 2004). As the knowledge advances, it has been noticed that the division 

between quantitative and qualitative paradigms are often overstated as they are not as 

conflicting as some researchers imply. What is more, others promote the compatibility thesis 

(Teddlie and Tashakkori, 2009; Johnson and Onwuegbuzie, 2004) through the means of 

methodological eclecticism (Teddlie and Tashakkori, 2010).     

The case of this research, both paradigms are employed at diverse stages in agreement with 

what Onwuegbuzie et al. (2009, p. 122) call ‘thoughtful/dialectic eclecticism and pluralism of 

methods and perspectives’ as that allows the adoption of practical and effective tools in order 

to resolve social problems. Thus, at the very early stages of this research both qualitative and 

quantitative data collection methods were utilised during the pilot stage. Qualitative data was 

collected through semi-structured interviews and a questionnaire that utilised open-ended 

questions. Quantitative data during the pilot stage was gathered through a questionnaire with 

multiple choice, Likert scale and closed questions. Qualitative and quantitative data confirmed 

a number of different concepts (conceptual framework; Saunders et al., 2016) that were to be 

investigated among the International Indian students at the UoB. Once the validity and 

reliability of the questionnaire for collecting quantitative data was established, the main phase 

of data collection commenced. Quantitative data was collected at two different intervals: the 

very beginning of one’s study and at the end (T1 and T2) to capture changes over almost one 

academic year. Qualitative data was also collected at two different intervals: between T1 and 

T2 students were asked to write their own diaries describing their personal experience and 

feelings during their studies and then semi-structured interviews took place after T2 was 

completed. As it can be seen from the above brief description, different and multiple mixed 

methods we employed at different stages of this study without interfering and impacting other 

data collection methods and stages.  
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3.2 Mixed Methods (DUAL vs QUAN)  

Because the research objectives and questions are focused on both processes and structures 

regarding motivation and acculturation among Indian students, it was valid to choose Mixed 

Methods as an approach. This allows qualitative and quantitative methods to complement 

each other. This collaborative approach opens up possibilities of maximising the advantages 

of the methods employed (as well as minimising the disadvantages) leading to enrichment of 

the findings (Creswell and Plano Clark, 2007; Morgan, 2007; Tashakkori and Teddlie, 1998).    

Bryman (1992) presents a very similar position pointing out that structural elements are 

uncovered more efficiently via the quantitative study whereas processual facets are 

comprehended in-depth via the qualitative study. In his view quantitative methods, which are 

chosen as an outcome of researcher’s questions, are very well suited to help with selecting 

subjects (according to specific criterion, which are detailed and imbedded within the survey) 

so their perspectives are taken as the starting point.  In that understanding generalisation of 

qualitative data becomes a possibility when supported by a quantitative data. What’s more, 

quantitative methods are helpful in finding and confirming links among variables. On the other 

hand, the explanation of ‘what’, ‘why’ and ‘how’ cause the variables to be related is facilitated 

and supported more effectively by qualitative methods.   

O’Leary (2017) points out that employing mixed methods often overcomes limitations and 

biases characteristic to individual qualitative and quantitative approaches. The assumption is 

that employing one or the other approach limits ways and means used by the researcher 

resulting in narrowing the researcher’s worldview. She explains that combining both 

approaches consequently can be expansive. An open-minded approach to a number of 

various ontological and epistemological viewpoints would lead to methodological diversity 

resulting in an approach that is non-paradigmatically limited but an approach that is driven by 

a research question/s.  As a consequence a broader view would be shaped once depth and 

insights are added to statistics. Precision of meaning could be added and different 

perspectives can be captured easily. Lastly, O’Leary visualises the process of MM, once the 

findings are triangulated, as ‘adding a bit of qualitative flesh to quantitative bones’. 

Taddlie and Tashakkori (2009) reconfirms the statement put at the very beginning of this 

chapter that the main objective of any study is to provide answers to questions which initiated 

the study. In their view there are three aspects of Mixed Method research design: 

• It allows a researchers to find answers to exploratory and confirmatory questions 

simultaneously by employing the quantitative and qualitative approaches. Each 

approach is employed to answer different type of questions. It has been proposed and 
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argued that research questions in qualitative studies are exploratory and usually they 

are designed to generate information about some aspects and characteristics of the 

studied phenomena. On the other hand, research questions in quantitative studies are 

confirmatory and often are designed to test theoretical propositions, for instance. What 

is more both approaches can be used for generation of a theory and its verification. 

However, mixed method approach provides an opportunity to do it at the same time. 

Firstly, it is possible to test if a variable would affect another one, or if there is a 

relationship between both. In this study I am testing how a number a different variables 

related to motivation (Deci and Ryan, 1985; Ryan and Deci, 2000), acculturation 

strategies (Berry, 1997; Ward, 1997), and depression (Randolf, 1977) change over 

time. Secondly, it can be assessed how and why relationships between variables 

occurs. In my study I assess how changes in motivation (Deci and Ryan, 1985; Ryan 

and Deci, 2000) and acculturation strategies (Berry, 1997; Ward, 1997), are 

interrelated and how that impacts on students’ mental health (Randolf, 1977). 

• Inferences are stronger and better. It has been suggested that different methods 

should complement each other, and they should not have weaknesses that overlap 

(Johnson and Turner, 2003).  At the same time there are two functions of mixed 

methods research which strengthens results: complementarity and triangulation.   

• Mixed Method research offers more opportunities to introduce more diverse views. It 

might not happen very often, however, it is possible that one study could generate 

divergent findings. That would lead to verification of the conceptual framework. 

Consequently there might be different aspect/s that resurface enhancing the originally 

employed concept. In short, there are three possible outcomes: 1) transformation of 

data types, 2) quality audit of inferences, and 3) additional study (a new one or 

additional phase).    

By employing diverse methods, which in this case results in collecting quantitative and 

qualitative data, we place ourselves in a position to achieve understanding of the studied 

phenomenon from two different points of view. The first type of understanding is achieved by 

using the researcher’s conceptual framework that often is based on their theoretical and 

practical knowledge. Hennink et al. (2011, p. 18) refers to this type of understanding as 

understanding from ‘the outsider’s perspective’ and points out that it is often linked to 

quantitative research. The second type of understanding can be reached through 

understanding the same issue but from ‘the insider’s perspective’ (Hennink et al., 2011, p. 18). 

In practical terms it means that the research questions are studied through the lens of the 

studied population. This type of understanding is referred to as Verstahen, which Ormston et 

al. (2014, p. 11) described as ‘studying people’s lived experiences which occur in a specific 
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historical and social context’. As this is central to qualitative research, it is important that 

studied phenomena are described as experienced by the studied population, in their context 

through their own concepts, expressions and words (more on insider and outsider positioning 

in section 3.3 Insider and outsider positioning). 

Very similar to the above discussed concepts are etic and emic perspectives in providing 

different understanding of the issue being researched. Emic viewpoints (culture-specific) allow 

the researcher to gain information on the way the insiders’ view of the world, how they create 

meaning systems, beliefs, values and so on. On the other hand, etic perspectives (culture-

general) bring the view of outsiders, their beliefs and opinions. (Teddlie and Tashakkori, 2009; 

Spencer-Oatey and Franklin, 2009; Patton, 2015; Hennink et al., 2011). 

Both concepts are valuable and contribute to the study design resulting in diverse 

understanding of the concepts in question through: 

• bringing participants’ categories and language (emic) 

• analysing and discussing them in the light of other researchers’ theoretical 

perspectives leading to a development of the researcher’s diverse categories and 

cultural distinctions. 

This study follows what Kim (2001, p. 214) calls an integration of ‘etic-quantitative and emic-

qualitative’ procedures. She points out that this way allows a researcher to achieve a 

maximum level of validity and reliability maintaining ‘maximum theory-research 

correspondence’ (Kim, 2001, p. 218) at the same time. In order to achieve that, the researcher 

recommends combining a survey study based on a large number of participants resulting in 

quantitative data with a qualitative study based on cases chosen from the sample which 

partake in the original quantitative study. 

The above discussion suggests that collecting data through diverse and mixed methods, which 

take different points of views, would require employing various approaches from the 

researcher. At some point the researcher realised that it would be necessary to position 

himself as an insider or outsider in connection to the studied group. The following section 

deals with the process of the researcher positioning himself on the continuum shifting between 

diverse roles allied with insider/outsider positions. 
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3.3 Insider and outsider positioning  

As this research utilised both qualitative and quantitative methods of data collection, the 

researcher had to position himself as an insider/outside depending on a stage of data 

collection and method used. To put it briefly, the concept of insider/outsider refers to the 

relationship among the researcher and those who are being studied. It also involves his/her 

knowledge of theoretical concepts involved in the study and familiarity with the issues faced 

by the participants or even the researcher’s personal experience in relation to the above 

(Kerstetter, 2012). As Corbin Dwyer and Buckle (2009) suggest none of the roles are better 

or worse, they just make you a different researcher.  

Researchers, who are classed as outsiders, often enter groups they study with limited 

knowledge of the target population, especially at the very initial stages of the research, 

whereas insiders are familiar with those communities and knowledge of the investigated 

phenomenon/phenomena. In many cases not only is that knowledge theoretical but also it is 

often personal first-hand experience (Bryman and Bell, 2011; Taylor, 2011; Aurini et al., 2016, 

Coe, 2017). 

The above explanation, even though very brief, implies that it might be very difficult to achieve 

a clear-cut singular position as an outsider or insider. Rabe (2003) points out that none of 

them, insider nor outsider, has privileged position with special monopolistic access to the 

social truth. In fact, both positions are interactive and distinctive and rather fluid when actively 

seeking the truth. The concept of insider/ outsider could be placed on a continuum, where the 

operating social researcher is engaged in the process of data collection by shifting between 

diverse roles allied with insider/outsider positions. By shifting they are not fulfilling one-

dimensional or static role; often they perform overlapping roles.  

Also, both concepts in relation to research could be appreciated within different contexts: 

1. Context of power. In this case there is a danger of losing the balance between 

inclusion and exclusion. Often it is accepted that the power is held by the researcher 

and the ones who are investigated do not have power or at least are less powerful 

than the researcher. The latter are not necessarily always the case as informants do 

have power. They are able to exercise their power in how much and what information 

they are going to release, what they are going to withhold or even how they are going 

to present themselves. More, they can simply refuse to partake in a research, or even 

exercise their legal write to withdraw at a later stage. In case of this research no 

student pulled out and asked to destroy data they provided, but some were not willing 

to participate in diary writing stage (agreed to start with but never produced any written 
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accounts of their experiences) or simply refused to participate. However, there is 

always a possibility that some participants in my research might have withheld some 

valuable information as they were dealing with very personal matters to them. On the 

other hand, those of participants who agreed to be interviewed and/or wrote diaries 

appeared to be open, honest and trustworthy. There is great deal of assurance that 

information shared is of high quality as accounts provided are thick in-depth 

descriptions of personal experiences and feelings evoked at the time. For instance, 

one female shared her experience in relation to being overweight as a teenager and 

how it impacted her life then and now as well as her fears about her future.   

2. Context of knowledge. As mentioned above the insider is the one who holds the ‘inside 

knowledge’, which often is not available to the outsider. Adésinà (2002) points out that 

the researcher would be placed as an outsider especially at the inceptive stages of 

the research. However, this is not always the case as a lot depends on the 

researcher’s familiarity with or strangeness of the subject area or a particular group 

being studied. It is also possible that at the initial stages, a researcher as an outsider 

goes through a transformation process. The moment one starts reading about the 

studied phenomenon or starts reflecting on his /her own experience in relation to the 

phenomenon being studied, they start a process of building knowledge, which might 

be held by insiders. What is more, data collection will provide additional information 

needed to expand that knowledge. In addition to that, some methods of data collection, 

for instance interviews, allow building relationships and trust among the researcher 

and the studied ones, leading to sharing the ‘insider knowledge’. The researcher might 

find himself/herself in the position of knowing not only ‘what’ it is but also ‘how it is to 

be like’ one of the studied (Corbin Dwyer and Buckle, 2009). 

In my case as a researcher I believe I was seen to start with as an outsider regardless 

how much I knew about my participants. This occurred even though I had expanded 

my knowledge about international Indian students from a theoretical point of view 

through reading about a general population. However, my knowledge about the 

chosen sample was rather limited. The more I interacted with them, the deeper the 

knowledge and understanding of them I gained. That also allowed me to build a 

stronger relationship with them, which in the long term resulted in an increase in trust 

they had in me, which lead them to open up more and provide thicker descriptions of 

their accounts.    

Similar concepts in relation to belonging or group membership were originally 

developed by Adler and Adler (1987). They distinguished three different roles: 

a) Peripheral member; this type of researcher does not take part in the group’s 

main activities.  
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b) Active member; the researcher participates in the core activities of the group; 

however, she or he does not commit to the group’s goals and values.   

c) Complete member; that researcher during the duration of the research 

becomes fully affiliated with the group 

It is often the case that a researcher would start the study as a peripheral member 

shifting to a different position (membership) over time (Corbin Dwyer and Buckle, 2009; 

Adler and Adler, 1987). As I described my experience in the above sub-section, it 

appears that I started as an outsider; however, with time and gained trust I become a 

peripheral member. I would not class myself as an active member, because I never 

took active participation in the main activities of the group, even though I accepted their 

values and goals (but I did not committed myself to those values). 

 

3. Context of emic and etic perspectives. In general, the insider adopts the emic 

perspectives and the outside is associated with the etic point of view (Teddlie and 

Tashakkori, 2009; Patton, 2015; Hennink et al., 2011; Naaeke et al., 2012).  It is crucial 

to underline the fact that the aim of this study is to acquire both, etic and emic 

knowledge. The above agrees with what had been advocated by Burawoy (1991, pp. 

2-5) that a social researcher cannot simply be a ‘neutral outsider’ (see the above point 

2). This is not a dialogue between outsider and insider.  What we try to achieve here 

is to gain causal explanation and then understanding. It is relatively easy to gain 

causal explanations (even as an outsider, at the early stages of this study by using an 

instrumentation designed for T1 statistical data collection and later on at T2 stage by 

employing the same instrument), but it would take effort to gain the emic perspectives 

and understanding. Nonetheless, it is achieved once I, as a researcher, became the 

peripheral member. Being in that position allowed me to collect high quality 

accounts, which provided thick in-depth descriptions of personal experiences and 

feelings evoked at the time. Being able to interact with the students, ask additional 

questions for clarification, observing their behaviours, helped me to develop better 

understanding of them, their contexts, motives and values. Similar views are 

presented by Kim (2001) and Teddlie and Tashakkori (2009) who combine self-

understanding of the studied with researchers’ analyses of them.  

Even more, some qualitative researchers, for instance Thomas et al. (2000), utilise insiders 

and outsiders in their health studies as it allows bringing different interpretive frames as an 

outcome of diverse experience of both groups, which effectively involves multiple data 

viewpoints, leading to growth of richness and soundness of analyses and interpretations. As 
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Corbin Dwyer and Buckle (2009) phrased it, the focus is on the space between both 

dichotomous positions.  

Moreover, the researcher often has to employ a fluid position in relation to all three constructs 

and that approach is utilised by both, outsiders and insiders as well. Asselin (2003) points out 

that being a member of the group being studied and a researcher studying that group at the 

same time does not guarantee that she or he would understand a subculture of that group. To 

avoid or rather resolve possible complications in interpreting data Asselin (2003) suggests that 

a researcher as an insider collects data with ‘opened eyes’ assuming having no knowledge 

about the phenomenon under investigation. In this way, as Angrosino (2005, p. 734) 

describes, one becomes a researcher who works in a critical way achieving ‘a greater 

consciousness of situational identities and to the perception of relative power’.  

That approach opens possibilities of utilising and maximising advantages of both positions. 

Corbin Dwyer and Buckle (2009) discussed some of such advantages (see also Breen, 2007; 

Kerstetter, 2012; Peachter, 2012). A researcher as an outsider would possibly benefit from: 

• Increased the depth of understanding  

• Having some amount of legitimacy  

• Being accepted swifter 

• respondents are likely to be more open  

• gathering richer data of a greater depth 

• achieving higher level of trust 

• having easier access to the group being studied. 

At the same time the above listed benefits could be, and often are, criticised; for instance 

questions are often raised about objectivity, authenticity and reflexivity. It is also possible that 

a participant would assume that as a researcher is ‘one of them’ (insider) based on similarities 

consequently failing to explain his or her distinctive and individual experience entirely. On the 

other hand it might be a researcher‘s personal experience or perception/s, leading to 

difficulties in distinguishing it from the participants’ ones. Further, this might result in interviews 

which are not guided by core aspects of the participants’ experiences but the researcher’s. 

What is more, future analyses might also be affected by such undue influence.  Utilising 

outsider position where needed or possible is likely to result in minimising some of the 

disadvantages associated with insider position (Kerstetter, 2012; Chawla-Duggan, 2007; 

Gasman and Payton-Steward, 2006).  

The above clearly points out that there are advantages and disadvantages accompanying both 

positions. Taking one or the other position does not resolve the issue; however, utilising duality 
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of positioning could be useful and appropriate, as suggested by Asselin (2003), which would 

lead to establishing the researcher in the space called by Peachter (2012) ‘hybridity’. 

It has to be noted at this stage that there are very few cases where a researcher could be 

classed as a pure insider or outsider (Kerstetter, 2012; Corbin Dwyer and Buckle, 2009; 

Mercer, 2007). In fact, Mercer (2007) points out that researchers’ identities are frequently 

comparative.  Also, fluidity of the researcher’s positioning within the space between the 

dichotomous insider and outsider positions (Corbin Dwyer and Buckle, 2009; West et al., 

2013) in practice might even be visible through one changing his/her identity as a researcher 

(Mercer, 2007). She explains that the process often depends on the researchers’ personalities, 

participants themselves, the research topics and even place and time of data collection. Even 

though some of the researchers’ characteristics might not change at all through the duration 

of the research, for instance sex, gender or race; however, their significance is likely to reflect 

the research situation or stage and possibly change. 

The multidimensional space between both positions is influenced by researchers’ cultural 

backgrounds, identities and relationships to participants and is mediated at the same time by 

individuals’ characteristics leading to development of different categories of insiders and 

outsiders. Originally that was recognised almost two decades ago by Banks (1998) when he 

named them as: 

• indigenous – insider  

• indigenous – outsider  

• external – insider 

• internal – insider  

Many researchers have now recognised that it is very difficult to represent one pure position 

and that there are number of different competing and often contradictory factors influencing 

researchers and participants. For instance Chavez (2008) in order to explain the four above 

listed positions, placed them on a continuum where the indigenous – insider and external – 

insider are on each end of the continuum with the remaining two positions in between. By 

portraying the typology of cross-cultural researchers in such way, she tries to emphasise the 

fact that positioning is not static or fixed but rather it depends on how close or distant a 

researcher would become in relation to the researched. The indication is that one could even 

become an ‘adopted’ insider during the period of the research (Banks, 1998; Chavez, 2008; 

Corbin Dwyer and Buckle, 2009; Serrant – Green, 2002).  
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3.3.1 Continuum in action  

The previous section indicates that there are benefits and drawbacks related to both positions. 

Corbin Dwyer and Buckle (2009) suggest that some of the issues and concerns might be 

reduced by a researcher through examining his/her own perspective. What is more, they state 

that one does not have to belong to the researched group in order to conduct a research and 

‘adequately represent the experience of the participants’ (Corbin Dwyer and Buckle, 2009, p. 

59). In their eyes it is not a case of occupying one or the other position but rather possessing 

and implementing ‘an ability to be open, honest, deeply interested in the experience of one’s 

research participants, and committed to accurately and adequately representing their 

experience’ (Corbin Dwyer and Buckle, 2009, p. 59).      

As Nowicka and Ryan (2015) point out, being an insider does not resolve issues associated 

with being accepted by the studied group. That was experienced by Moroşanu (2015) who 

migrated to the UK and decided to research other Romanians who also moved to England. 

Even though they all shared ethnicity and cultural background (she provided clear evidence 

of that in the article), she realised that in fact she was rather an apparent and superficial 

insider. What contributed to such simplistic and rather naive understanding of her position 

(insider) to start with were gender differences, educational experiences as well as rural and 

urban background often resulting in misunderstanding. 

As noted by Nowicka and Ryan (2015), the relationship between the researcher and the 

researched, when they share nationality and/or ethnicity, is often influenced and transformed 

by other categories (e.g. gender). Amelina and Faist (2012) as well as Glick Schiller and 

Çağlar (2009) urge researchers to move beyond boundaries of ethnicity.  What is more, 

Nowicka and Ryan (2015) point out that our experience and life trajectories, regardless of our 

origin, can distance different people (that include the researcher and participants) but also can 

bring them together when commonalities are created or unexpectedly uncovered, therefore 

they question the usefulness of insider and outsider positioning in research involving migrants. 

The above was experienced by Ryan (2015), who lived in London (as an Irish migrant) at the 

time of conducting her research. The two groups of migrants she investigated were Polish and 

Irish (see also Botterill, 2015; an English researcher in Scotland researching migrants from 

Poland).  By employing a comparative approach she was able to document how different 

factors, such as gender, age or parental status, influenced the dynamics of the research 

process.  She concluded that age and some specific life experience associated with migrants 

were the most salient factors influencing the establishment and development of trust and 

rapport, not the ethnicity or nationality. That outcome is aligned with previous findings reported 

by Wimmer (2004).  
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Paechter (2012) shows that it is possible to occupy the ‘hybrid’ space and be both, insider and 

outsider, at the same time. In her research, which involved investigating an on-line community 

of divorcees, she was already an active member of the community known to others only by 

her pseudonym when posting on a regular basis for years (an insider).  Simultaneously for the 

duration of her research, she decided to enter the site as a real person and revealed her real 

name. Those posts were only about the research and not posted on regular basis (an 

outsider). She noticed that the majority of the community (participants) might not treat her as 

‘a full community member’ (Paechter, 2012, p. 76). At the same time the double role she 

performed and her inside knowledge of the community (as a long standing member) allowed 

her to feel as an insider.  

The examples provided above are only a small number of studies, which expose dichotomies 

of insider and outsider positioning and its issues. It is clearly visible that researchers are often 

entangled in a complex and fluid position, which in fact is a mix of both, which demands that 

the researcher move from one to another (West et al. 2013). That also is the case with my 

own positioning; that is illustrated in the next section. 

 

3.3.2 Myself and the continuum 

At the very early stages of my research I was rather oblivious to the aspects discussed in the 

previous section. Initially I thought that all I had to do was to ‘go out there, collect data and 

analyse it’. I thought that I would be an outsider as a researcher mainly because very shortly 

after completing my MA Intercultural Communication I started working at the University of 

Bedfordshire as a teacher. Initially I was employed as a visiting lecturer teaching English for 

Specific Purposes and Academic English those who had to improve their English before 

enrolling on MA or MSc provisions (only occasionally BA degrees).  

The following year I became a full member of staff teaching Communication in Business with 

very limited teaching experience and partial knowledge about curriculum and the English 

educational system. Shortly after that I faced the opportunity of becoming a part-time PhD 

student funded by the UoB and conducting a research in subject areas in which my knowledge 

was almost non-existent. I was aware of acculturation processes, however, motivation and 

depression were areas I was not familiar with. Not only was the research subject novel to me 

but also context and the settings at the university, as well as, the background of my chosen 

cultural group to participate in the research. At that stage I felt I was an outsider researcher 

aware of my ‘foreignness’: white ‘other’ (as I would be described on official documents); a 

middle aged man with a strong Eastern-European accent.  
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At the time I would not be seen by the Indian participants as an insider at all. Even I felt more 

a part of the teaching team than anything else. I spent most of my time in the teachers’ office 

than in a doctoral students’ room. 

However, with time I was gaining more knowledge about the subject matter through reading 

for my work as a doctoral student and preparation for classes I was to teach. Even though I 

was very busy as a member of staff, I slowly started to realise that I had a lot in common with 

the students I was soon to start working with on the project. It was not only my ‘foreignness’ 

but all the experience I had as a student in both countries: Poland and England. As a student 

I did experience two very diverse educational systems: 

• Poland, where the vast majority of teachers employ a teacher-centred approach, not 

allowing students to express themselves or ask questions to clarify meaning of matters 

discussed, as it  might possibly lead to ‘losing a face’ (Spencer-Oatey, 2000, 2008; for 

additional explanation please see pp. 45-48) by a teacher. That would be often 

considered as challenging a teacher. It is a teacher who is the most important person 

in a classroom, who is often treated as if he or she was a ‘god’. 

• England where a large amount of teaching often takes place through student-centred 

and communicative approaches (Saraceni, 2003, 2013). It is the student who is ‘the 

number one’ in the classroom, not the teacher.   

I realised that I had actually experienced similar changes and adjustments and I had to make 

them in order to be successful at work and the university as a student or even to survive in 

some instances. Those students from India I was about to start investigating were to 

experience similar processes of acculturation. Of course, Poland and India are two different 

countries and those students would have different previous experience, customs, habits and 

needs influencing their acculturation or/and pragmatic transfer (Žegarac and Pennington, 

2000, 2008). Nevertheless, there are some comparable elements in the two educational 

systems, which I decided to use in the ‘bridge building’ process to gain their trust.   

Nevertheless, I prepared myself for the next stage, which was to conduct my first stage of the 

pilot study in October 2013 (March intake; at the time the UoB had four different intakes during 

an academic year for post-graduate students: October, November, March and May). Having 

prepared questions for semi-structured interviews, I was a bit anxious as to how I would 

conduct the interviews. As that group of students had already met me in the past, and they 

were open and friendly. They were very eager to help and be a part of the research. Some of 

them were interested in my background, asking questions in relation to my study in order to 

find out what it was like to be a doctoral student. That indicates they saw me as a student, one 

of many foreign students at the university, which had a very diverse student population. More 
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important, the possible implication is that we did not struggle with issues related to ‘power’ 

(Rabe, 2003; Denscombe, 2014) or ‘relational asymmetry’ as phrased by Wertz et al. (2011). 

They did not see me as a teacher with power nor did they simply refuse to partake in a 

research.  

The collected information as well as the literature I had read formed a foundation to a pilot 

questionnaire which was distributed to another group of students a few months later (March 

intake 2014). I contacted and received needed permissions from relevant gatekeepers and 

information (including e-mail addresses) to contact selected students on-line. I realised that I 

saw myself at that stage as a ‘project manager’ in charge of themes and methods of data 

collection and the students were only a source of data. As the response rate was rather 

dissatisfying (below 20% after sending reminders twice) I also realised that in order to resolve 

that issue I had to work on developing a relationship between me and the students.   

When I was ready to distribute the first set of questionnaires for the main study in November 

2014 I was still very much an outsider. I had just started to be mindful of how complex 

establishing rapport between myself and the students was going to be (Spencer-Oatey, 2000, 

2008). Initially, I met each cohort of students face to face, introduced myself (as a researcher 

and student), presented the research and got students’ expressions of willingness to 

participate by completing the questionnaire on line. I was delighted to see almost all of the 

students in the room writing down e-mail addresses and expressing their willingness to 

participate, however, often the response rate was rather dissatisfying after the first distribution, 

so the data collection happened in classrooms after their units were delivered. For the next 

couple of weeks I spent time with students talking to them in corridors, the library and on 

campus between different lectures trying to get to know them better. I even printed pictures of 

those students with their names written just below pictures and attached them above my desk 

trying to memorise their names. In most cases familiarising myself with the students resulted 

in increasing the response rate by a half. Yet, that was only the first time of quantitative data 

collection (T1) within the first four weeks of each intake in my sequential data collection design.  

Little did I realise at that stage how much effort, preparation and relation-building it would take 

to collect good quality, rich and meaningful data. Some of the students were writing diaries 

throughout an academic year and others were asked to participate in interviews at the end of 

their studies. Even more important was to make all of the students who completed T1 

quantitative data collection so involved that they would participate once again but this time in 

the T2 collection. That was vital as T1 data had to be compared with T2. It was a learning 

journey to follow those students through an academic year, talking with them, participating in 

their lives and helping them as well. For instance, once my data collection was completed with 
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a particular cohort I provided additional support for all students (including those who did not 

participate in the study) on methodology and research design as they were just about to start 

working on their final projects: dissertations. On different occasions students, when they saw 

me passing by in a corridor, invited me to share a home-prepared traditional Indian lunch with 

them, which often was shared from one plastic container.  

During interviews, which started with providing a general brief of the study and students’ rights 

(please see appendix B, p. 266 for the consent),  I allowed them to express themselves without 

interrupting, even when they started talking about subjects not necessarily relevant to the 

themes of my questions (on the service anyway). The interlocutors were not contradicted, nor 

did I expose my diverse and often conflicting thoughts on some aspects discussed. All that 

resulted in development of trust between us so the interlocutors felt free to say what they really 

thought at the time. For example, one female interviewee talked about her being overweight. 

These feelings led her to purchasing a gymnasium membership and so by working out, she 

would look like others. On another occasion a different female participant started talking about 

her sexual relationship with her boyfriend without even being asked. The fact that some of the 

participants were very open about delicate subjects and happy to share them with me 

indicated that at some point I might have been seen as a peripheral insider (at least as a 

student with similar issues and experience) or an external-insider (Banks, 1998).  

In such situations during interviews or any interaction with the students I repeatedly found 

myself doubled-positioned. On one hand I was an insider as a student with a comparable and 

corresponding experience and knowledge in relation to discussed topics. On the other hand I 

was an outsider with a more critical approach to everything what had been said, occupying a 

neutral position until I was able to analyse it through theoretical concepts to achieve some 

understanding. I had to develop abilities and capacities for distance and empathy at the same 

time. Because these were developed and nurtured simultaneously it resulted sometimes in 

emerging contradictive and conflicting ideas, which I was not able to share with the participants 

(Coe, 2017).    

Often the above described process of moving from one position to another had to be repeated 

with every new cohort. In practice it meant that I was as a typical outsider to a new intake of 

students and at the same time the older groups, which knew me better treated me as an insider 

(for data collection time line look at chart 1., p. 96). 

All that was only possible as we learnt how to develop and maintain the relationships between 

us. That would align with Barnett (2007, p. 8) stating that the approach to learning ‘is a 

relational matter influenced by the context’.  
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3.4 The design of the study 

Prior to data collection, a systematic step-by-step process has been developed in order to 

conduct the current research. This process has subsequently allowed the researcher to 

identify boundaries of the research such as the setting of the study, typology, sample frame 

and sampling methods as well as size and other issues. A deductive approach has been used 

to identify and shape the above listed elements (Saunders et al., 2016; Teddlie and 

Tashakkori, 2009; Farquhar, 2012). 

In fact, both deductive and inductive approaches were combined for the purpose of this study 

(Saunders et al., 2016; Teddlie and Tashakkori, 2009) as the choice and implementation of 

research logic depends largely on the research aims and objectives (Creswell, 1994). 

However, it has to be noted that it did not take a form of a typical abductive approach 

(Suddaby, 2006).  In practical terms the research started with noticing surprising facts and 

behaviours of some students. In order to gain some explanation of those students’ conduct, 

the deductive approach was employed, sometimes called hypothetico-deductive (David and 

Sutton, 2011; Sakeran, 2006), which starts with reviewing existing literature based on which 

a conceptual framework can be developed and an hypothesis leading to a process of testing 

them (operationalisation of the construct, collecting and then analysing data) resulting in an 

acceptance or rejection of the hypothesis.  

Therefore, this study has started with a literature review, which was to assist the researcher 

with achieving a better awareness and comprehension of the research field. It also helped with 

identifying the theoretical gaps and needs and then with development of a conceptual model. 

Factors that are used to build the model are validated and confirmed (literature) and then 

operationalised.    

Then the pilot study was executed at two different stages gathering qualitative and quantitative 

data through employing both logical processes (deductive and inductive). For the purpose of 

conducting mini interviews an inductive approach was employed. A typical aim of this 

approach is to develop a theory based on data that encompass the research participants’ 

points of view on aspects (factors) of the world (Gill and Johnson, 2010).  At this stage the 

researcher was interested in gaining detailed and thorough comprehension of the phenomena 

under the investigation (motivation and acculturation). As a consequence of that logic, 

psychological distress was identified as an additional aspect that had to be incorporated into 

the study resulting in going back and widening the literature review and then altering the 

conceptual framework and hypothesis.  
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At later stages, during the main qualitative data collection and their analysis, the inductive 

approach was used to gain the maximum informed insight of the phenomena so the qualitative 

findings could be better explained and understood through triangulation of sources and 

methods (Teddlie and Tashakkori, 2009), which allows ‘the use of multiple perspective to 

interpret a single set of data’ (Patton, 2015, p. 247).  

The next section explains in greater detail how different methods were combined.  

 

3.4.1 Typology  

The previously explained ontological, epistemological and philosophical views and arguments 

inspired and influenced the researcher when making methodological choices. The decision 

was made to use iterative sequential mixed design (Teddliee and Tashakkori, 2009). Using 

Morse’s (2003) system of notation, this multistrand sequential research is designed as follows:  

QUAN → QUAL → QUAN → QUAL.  

In practice the design was used by employing a survey as the very first strand. For the purpose 

of this stage a number of level seven business students were participating and providing 

quantitative data. The distribution of the survey took place within the first four weeks of each 

cohort entry point. The survey had been designed to test and provide an overview of levels 

and types of students’ motivation, cross-cultural adaptation and psychological distress. It had 

been anticipated that the questionnaire, as a method, would reveal correlation of some 

variables as indicated by employed theories. 

Once the surveys had been completed by respondents, they were asked to participate in a 

longer study over one academic year (second strand). Once a number of participants 

volunteered they were asked to write diaries recording important, memorable and unusual 

experiences they had in private life as well as at the university. For the purpose of this 

qualitative data collection, the students were asked to describe an event/s they experienced, 

explain how that experience affected them (including feeling/s it would evoke) and provide 

their own understanding of those events.      

The third strand of data collection took place at the end of an academic year when the same 

sample as in the first stage was invited to participate in another survey. The main objective of 

this quantitative data collection was to observe if any changes took place among the 

participants in terms of their motivation and adjustment to the new settings. 

The final strand took place after completing the third one as volunteers were chosen from the 

sample that completed both surveys. Semi-structured interviews were chosen at this point to 
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investigate the underlying forces and complexity of cross-cultural adaptation, depression and 

motivation.  

For the visualisation of the study design, please see the following table 1: 
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3.5 Data collection 

In the following sub-sections our attention will focus on the research population, techniques 

that were used for sampling, its size and instruments used in the process of data collection.  

 

3.5.1 The research population 

Often it is the case that a suitable sample needs to be selected from the research population 

in order to complete the study as collecting data from the whole population often might be time 

consuming and too costly due to the size or its dispersibility. Bryman and Bell (2011) defined 

population as ‘the universe units from which the sample is to be selected’ (p. 182). This study 

involves the population of post-graduate business students from India at the University of 

Bedfordshire. The reasons behind choosing the population stem from:  

• the researcher’s personal interest in the Indian culture the research population 

represent; 

• the rapidly increased number of Indian students over the period of the last five years; 

• increased number of problems/issues involving the Indian students contributing to 

misunderstandings between the university staff and the students, which to a certain 

extent would affect the students’ motivation to study, acculturation processes, possibly 

increasing the level and extending the length of psychological distress and then 

affecting the students’ performance; 

• researcher is in control of the population’s characteristics, including demographic ones; 

• also, students are often chosen as a research population by other researchers as noted 

in the literature section. 

 

3.5.2 Sampling techniques 

One important decision a researcher needs to make in relation to the data collection process 

is whether the whole population is to be researched or not. If the answer is ‘yes’, meaning that 

the data collection is going to be from the whole population then there is no need to sample. 

Saunders et al. (2016) refers to data collection from every possible case (population member) 

as census. However, as Saunders et al. (Saunders et al., 2016) clarifies later, a census could 

be impracticable, expensive and time consuming consequentially the results would be 

obtained rather slowly. For that reason, researchers need to select a small group from the 

whole population called a sample.  
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Sampling is a process used by researchers to choose a smaller number of cases from a bigger 

pre- defined group (population) in order to participate in a study as a source of information 

(Sharma, 2017). However, before the specific choices were made, a number of different 

factors were taken into account such as: 

1. population size 

2. variance of the population 

3. research objectives 

4. financial aspect of the research 

5. accuracy of the anticipated results 

6. precision needed to make inferences 

7. homogeneity (and heterogeneity) among cases 

8. and technics used to sample.   

This study utilised both sampling techniques: probability (also called random) and non-

probability. The former technique guaranties that each case has equal chances to be selected 

and it is most commonly associated with a survey as a strategy. In probability sampling the 

researcher is required to take into account objectives and research questions in order to select 

a sampling frame, then make a decision on a sample size, choose the technique and then the 

sample, and finally check representativeness of the sample in relation to the population. Not 

only is this fair, relatively easy, and an unbiased approach, but also does this technique 

ensures that the chosen sample is representative of the population.   

Within the rage of non-probability sampling techniques it was decided to employ purposive 

sampling (for interviews) and self-selected volunteers (for diary writing). The former provides 

a good possibility to obtain necessary information and the latter technique ensures a higher 

level of willingness and commitment to provide information about the studied phenomena 

(Sharma, 2017; Saunders et al., 2016). 

For those reasons the researcher decided to use different sample techniques, and yet 

techniques were changed during the process of data collection due to unforeseen 

circumstances, as discussed in the forthcoming sections. 

 

3.5.3 Pilot study 

For the purpose of testing the designed research instruments, a pilot study was conducted at 

two different stages of the project. To start with there were mini interviews conducted with 

students who were at final stages of their degrees preparing themselves to undertake a 
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dissertation (N=10). Their experiences in relation to private and university lives were the focal 

point of our discussions. The purpose behind it was to ensure that the literature review 

conducted covered all factors (issues) impacting on the students and to gain their feedback 

(Cohen et al., 2013).  

The sample units (cases) were selected in this instance through a non-probability purposive 

sampling technique, where the selection is ‘based on a specific purpose rather than randomly’ 

(Teddlie and Tashakkori, 2003, p. 713, 2009; Onwuegbuzie and Collins, 2007; Saunders et 

al., 2016). The gathered data indicated additional factors that were taken into account when 

widening the literature review and also helped with designing a questionnaire. 

For the second stage of the pilot study a gate keeper at the University of Bedfordshire was 

approached and asked to provide contact information about the international post-graduate 

students of Indian origin. Once the list was provided, a sample frame of almost 1,500 cases 

was created, which also identified stages of a study the participants were at. That allowed 

creating two subgroups; the first one consisted of participants who just started their degree 

and were at the very beginning of the first semester and the second one comprised participants 

who were at the final stages of their degree. 

This stage of the pilot study involved a distribution of the questionnaire to sample units which 

were selected based on a probability simple random technique (Saunders et al., 2016) 

involving stratified sampling at the same time (Teddlie and Tashakkori, 2009; Bryman and Bell, 

2011, O’Leary, 2017) when the two subgroups of participants were targeted (N=54). The 

sample technique used was an appropriate one as the purpose of this stage was to check 

whether the layout, instructions and questionnaire items were clear to the participants. This 

stage allowed for the removal of any difficult wording which would create ambiguity during the 

main data collection. Also, it allowed to measure behavioural changes between both 

subgroups (stratas). 

This stage also provided an opportunity to start strengthening reliability of the items. Items 

which were below the required Cronbach’s alpha value were made redundant.  Generally 

speaking, any items with the Cronbach’s α range between .7 and .8 could be accepted as 

reflecting the construct consistently. However, as Field (2013) argued α=.65 could be accepted 

(or in some case even lower value) as the value often is influenced by the number of items. 

For the purpose of the current study it has been decided that any items influencing negatively 

the value of a scale bringing α value below .65 were to be removed (Field, 2013). 

Because the pilot survey return rate was at a suitable level (35%) and the size of a possible 

frame in an academic year of 2014/15 was predicted to be comparable to the pilot frame (until 
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then the UoB experienced sharply increasing rate of students from India applying for master 

provisions, especially in business studies), a decision was made to alter the time horizon of 

the study from cross sectional to longitudinal (Saunders et al., 2016).  

 

3.5.4 The main data collection  

Since the UoB Business School had four different intakes in any academic year at that time 

(October, November, March and May), it was not possible to know the whole frame and its 

size at the beginning of the data collection process. As mentioned previously it was assumed 

based on figures from previous years that the frame size would exceed 1,500 cases and 

therefore it was calculated that the researcher would have to collect at least 306 questionnaires 

completed twice (T1 and T2) by each participant within one academic year in order to achieve 

a sample that is representative of the whole population.  

However, as the time horizon was switched to a longitudinal study, there was no need to 

conduct stratified random sampling, because each participant would complete a questionnaire 

at the beginning of their study (T1) and at the end (T2). Instead it was decided to approach all 

Indian business students at MA level; the approach, which Teddlie and Tashakkori (2009, p. 

188) refer to as a ‘complete collection’.  

The process of data collection commenced shortly after the researcher’s transfer seminar in 

order to gain access to as many cases as possible and not to lose participants from the first 

intake.  When T1 survey data collection from the first two intakes was completed, it became 

evident that the number of participants at that stage was very low (N=30) due to a low number 

of international students (Indian in particular).  

The reason behind the issue with low numbers of international students at that time was an 

unforeseen and uncontrollable event that took place during summer 2014 leading to the 

temporary suspension of international students intake by UoB, which was followed by a period 

of low and only slowly increasing intake in international student numbers (see Parris – Long, 

2014; Grove, 2014). Even though the suspension was lifted in August 2014 (Grove, 2014), it 

affected the recruitment process of international students significantly.   

When the T1 survey data collection from the third intake was completed, it did not show any 

signs of improvement in terms of number of participants. That indicated a strong possibility of 

not having enough participants to complete quantitative data collection within one academic 

year. This situation was an additional reason supporting a decision to employ the ‘complete 
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collection’ approach. What is more, because of the situation a decision was made to extend 

the data collection process by an additional academic year.   

 

3.5.5 Methods 

As the previous sections clearly spelled out, the research design involved four different 

sequences employing three different methods of data collection: questionnaires, diaries and 

interviews.  In this section their structures, validity, reliability and procedures of data collection 

will be discussed. 

 

3.5.5.1 Instrumentation 

The Self-Assessment Questionnaire contains a cover sheet, followed by a section asking 

about general personal information leading to the main part, which includes different merged 

and adapted scales (see Appendix A, p. 258).  

It was important that the information included would not involve deception (Denscombe, 2014; 

Bulmer, 2008) and at the same time it would not lead to reactivity (Patton, 2015; Bryman and 

Bell, 2011) often known as the observer effect (Denscombe, 2014). This is why that section 

only explained the purpose of the study briefly, guaranteed confidentiality and anonymity.  

The personal information section produced general demographic information as well as other 

facts which would allow distinguishing subgroups within the sample at later stages. For 

instance, the participants were asked about their type of accommodation and who they shared 

it with, whether they worked and with whom and the length of time they had already spent in 

the UK and so on. 

The main part of the questionnaire was constructed out of different instruments employed in 

previous studies aiming to assess motivation, acculturation and physiological distress: 

1) Depression items (CES-D) 

The decision has been made to assess physiological distress through the Center for 

Epidemiological Studies Depression scale (CES-D; Radlof, 1977). The scale was developed 

for use with the general population and has been proved to be valid and reliable (Cronbach’s 

alpha >.85) Also, this scale has been wildly employed to elicit symptoms of depression or for 

diverse purposes for instance, Hann et al. (1999) employed the instrument to assess its 

psychometric properties, and Brown et al. (2003) used it to assess the role of mindfulness in 

relation to psychological well-being. What is more, it would be possible to use comparative 
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analysis as the scale was used with different populations, such as Korean (Hurh and Kim, 

1990), Asian American (Kuo, 1984), Mexican American (Roberts, 1981) or Chinese American 

(Lin et al., 1979). Also, Rice et al. (2012) employed CES-D tool to measure acculturative stress 

and depression among Indian (N=166) and Chinese (N=129) international students in the 

USA. The same instrument was used in a study conducted earlier on by Rahman and Rollock 

(2004). This study revealed a more than a half of the sample (N =199) had symptoms of clinical 

depression (for more information on depression and CES-D please see pp. 60 and 71). As we 

can see the instrument has been employed in a number of diverse contexts, including 

educational, and with different populations, including international Indian students. For the 

above listed reasons it has been concluded that the instrument meets the criteria of this study.    

Of course there are a number of different instruments that could have been used in this 

research for example, Beck Depression Inventory (DBI; Beck et al., 1988; Beckham and Leber, 

1985) or Self-Rating Depression scale by Zung (1965). Not only are they reliable and valid but 

also they are often used in cross-cultural studies.  The latter one was employed to measure 

psychological adaptation among international students (Ward and Kennedy, 1999). However, 

both contain items measuring frequency of having sex, which were likely to generate untruthful 

responses (reactive behaviour; Patton, 2015). On the other hand the CES-D is content- and 

value-free instrument (Hurh and Kim, 1990) had already been used effectively with diverse 

cultures and this was the main reason why the tool was employed in this study. This instrument 

was used in the exact form as it was designed originally (Radlof, 1977), without any adaptation 

to the sample used in this study.  

2) Sociocultural Adaptation items 

For the purpose of this study it was important to assess difficulties the students had with 

adjusting themselves to the new environment, their extent and how they managed to overcome 

those issues. That is why the 29-item Sociocultural Adaptation Scale (SCAS; Ward and 

Kennedy, 1999) was adopted. The originally developed instrument by Ward and Searle (1991) 

has been used in a number of studies proving its validity and reliability through longitudinal 

and cross-sectional studies on diverse cultures including international students. Ward and 

Kennedy (1999) reported that items had reliability alphas >.75 (M=.85). Nonetheless, the 

biggest advantage of the SCAS is its flexibility, which was clearly pointed out by Ward and 

Kennedy (1999) when they explained that the scale could be adapted and modified depending 

on ‘the characteristics of the sojourning sample’ (p. 662).  

What is more, the Sociocultural Adjustment Scale has been proven consistent as it has been 

tested to establish its validity and reliability (Ward and Kennedy, 1992, 1996, 1999; Ward, 

1996). For that reason, the model has been adopted and employed in this study during 
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quantitative stage, allowing to gain a better evaluation of adaptation processes and their 

impact on Indian business students. Even though students might have their own plans in 

relation to their adjustments, as they would be connected with students’ personal goals, the 

model encompasses handling external demands of a new context and psychological distress. 

Also, The Acculturation Index by Ward and Rana-Deuba (1999) was taken into an account 

when identifying additional factors influencing adjustment processes. Ward and Rana-Deuba 

(1999; also Brunsting, Zachry, and Takeuchi, 2018 and Shu et al., 2020) explain that social 

support, life changes and personality would be employed to predict psychological adjustment, 

while psychological adjustment is correlated with length of stay, one’s language proficiency 

and abilities, quality of developed and maintained relationships with the host culture as well as 

cultural distance. 

In the light of the above the scale has been modified and three different domains were 

developed:  

• academic life (11 items). Most commonly identified issues are related to learning 

strategies and styles, academic performance, classroom engagement, language 

proficiency and academic skills as well as academic conventions. For instance, 

Bamford (2014) identified culture per say as a contributing factor to the raised level of 

complexity of educational experience. Other studies have a tendency to identify roots 

of students’ academic issues by investigating more particular aspects of the teaching 

and learning processes. For instance: learning processes and strategies (Zhou, Lee, 

and Sin, 2017; Sopandi, 2017; Loh and Teo, 2017), learning styles (Loh, and Teo, 

2017; Logue, 2020), classroom interaction (Haerazi, Vikasari, and Prayati, 2019), 

academic expectations (Badwan, 2017), academic skills (Jiang and Chen, 2019; Dinh, 

2019) and plagiarism (Adhikari, 2018; Marom, 2021; Ison, 2018). More on the subject 

can be found in section 2.4.12.1 Academic life adjustment p. 62. 

• contact with people (9 items). International students’ social life is looked at in research 

from two different points of view. On the one hand, factors affecting students’ social 

interaction are investigated (for instance, a study conducted by Volet and Ang (2012) 

points out that contacts among international and host students support development of 

tolerance and diversity, cultural understanding, intercultural skills and creative 

thinking). On the other hand, researchers investigate how characteristics of such 

interactions impact on overall experience and satisfaction of life when acculturating to 

a new culture and intercultural communication competence. For instance, Kudo and 

Simkin (2003) identify elements which enhance development of relationships among 

culturally diverse groups of students such as self-disclosure and similar age and 
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character features, frequency of interactions and openness of other cultural group. 

More on the subject can be found in section 2.4.12.2 Social life adjustment, p. 64.    

• and daily life (9 items). Some might believe that academic life has nothing or very little 

to do with daily life; Turner (2002) sees that differently. Adjusting to a different cultural 

settings in terms of everyday life activities still involve substantial effort and could be 

rather stressful. That process requires from sojourners physical effort to collect 

information about their new environment. It becomes increasingly difficult as 

international students usually have limited financial resources and friends in the new 

settings (Smith and Khawaja, 2011; Xiong and Zhou, 2018). Rabia (2017) identifies 

four themes which are commonly discussed in literature: cultural differences, issues 

with the language, culture shock, and isolation. More on the subject can be found in 

section 2.4.12.3 Daily life adjustment p. 66.    

The above mentioned aspects were taken into account when adapting SCAS (Ward and 

Kennedy, 1999) for the purpose of this study. In addition there were two items eliciting actual 

and perceived level of English and one looking into attitude toward local people. The items 

were placed on 5-point Likert scale allowing the respondent to indicate to what extent they 

experienced the problem with them, or to what extent they agreed/disagreed with a statement 

(item). 

At the same time an additional instrument, originally designed by Berry (1997), was adapted. 

The intention was to measure adjustment changes over time and adjustment strategy in terms 

of assimilation, integration, separation and marginalisation (Berry, 2011). Even though the 

model is concerned with immigrants, Berry (1997) clarifies that regardless of different factors 

and contexts leading to acculturation, the model can be applied to different acculturating 

groups. In his model, strategies of acculturations are linked to individuals’ approaches towards 

their own cultures and the dominant culture. 

With multicultural societies, each group (dominant or not) and individuals deal with other 

cultural groups and their members. Therefore they need to decide how to interact with each 

other, or in other words how to acculturate. Berry (1997, p. 9) believes that members of a non-

dominant culture decide how much participation, or contact, they want to have with the 

dominant culture and to what extent they want to preserve their own culture. This is why it was 

decided to adapt instruments in this study designed by Berry (1997).  

There is a number of studies which examined the acculturative approaches. Just to mention 

some, Needham et al. (2018) conducted a cross-sectional study that involved South Asian 

immigrants (N=856) in the USA. They were able to identify the three most popular strategies 

of acculturation: assimilation, integration and separation. Naidoo and Mahabeer (2006), after 
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having researched Indian students (N=106) in South Africa and compared them with African 

students (N=63), concluded that samples used integration strategies  as that allowed them to 

maintain collectivist family values as well as some individualistic values. When Fayzullina 

(2019) investigated patterns of how international students acculturate themselves to a new 

academic environment it was concluded that the process of acculturation is closely linked with 

students’ backgrounds (including social and individual). Moreover, three steps of adaptation 

were identified: development of autonomy, assimilation and integration. More on the subject 

can be found in section 2.4 ‘Acculturation defined’ p. 38 and 2.4.11 ‘Strategies of acculturation 

in education’ p. 60. 

 

3) Motivational items 

According to Deci and Ryan (2000) motivational studies need to incorporate two aspects: 

motivational level and the goals’ content. As a starting point to fulfil both requirements was the 

Academic Motivation Scale (AMS) originally developed by Vallerand et al. (1992). The scale 

consists of 28 items designed to assess different types of behavioural regulators specified by 

Organismic Integration Theory (OIT; Deci and Ryan, 1985) a part from integrated regulation. 

The fully validated scale, which had alpha values between .72 and .91, was modified and used 

in different studies; for instance Pelletier et al. (1995) used it to develop Sport Motivation Scale 

(SMS-28) and Lafrenière et al. (2012) employed it as a base for the Gaming motivation Scale 

(GAMS). 

Also, the Self-Regulation Questionnaire - Study Abroad (SRQ-SA; Chirkov et al., 2007) with 

reliability alphas >.77 was adopted for this study. However, some items were of a very low 

reliability level (as low as α=.55), but they were not taken into account when constructing an 

instrument for this study. 

What is more, additional variables were identified in studies involving SDT, especially variables 

in the domain of integrated regulation. The studies which were scrutinised for that purpose 

involved investigating motivation at work (Moran, 2012) and online learning (Chen and Jang, 

2010). 
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3.6 Validity and reliability of quantitative data 

It is accepted and expected that prior to commencing data analysis, the set of data meets 

validity and reliability requirements, which would prevent a researcher from making any errors 

and possibly misinterpreting the data. For the above reason the next sections are dedicated 

to safeguard that the data collected for this project are reliable and valid. 

 

3.6.1 Validity of quantitative data 

Bryman and Bell (2011) strongly point out that valid data is crucial in any research. They 

explained that data validity signifies whether an item, or a number of them, measures a 

concept that was designed to be measured (also Field, 2018).  In other words, it is the 

appropriateness of an indicator designed and its suitability to gauge what was planned to 

assess and measure.   

Two main types of validity have been identified. Burns and Burns (2008) listed external validity 

and internal validity. Broadly speaking, the former refers to application of findings and 

conclusions to the studied population (or even other populations). Simply put, external validity 

indicates to what extent we could generalise findings to other contexts. The latter shows to 

what degree conditions in the study were controlled. 

At the same time, there are a number of different kinds of validity. Most commonly employed 

practically in social research and discussed by methodological scholars are construct validity, 

content validity, criterion validity and face validity (Bryman and Bell, 2011; Burns and Burns, 

2008). In the next subsections our attention will be focused on these types of validity.   

 

3.6.1.1 Face validity 

Face validity is described by Burns and Burns (2008) as ‘public relation validity’. What they 

meant by that is whether the designed instrument ‘looks like’ to gauge the intended item or 

variable in a relevant and transparent way. It is often viewed as a subjective process as it is 

based on the researcher’s judgement and opinion of subject area specialist. In the case of this 

project, face validity was established during developing and testing instruments. In particular, 

feedback from participants of the pilot study were gathered along with the opinions of different 

academics in order to improve and develop the instruments, which were later employed in this 

project for data collection. 
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3.6.1.2 Content validity 

It has been suggested by Burns and Burns (2008) that a degree to which a designed 

instrument or measurement reveals the content that was planned to be studied is content 

validity. In practical terms it simply means how robustly the measures or instruments were 

developed by the researcher in order to investigate and assess a concept (or variable/s) in 

question. The current research has adopted an integrated and rather broad approach to two-

phase process in order to confirm the content validity. The initial phase involved identifying 

and specifying what was intended to be assessed and measured by carrying on a wide-ranging 

review of literature. The following phase was focused on conducting a pilot study, when 

questionnaires were piloted and expert and academic feedback was gathered.    

 

3.6.1.3 Criterion validity 

Frequently the criterion validity is referred to as external validity.  McDaniel and Gate (1999) 

explain this type of validity as the degree to which research results could be generalised in 

different contexts, samples and settings. Burns and Burns (2008) also point out that in terms 

of criterion validity we could deal with predictive validity that would allow the researcher to 

predict a degree of possible future outcomes based on existing measures. In this particular 

project data from previous studies were not accessible to the researcher that could be 

measured in the same questionnaire. Therefore, it was impossible within the present study to 

evaluate criterion validity by employing any direct measures. The issues was addressed in 

other ways by adopting a range of results, analysis and findings from previously published 

studies.  

 

3.6.1.4 Construct validity 

Lacobucci (1996) points out that there appear to be some overlapping similarity between 

general understanding of the validity term and construct validity, which has received maximum 

attention from the methodologist researchers. McDaniel and Gate (1999) listed two kinds of 

validity, which establish the construct, namely discriminant and convergent ones. The former 

indicates missing associations or similarities among measures which should not be the same. 

The latter type of validity indicates to what level diverse instruments gauge the same or similar 

constructs. In other words, it is a level or likeness among diverse measures designed to assess 

one concept. In order to deem the existing measure valid, both types of validity need to be 

present in this study.      
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According to Lacobucci (1996), one of the most precise and effective means to assessing 

construct validity is conducting a factor analysis because the factor analysis allows factors to 

be separated from diverse ones (discriminant validity) and also it allows factors, which are 

alike, to be grouped (convergent validity). Therefore it is indicated that factor analysis would 

be beneficial and used to conceptualise and assess both types of validity. Prior to assessing 

the construct validity through employing factor analysis this research would like to discuss 

some key related aspects of factor analysis with respect to the methods of extraction and 

rotation, as well as establishing the number of variables which need to be extracted.  

 

3.6.1.5 Method of extraction 

One of the major focuses of this research is to employ three theoretical constructs namely self-

determination theory (Deci and Ryan, 1985, 2000), depression (CES-D, Radlof, 1977) and 

acculturation (Berry, 1997; Ward, 1996) to answer some specified research questions.  This 

requires determining whether the items/measure extracted or adopted fit together. Moreover, 

how different aspects related to self-determination, depression and acculturation of 

international students are going to be impacted is another focus of this study. This means that 

it is important to make sure that the measures/items adopted to measure a certain construct 

is similar to one another and measuring the construct as intended.  This implies that the most 

suitable analysis for this study is principle component analysis. At the same time, as Burns 

and Burns (2008, p. 444) explain, the foundation of construct validity is placed in identification 

of ‘nature of the constructs underlying responses in a specific content area’, which also support 

the choice of principle component analysis as the most suitable and applicable. 

 

3.6.1.6 Method of rotation 

During the process of identifying the most suitable oblique rotation, it was agreed that ‘dircet 

oblimin’ (Burns and Burns, 2008, p. 449) met the requirements. Burns and Burns explain that 

the dircet oblimin works very well when it comes to recognising factors that are correlated with 

other concepts.  Moreover, when one of the goals is to establish factors (through factor 

analysis), that are significant from theoretical point of view, then once again dircet oblimin 

brings reliable effects (Hair et al., 1998).  However, in case the researcher seeks to decrease 

variables which were employed initially, in terms of numbers, then Burns and Burns (2008) 

suggest Varimax rotation (type of orthogonal rotation) as the most appropriate. As this was not 

the intention in this project, therefore, Varimax rotation was not employed in the process of 

analysis in this study. 
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3.6.1.7 Extraction of variables 

In preparation for making a decision on a number of factors to be extracted, principles of 

eigenvalues were taken in to account. The eigenvalues rule, originally developed by Kaiser 

(1960), provides an explanation of a factor through a number of common variances. As long 

as the eigenvalues is higher than one then that is accepted as significant. Before going on to 

employ the factor analysis to assess and evaluate the construct validity it needs to be 

highlighted that a number of established constructs embedded in different literatures (e.g. Deci 

and Ryan, 1985; Ryan and Deci, 2000; Berry, 1996; Ward, 1997; Needham et al., 2017, 2018) 

have been employed in this current research. Therefore it is necessary to establish whether 

the factors (variables) are correlated or fit together.  

What is more, because the main objective in relation to the theoretical implication is to 

establish which factors are correlated, it has been decided to run the factor analysis 

independently as an alternative to a whole one. The reasons supporting that decision are as 

follows: 

- it allows to compare precisely factors over T1 and T2 

- 21 variables contained within different constructs (e.g. self-determination theory; 

Psychological well-being; acculturation) 

- the operationalisation measures are adopted from established theories and developed 

through a multiple stage of judgement and critical evaluation of literature 

- it is assumed that proportion between sample and variable must meet minimum 5:1 

ratio although 10:1 is preferred (Burns and Burns, 2008). Factor analysis that is 

conducted separately allows to control the ratio  

- factor analyses that are conducted separately are rather common in the field of social 

science. 

It is imperative that prior to conducting the factor analysis the data is evaluated in terms of its 

appropriateness.   

In order to address this issue, as suggested by Burns and Burns (2008), the data has been 

assessed through a Kaiser-Meyer-Olkin and Bartlett’s test of sphericity (often referred to as 

Kaiser-Meyer-Olkin measure of sampling adequacy (or just KMO) (Field, 2018). The minimum 

level of KMO accepted is 0.5.  
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Factors/Constructs  KMO values of sample adequacy * 

T1 T2 
Amotivation  .824 (.000)1A  .822 (.000)2A 

External  .671 (.000)1B  .682 (.000)2B 

Introjected .791 (.000)1C .790 (.000)2C 

Identified  .828 (.000)1D  .803(.000)2D 

Professional  .735(.000)1E  .746(.000)2E 

Academic .686 (.000)1F .685 (.000)2F 

Personal  .755 (.000)1G .751 (.000)2G 

Integrated  .727 (0.00)1H .757 (.000)2H 

Internal  .784 (.000)1I  .802 (.000)2I 

Competency  .745 (.000)1J .733 (.000)2J 

Autonomy  .762 (.000)1K .790 (.000)2K 

Relatedness  .784 (.000)1L .774 (.000)2L 

Acculturation  .878 (.000)1M .845 (.000)2M 

Acculturation social .851 (.000)1N .858 (.000)2N 

Acculturation daily life .917 (.000)1O .844 (.000)2O 

Perception  Language   .855(.000)1P .782 (.000)2P 

Perception English people .725 (.000)1Q  .722 (.000)2Q 

Assimilation   .789(.000)1R  .701 (.000)2R 

Integration  .725 (.000)1S .738 (.000)2S 

Separation  .700 (.000)1T  .733 (.000)2T 

Marginalisation  .674 (.000)1U  .658 (.000)2U 
Notes: 
The values within brackets indicate level of significance 

The superscripts indicate the appendices   
 

Table 1: The KMO values of different constructs/factors over two periods of time 

 

The results presented in the above table 1 about the KMO values of diverse constructs reveals 

that no item need to be deleted in order to conduct factor analysis. The above also suggests 

the factor analysis is appropriate as the values of KMO is quite satisfactory (more than 0.5) 

with a .000 level of significance. Therefore, it can be suggested that the KMO values which 
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are more than 0.5 with .000 level of significance open up a strong ground for running factor 

analysis (Burns and Burns, 2008).  

 

Factors/constructs 
Items 

/measures 

Communalities 
Factor 
loading 

% of variance 
explained 

No. of 
component
s extracted 

T1 T2 T1 T2 T1 T2 T1 T2 

Amotivation 

(Appendix 3A) 

(Appendix 3B) 

AM1 .613 .587 .783 .766 

62.86 62.28 1 1 

AM2 .745 .578 .863 .760 

AM3 .592 .624 .769 .790 

AM4 .610 .585 .781 .765 

AM5 .583 .739 .763 .860 

External 

(Appendix 4A) 

(Appendix 4B) 

E1 .686 .630 .829 .793 

64.16 64.84 1 1 E2 .585 .642 .765 .801 

E3 .653 .673 .808 .821 

Introjected 

(Appendix 5A) 

(Appendix 5B) 

IJ1 .500 .456 .707 .675 

49.74 49.65 1 1 

IJ2 .450 .473 .671 .688 

IJ3 .478 .465 .692 .682 

IJ4 .461 .490 .679 .700 

IJ5 .597 .599 .773 .774 

Identified 

(Appendix 6A) 

(Appendix 6B) 

ID1 .420 .534 .648 .731 

58.87 56.83 1 1 

ID2 .624 .559 .790 .748 

ID3 .633 .496 .796 .704 

ID4 .609 .666 .780 .816 

ID5 .657 .588 .811 .767 

Professional 

(Appendix 7A) 

(Appendix 7B) 

PRO 1 .571 .706 .756 .840 

56.77 59.86 1 1 
PRO 2 .703 .491 .838 .701 

PRO 3 .593 .569 .770 .755 

PRO 4 .403 .627 .635 .792 

Academic 

(Appendix 8A) 

(Appendix 8B) 

ACA 1 .645 .787 .803 .887 

72.53 71.66 1 1 ACA 2 .795 .642 .891 .801 

ACA 3 .736 .721 .858 .849 

 

Table 2: Result of factor analysis for amotivation, external, introjected and professional over 

T1 and T2 
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Factors/constructs 
Items/meas

ures 

Communalities 
Factor 

loading 

% of variance  

explained 

No of 

components 

extracted 

T1 T2 T1 T2 T1 T2 T1 T2 

Personal 

(Appendix 9A) 

(Appendix 9B) 

PER 1 .290 .433 .538 .658 

47.62 46.54 1 1 

PER 2 .606 .523 .779 .723 

PER 3 .429 .547 .655 .739 

PER 4 .516 .499 .718 .706 

PER 5 .540 .325 .735 .570 

Integrated 

(Appendix 10A) 

(Appendix 10B) 

IG 1 .651 .399 .807 .632 

48.485 45.76 1 1 

IG 2 .440 .374 .663 .611 

IG 3 .451 .527 .671 .726 

IG 4 .475 .487 .689 .698 

IG 5 .407 .501 .638 .708 

Internal 

(Appendix 11A) 

(Appendix 11B) 

IT 1 .557 .354 .747 .595 

48.61 44.48 1 1 

IT 2 .388 .463 .623 .680 

IT 3 .519 .382 .720 .618 

IT 4 .545 .551 .738 .742 

IT 5 .570 .360 .755 .600 

IT 6 .337 .559 .581 .748 

Competency 

(Appendix 12A) 

(Appendix 12B) 

C1  .665 .601 .816 .775 

58.57 55.36 1 1 
C2 .672 .682 .820 .826 

C3 .745 .526 .863 .726 

C4 .260 .405 .510 .637 

Autonomy 

(Appendix 13A) 

(Appendix 13B) 

A 1 .663 .681 .814 .825 

62.80 67.65 1 1 
A2 .688 .670 .829 .819 

A3 .643 .739 .802 .860 

A4 .519 .616 .720 .785 

 

Table 3: Result of factor analysis for personal, integrated, internal and competency over T1 

and T2 
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Factors/constructs 
Items/meas

ures 

Communalities 
Factor 

loading 

% of variance  

explained 

No of 

components 

extracted 

T1 T2 T1 T2 T1 T2 T1 T2 

Relatedness 

(Appendix 14A) 

(Appendix 14B) 

R1 .253 .309 .503 .555 

48.74 49.31 1 1 

R2 .453 .487 .673 .698 

R3 .524 .558 .724 .747 

R4 .572 .584 .756 .764 

R5 .635 .529 .797 .727 

Acculturation 

(Appendix 15A) 

(Appendix 15B) 

AA 1 .324 .147 .569 .384 

42.69 40.49 1 1 

AA 2 .392 .396 .626 .629 

AA 3 .459 .391 .677 .625 

AA 4 .475 .559 .689 .748 

AA 5 .418 .467 .647 .683 

AA 6 .605 .516 .778 .719 

AA 7 .420 .277 .648 .527 

AA 8 .377 .377 .614 .614 

AA 9 .434 .462 .659 .679 

AA 10 .419 .440 .647 .663 

AA 11 .373 .422 .610 .650 

 

 

Acculturation social 

(Appendix 16A) 

(Appendix 16B) 

AS 1 .374 .462 .612 .680 

40.32 41.33 1 1 

AS 2 .480 .400 .693 .632 

AS 3 .229 .560 .479 .678 

AS 4 .425 .437 .652 .661 

AS 5 .423 .429 .650 .655 

AS 6 .363 .229 .603 .479 

AS 7 .437 .370 .661 .608 

AS 8 .431 .448 .657 .670 

AS 9 .467 .485 .684 .696 

 

Table 4: Result of factor analysis for relatedness, acculturation, and acculturation social over 

T1 and T2 
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Factors/constructs 
Items/meas

ures 

Communalities 
Factor 

loading 

% of variance  

explained 

No of 

components 

extracted 

T1 T2 T1 T2 T1 T2 T1 T2 

Acculturation daily life 

(Appendix 17A) 

(Appendix 17B) 

AD 1 .547 .500 .740 .707 

49.16 41.18 1 1 

AD 2 .402 .454 .634 .674 

AD 3 .370 .274 .608 .524 

AD 4 .463 .417 .681 .646 

AD 5 .474 .371 .689 .609 

AD 6 .375 .143 .613 .378 

AD 7 .658 .553 .811 .744 

AD 8 .507 .441 .712 .664 

AD 9 .509 .402 .713 .634 

AD 10 .610 .564 .781 .751 

Perception Language 

(Appendix 18A) 

(Appendix 18B) 

PL 1 .709 .582 .842 .763 

67.09 50.08 1 1 

PL 2 .635 .461 .797 .679 

PL 3 .755 .713 .869 .845 

PL 4 .729 .510 .854 .714 

PL 5 .527 .239 .726 .489 

Perception English 

(Appendix 19A) 

(Appendix 19B) 

PE 1 .341 .456 .584 .675 

48.02 46.80 1 1 

PE 2 .678 .373 .823 .611 

PE 3 .432 .447 .657 .669 

PE 4 .483 .431 .695 .656 

PE 5 .468 .634 .684 .796 

Assimilation 

(Appendix 20A) 

(Appendix 20B) 

ASSIM 1 .608 .433 .780 .658 

63.36 56.84 1 1 
ASSIM 2 .700 .486 .836 .697 

ASSIM 3 .688 .691 .829 .831 

ASSIM 4 .539 .664 .734 .815 

 

Table 5: Result of factor analysis for acculturation daily life, perception language, perception 

English and assimilation over T1 and T2 
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Factors/constructs 
Items/meas

ures 

Communalities 
Factor 

loading 

% of variance  

explained 

No of 

components 

extracted 

T1 T2 T1 T2 T1 T2 T1 T2 

Integration 

(Appendix 21A) 

(Appendix 21B) 

INTEGR 1 .741 .818 .861 .905 

78.37 79.73 1 1 INTEGR 2 .822 .797 .907 .893 

INTEGR 3 .788 .777 .888 .881 

Separation 

(Appendix 22A) 

(Appendix 22B) 

SEP1 .757 .825 .870 .908 

82.15 85.45 1 1 SEP2 .890 .900 .943 .949 

SEP3 .817 .839 .904 .916 

Marginalisation 

(Appendix 23A) 

(Appendix 23B) 

MAR 1 .794 .736 .891 .858 

73.16 69.08 1 1 MAR2 .799 .560 .894 .749 

MAR3 .602 .776 .776 .881 

 

Table 6: Result of factor analysis for integration, separation and marginalisation over T1 and 

T2 

 

The five tables (2-6) above projected the result of factor analysis in relation to the number of 

components extracted, % of variance explained, factor loading and communalities of different 

constructs or variables. With respect to overall fit three fundamental findings need to be 

emphasised. To start with, the percentage of variance explained which exceed 40 % in every 

occasion (Hair et al., 1998). Then, factor loading is much higher than threshold level which is 

0.30 (Burns and Burns, 2008). Moreover, the issue of cross loading which has no evidence in 

this case as only one component has been extracted in all occasions. Therefore, in conclusion 

it could be said that the results of factor analysis have had a significant role to assess the 

validity of different constructs and offered strong basis so that those constructs could be used 

to answer the research question through their further analysis. 

 

3.6.2 Reliability of quantitative data 

Although reliability and validity as concepts appear to be very much alike, in fact they are very 

much diverse when it comes to evaluating the measures of constructs (Bryman and Bell, 

2011). Saunders et al., (2016, p. 156) describe reliability as producing findings that are 

consistent, through techniques used to collect data and then analysis. This in turn suggests 

the findings need to be consistent and stable over different periods of time when data is 
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independently collected. Reliability can be assessed in different ways. The tests that are most 

often employed are test-retest reliability and internal consistency reliability (Saunders et al., 

2016; Bryman and Bell, 2011; Burns and Burns, 2008). The forthcoming sections provide more 

detailed discussion on these tests. 

 

3.6.2.1 Test-retest reliability 

The test-retest reliability has been constructed to assess if the same item would produce 

results that are consistent in similar conditions over different periods of time (Burns and Burns, 

2008). In this study test-retest was not conducted; however, during a pilot study minor changes 

were applied to instruments over at different times. No major variations of results have been 

observed which indicates the measures and constructs are stable over time. 

 

3.6.2.2 Internal consistency reliability 

The reliability assessment, which is to reveal whether a measure is able to produce 

comparable results through employing different samples over different time intervals is most 

commonly performed by the internal consistency (Field, 2018; Saunders et al., 20016; Bryman 

and Bell, 2011). The method of inter-item assessment could be employed to check reliability 

and as Burns and Burns (2008) explain, involve splitting the scale into two different sets and 

then correlating results. One of the main problems of using such a method is a high possibility 

of ending up with different findings as clear guidelines on how to split the scale into separate 

or independent sets are not provided. Cronbach’s Alpha is the most widely-used and suitable 

test that address the above issue as it allows to measure reliability of a set of variables, which 

intend to assess the same construct. 

Prior to applying the Cronbach’s Alpha test to assess the internal consistency reliability, the 

following points need some explanations. Firstly, the Alpha (α) value 0.70 or over is the 

acceptable level but lower value might be accepted especially in research that is exploratory. 

Also, α > 0.8 represents a high level of reliability. Secondly, increasing a number of items in a 

set to measure a construct or variable results in increasing the possibility of getting higher 

Alpha Value (Hair et al., 1998). Finally, Conducting Alpha test is not possible for any 

constructs/ variable formed of less than three items. Based on the above analysis the following 

table reveals the result of Alpha coefficient of different constructs or variables of this research. 
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S.N. Constructs / variables No. of items 
Alpha values 

T1 T2 
01. Amotivation  5 .85124A .847 24B 

02. External  3 .719 25A .728 25B 

03. Introjected 5 .746 26A .745 26B 

04. Identified  5 .819 27A .806 27B 

05. Professional 4 .741 28A .775 28B 

06. Academic 3 .810 29A .801 29B 

07. Personal  5 .722 30A .710 30B 

08. Integrated  5 .731 31A .701 31B 

09. Internal  6 .788 32A .749 32B 

10. Competency  4 .747 33A .718 33B 

11. Autonomy  4 .802 34A .839 34B 

12. Relatedness  5 .735 35A .738 35B 

13. Acculturation  11 .864 36A .846 36B 

14. Acculturation social 9 .813 37A .821 37B 

15. Acculturation daily life 10 .882 38A .83238B 

16. Perception  Language  5 .874 39A .744 39B 

17. Perception English 5 .716 40A .705 40B 

18. Assimilation  4 .807 41A .742 41B 

19. Integration  3 .861 42A .871 42B 

20. Separation  3 .890 43A .915 43B 

21. Marginalisation  3 .807 44A .772 44B 
Note: The superscripts indicate the number appendix 
 

Table 7: The Alpha coefficients for different constructs/variables of this research 

 

The findings presented in the above table (Table 7) sufficiently suggest that the internal 

consistency tested through Cronbach’s Alpha reliability test has satisfied the requirements as 

all Alpha values are above 0.7. That provides a good justification to claim that internal 

consistency is reliable across the measurement scale.  
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3.7 Multicollinearity and its issue 

Having discussed and attaining results which satisfy requirements of reliability and validity 

tests, a high level of confidence has been achieved that the set of data can be further analysed.  

However, it has been recommended that items that are under a construct should be made 

redundant in case of high multicollinearity. Burns and Burns (2008) clarify that a case of 

multicolinearity of high level means that items are dependent to one another. In turn the 

instruments and findings reliability would be affected. In order to assess the multicollinearity 

aspect of different constructs (to check correlation among items in different constructs) 

assessment of collinearity was performed. As explained by Burns and Burns (2008) the VIF 

value in this test should not be higher than 10. If that is the case the items can be accepted as 

reliable as they are not burdened by the issue of multicollinearity and therefore further analyses 

can be conducted. It has to be noted that a lower value of VIF is better. 
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S.N. Constructs/variables 
Item/dependent 

variable 

Item/dependent 

variables 

Collinearity statistics 

Tolerance VIF 

01. Amotivation 45 AM1 

AM2 .539 1.855 

AM3 .567 1.763 

AM4 .569 1.759 

AM5 .605 1.654 

02. External 46 E1 
E2 .830 1.205 

E3 .830 1.205 

03. Introjected 47 IJ1 

IJ2 .774 1.292 

IJ3 .786 1.272 

IJ4 .749 1.336 

IJ5 .674 1.583 

04. Identified 48 ID1 

ID2 .586 1.707 

Id3 .623 1.606 

Id4 .567 1.765 

Id5 .526 1.900 

05. Professional 49 PRO1 

PRO2 .654 1.530 

PRO3 .668 1.497 

PRO4 .844 1.185 

06 Academic 50 AC1 
AC2 .536 1.864 

AC3 .536 1.864 

07. Personal 51 PER1 

PER2 .653 1.485 

PER3 .756 1.322 

PER4 .732 1.365 

PER5 .726 1.378 

08. Integrated 52 IG1 

IG2 .835 1.198 

IG3 .762 1.321 

IG4 .859 1.165 

IG5 .828 1.208 

Continued 
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S.

N. 
Constructs/variables 

Item/depende

nt variable 

Item/dependent 

variables 

Collinearity statistics 

Tolerance VIF 

09. Internal 53 IT1 

IT2 .806 1.240 

IT3 .698 1.434 

IT4 .662 1.511 

IT5 .547 1.830 

IT6 .681 1.468 

10. Competency 54 C1 

C2 .614 1.628 

C3 .601 1.663 

C4 .898 1.113 

11. Autonomy 55 A1 

A2 .648 1.542 

A3 .603 1.658 

A4 .749 1.335 

12. Relatedness 56 R1 

R2 .761 1.313 

R3 .743 1.346 

R4 .667 1.500 

R5 .619 1.615 

13. Acculturation 57 AA1 

AA2 .667 1.500 

AA 3 .606 1.649 

AA4 .534 1.872 

AA5 .553 1.808 

AA6 .434 2.305 

AA7 .653 1.531 

AA8 .671 1.491 

AA9 .624 1.602 

AA10 .614 1.630 

AA11 .681 1.469 

14. Acculturation social 58 AS1 

AS2 .646 1.548 

AS3 .849 1.179 

AS4 .687 1.456 

AS5 .652 1.534 

AS6 .729 1.372 

AS7 .691 1.446 

AS8 .677 1.478 

AS9 .664 1.506 

Continued 
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S.N. Constructs/variables 
Item/dependent 

variable 

Item/dependent 

variables 

Collinearity statistics 

Tolerance VIF 

15. 
Acculturation daily 

life 59 
AD1 

AD 2 .679 1.472 

AD3 .709 1.411 

AD4 .600 1.667 

AD5 .613 1.630 

AD6 .672 1.487 

AD7 .452 2.211 

AD8 .579 1.727 

AD9 .557 1.796 

AD10 .498 2.009 

16. 
Perception  

Language 60 
PL1 

PL2 .600 1.666 

PL3 .409 2.443 

PL4 .420 2.383 

PL5 .627 1.596 

17. 
Perception  

English 61 
PE1 

PE2 .554 1.805 

PE3 .807 1.240 

PE4 .787 1.271 

PE5 .672 1.488 

18. Assimilation 62 ASSIM1 

ASSIM 2 .581 1.722 

ASSIM3 .614 1.629 

ASSIM4 .692 1.444 

19. Integration 63 INTEGR1 
INTEGR2 .467 2.142 

INTEGR3 .467 2.142 

20. Separation 64 SEP1 
SEP2 .335 2.989 

SEP3 .335 2.989 

21. Marginalisation 65 MAR1 
MAR2 .727 1.376 

MAR3 .727 1.376 
Note: The superscripts indicate appendix number  

 

Table 8: The result of multicollinearity diagnosis for variables of T1  
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S.N. Constructs/variables 
Item/dependent 

variable 

Item/dependent 

variables 

Collinearity statistics 

Tolerance VIF 

01. Amotivation 66 AM1 

AM2 .650 1.538 

AM3 .477 2.096 

AM4 .653 1.530 

AM5 .399 2.506 

02. External 67 E1 
E2 .757 1.321 

E3 .757 1.321 

03. Introjected 68 IJ1 

IJ2 .746 1.340 

IJ3 .758 1.319 

IJ4 .752 1.330 

IJ5 .721 1.386 

04. Identified 69 ID1 

ID2 .624 1.602 

Id3 .704 1.421 

Id4 .635 1.574 

Id5 .625 1.600 

05. Professional 70 PRO1 

PRO2 .823 1.216 

PRO3 .709 1.410 

PRO4 .731 1.368 

06. Academic 71 AC1 
AC2 .762 1.312 

AC3 .762 1.312 

07. Personal 72 PER1 

PER2 .707 1.414 

PER3 .694 1.442 

PER4 .772 1.295 

PER5 .892 1.121 

08. Integrated 73 IG1 

IG2 .873 1.146 

IG3 .763 1.310 

IG4 .748 1.336 

IG5 .745 1.343 

Continued 
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S.N. Constructs/variables 
Item/dependent 

variable 

Item/dependent 

variables 

Collinearity statistics 

Tolerance VIF 

09. Internal 74 IT1 

IT2 .721 1.386 

IT3 .816 1.226 

IT4 .646 1.549 

IT5 .785 1.273 

IT6 .712 1.405 

10. Competency 75 C1 

C2 .678 1.474 

C3 .783 1.277 

C4 .814 1.229 

11. Autonomy 76 A1 

A2 .616 1.624 

A3 .484 2.066 

A4 .604 1.656 

12. Relatedness 77 R1 

R2 .765 1.306 

R3 .713 1.402 

R4 .628 1.591 

R5 .691 1.447 

13. Acculturation 78 AA1 

AA2 .631 1.58 

AA 3 .609 1.643 

AA4 .490 2.041 

AA5 .519 1.927 

AA6 .507 1.972 

AA7 .771 1.297 

AA8 .623 1.606 

AA9 .616 1.624 

AA10 .589 1.697 

AA11 .544 1.838 

14. 
Acculturation  

Social 79 
AS1 

AS2 .695 1.438 

AS3 .631 1.584 

AS4 .691 1.447 

AS5 .675 1.481 

AS6 .832 1.202 

AS7 .697 1.436 

AS8 .670 1.493 

AS9 .642 1.558 

Continued 
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S.N. Constructs/variables 
Item/dependent 

variable 

Item/dependent 

variables 

Collinearity statistics 

Tolerance VIF 

15. 
Acculturation daily 

life 80 
AD1 

AD 2 .648 1.542 

AD3 .804 1.244 

AD4 .557 1.796 

AD5 .670 1.492 

AD6 .910 1.098 

AD7 .624 1.604 

AD8 .595 1.681 

AD9 .634 1.577 

AD10 .547 1.828 

16. 
Perception  

Language 81 
PL1 

PL2 .759 1.318 

PL3 .627 1.596 

PL4 .731 1.368 

PL5 .895 1.118 

17. 
Perception  

English 82 
PE1 

PE2 .789 1.268 

PE3 .785 1.275 

PE4 .768 1.302 

PE5 .729 1.371 

18. Assimilation 83 ASSIM1 

ASSIM 2 .808 1.237 

ASSIM3 .529 1.892 

ASSIM4 .560 1.787 

19 Integration 84 INTEGR1 
INTEGR2 .553 1.807 

INTEGR3 .553 1.807 

20. Separation 85 SEP1 
SEP2 .324 3.084 

SEP3 .324 3.084 

21. Marginalisation 86 MAR1 
MAR2 .762 1.313 

MAR3 .762 1.313 
Note: The superscripts indicate appendix number 
 

Table 9: The result of multicollinearity diagnosis for variables of T2  
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The multicollinearity diagnosis results presented in the above tables 8 and 9 suggest that the 

maximum VIF values are 2.40 which is much lower than 10. In other words these findings 

imply that the set of data is not burdened by the issue of multicollinearity (the underlying items 

to gauge the constructs are not dependent to one another). The above findings provide 

assurance that further analyses can be conducted.  

 

3.8 Data analysis procedures and techniques  

One of the key aspects of this research is analysing the quantitative data collected through 

questionnaires which requires the application of different methods of data analysis. The 

quantitative data analysis methods have been used to get a better comprehension of the data, 

test the quality of data and so on. According to Hair et al., (1998) it is vital at the opening stages 

of analysing data to examine the set of data before going to in-depth data analysis stage which 

involves analyses of missing data, accuracy testing, outliers detecting and testing the 

distribution pattern of data. 

The inspection of data for this study consists of detecting missing, inconsistent and incomplete 

answers which is performed during collecting the data as well as after completing the process. 

Once the examination of the data has been completed, this research focused on identifying 

the distribution pattern of the data before going to identify the appropriate technique of data 

analysis. It is so because Burns and Burns (2008) advise that the role played by the nature of 

distribution is very important as it helps with making a choice of the most suitable data analyses 

and therefore obtaining results which are statistically rigorous and acceptable.   

The data distribution pattern could be examined by methods which produce graphics (i.e. 

histogram) or by methods employing statistics (i.e. Kolmogorov-Smirnov or Shapiro-Wilk test). 

Having considered the aspects of both techniques this research has used the statistical 

methods in the form of Shapiro-Wilk method. The appendix 87 (T1) & 88 (T2) reveal the 

detailed results of the normality test which indicates that the data are mostly not normally 

distributed. In other words there are only 2 cases of out of 21 in T1 and 3 cases out of 21 in 

T2 which are normally distributed. The obtained results create the basis of applying different 

non-parametric methods of data analysis to get statistically sound result. Moreover, it is said 

that the non-parametric methods are seen as the best when the data are assessed on nominal 

scale (i.e. categorical) and ordinal scale (i.e. ranked). The nature of research questions and 

objectives and also the nature of collected data lead this research to apply the following 

different techniques of data analysis. 
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3.8.1 Descriptive statistics 

As a primary technique descriptive statistics and analysis have been used as this helps to 

understand sample characteristics (Pallant, 2016). Descriptive statistic is a general term often 

employed in describing and comparing different variables. They are used to portray two 

elements: the variables’ dominant tendencies and their dispersions. The former aspect 

normally would involve mode (most commonly occurring value), median (middle value) and 

mean (average). The latter would normally involve range (the difference between the lowest 

and highest values). Providing the data is normally distributed then there we could also use 

standard deviations and coefficient of variation (Saunders et al., 2016) 

However, in case of this research the data is not normally distributed, therefore the descriptive 

statistics in the form of frequency distribution, percentage to assess the occurrence while mean 

and rank statistics have been used to observe general characteristics and movement of data 

over time. 

 

3.8.2 Cross tabulation, Person chi-square test statistics 

In order to determine if different categorical variables are associated among themselves in 

relation to a number of observations and determining percentages, Pearson chi-square, cross 

tabulation and Fisher’s exact test can be applied. The Pearson’s test, as Field (2018, p. 721) 

explains, assesses ‘relationship between two categorical variables’ and that would provide 

confidence whether such relationship could be classed as a statistically acceptable fit (Burns 

and Burns, 2008).  

 

3.8.3 Wilcoxon Signed-Rank test 

As the collected data of this research is not normally distributed, this research applies the 

Wilcoxon Signed-Rank test as an alternative to a paired sample t-test. The Wilcoxon Signed-

Rank test helps this research to observe and measure observations over a period of time so 

differences among the observations over different time intervals could be determined and 

assessed if they are statistically significant (Burns and Burns, 2008). 
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3.8.4 The Mann-Whitney U test 

This research is also interested in examining whether if there are any variances between two 

independent groups of respondents (e.g. female and male students) towards different aspects. 

This requirement leads this research to apply the Mann-Whitney U test (instead of t-test) to 

investigate the attitudes or differences that exist between two different groups or samples of 

respondents (Burns and Burns, 2008). 
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Chapter 4. Results 
 

4.1 Gender and Depression  
 

4.1.1 Correlating student’s gender with Depression (T1) 

In order to assess whether there is any statistically significant association between gender and 

depression, Pearson Chi-square test was applied. The following table reveals the result of the 

test. 

 

 Depressed Total 
Yes No 

G
en

de
r Male Count 51 45 96 

% of Total 37.0% 32.6% 69.6% 
Female Count 14 28 42 

% of Total 10.1% 20.3% 30.4% 
Total Count 65 73 138 

% of Total 47.1% 52.9% 100.0% 
 

Table 9A: Depression status by Gender  

 

 Value df Asymp. Sig. 
(2-sided) 

Exact Sig. 
(2-sided) 

Exact Sig. 
(1-sided) 

Pearson Chi-Square 4.593a 1 .032   

Continuity 
Correctionb 

3.833 1 .050   

Likelihood Ratio 4.668 1 .031   

Fisher's Exact Test    .041 .025 
Linear-by-Linear 
Association 

4.560 1 .033   

N of Valid Cases 138     

a. 0 cells (0.0%) have expected count less than 5. The minimum expected count is 19.78. 
b. Computed only for a 2x2 table 
 

Table 9B: Chi-Square Tests 
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 Value Approx. Sig. 
Nominal by 
Nominal 

Phi .182 .032 
Cramer's V .182 .032 

N of Valid Cases 138  
 

Table 9C: Symmetric Measures 

 

The above table 9A reveals that more male students (37.0 %) are depressed than female, 

which is 10.1 %.  In this regard, the Pearson Chi-Square indicates that there is a significant 

association between gender and depression with a 0.032 level of significance (Table 9B) 

moderate effect size with a Cramer’s V of .182 (Table 9C).  

 

4.1.2 Correlating student’s gender with Depression (T2) 

 

 Depression  Total 
Yes No 

G
en

de
r Male Count 44 52 96 

% of Total 31.9% 37.7% 69.6% 
Female Count 15 27 42 

% of Total 10.9% 19.6% 30.4% 
Total Count 59 79 138 

% of Total 42.8% 57.2% 100.0% 
Table 9D: Depression status by gender 

 

 Value df Asymp. Sig. 
(2-sided) 

Exact Sig. 
(2-sided) 

Exact Sig. (1-
sided) 

Pearson Chi-Square 1.222a 1 .269   

Continuity 
Correctionb 

.844 1 .358   

Likelihood Ratio 1.235 1 .266   

Fisher's Exact Test    .350 .179 
Linear-by-Linear 
Association 

1.214 1 .271   

N of Valid Cases 138     

a. 0 cells (0.0%) have expected count less than 5. The minimum expected count is 17.96. 
b. Computed only for a 2x2 table 
Table 9E. : Chi-Square Tests 
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 Value Approx. 
Sig. 

Nominal by 
Nominal 

Phi .094 .269 
Cramer's V .094 .269 

N of Valid Cases 138  
 

Table 9F: Symmetric Measures 

 

The above table 9D reveals that more male students (31.90 %) are depressed than female 

which is 10.9 % (Table 9D). This suggests that the number of depressed male students 

decreased in T2 but the number of depressed female students increased in T2. However, the 

Pearson Chi-Square test results indicate that there is no significant association between 

gender and depression with a .269 level of significance (Table 9E) with a poor effect size with 

a Cramer’s V of .09 (Table 9F).  

 

4.1.3 Students experience in relation to depression 

A number of students, regarding gender, reported various symptoms that are associated with 

depression: sleep deprivation, inability to eat, tiredness, loneliness, inability to cope with their 

studies, inability to concentrate, lack of interest, pressure (from family), lack of friends, crying 

uncontrollably, development of fears, very scared and confused, feeling unsafe and insecure. 

One of the students described herself as a person who ‘is afraid of everything’ (Darsini, names 

have been changed).  

Asvini described her experience as follows: 

‘…sometimes, if I think about my life, then I will be depressed, more depressed. I 

don't know why. If it comes to life, I am totally upset. I will not do anything. I can't 

carry on my life... I don't know why. I have to, but...’. 

Darsini, when elaborating on her situation, stated that her life was vague even towards her 

studies. 

Other students blamed themselves for the decision they made to come to the UK and studying 

here. One of them, Nitisha described the situation when she was talking about her beginning 

at the University: 
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‘I almost cried, because I thought I made a wrong decision coming here, leaving 

my comfort-zone, leaving everything because back then I was working, I had my 

salary coming in, I had every luxury in life and it was way completely opposite out 

of what I had. 

I think for almost first 6 months I was still adjusting from the shock I got, initially got. 

I have been experiencing things like this for almost 6 months’. 

The ‘luxury in life’ that the student referred to does not appear to be some sort of exaggeration. 

A number of students described their families in India as middle class. Often it was the case 

that the families were able to provide a very high standard of life for the students including 

employing staff as servants. Marry, a student who came from a well-educated and business-

oriented family added that the situation she was in the UK made her feel: 

‘… very bad, like like very bad, like I used to think that oh my God, what I am doing, 

used to have full time servant in my house She used to be 24 hours in my house, 

she would take only 20 days break in a summer, the rest of a year she used to stay 

with me, she used to do each and every work and I never ever chopped onions or 

vegetables in my life. And I used to have one full time servant in my saloon. She 

used to come morning 10 o’clock open, the shop, clean everything and she used 

to stay until I closed the shop. And I used to have six people who used to work with 

me in my parlour and my boutique but all of a sudden when I came here I was like 

… I always used to tease my girls, who used to work for me, like once you open 

your business, you will know my pain because you people never come on time or 

want always leave, or raise of pay and all that. […] Yeah, of course. In my home, I 

would not do any work, to be frank. Everything is servant, servant, servant. 

Everyone. Even I will not take my plate when I am eating. My servant will take 

everything.’ 

 

Many of those students after arriving in the UK decided to prove that they are able to cope 

with day-to-day responsibilities or prove to their families that they could be independent and 

found themselves part-time jobs.     

Balaji described what he experienced in one of the jobs he had: 

‘I have to open a shop early in the morning 5 o'clock and stays till 12 o'clock in the 

night. And I can't leave the shop and go out for having a break. Break is impossible. 

And if I have to eat something in the shop where there is nothing to eat and have 

to eat sandwiches or the burgers which is like full of food, which I don't like, so I 

normally avoid it. My health went down and amm I had a problem in my leg, where 
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my leg swelled up and I had to stay in bed as I couldn't walk.  But still my boss 

wanted me to lift 2 cases of beer from 1 end to another. I was walking down and I 

was lifting it. And...I left the job and I’m waiting to join other place, which is a very 

good company.’ 

Answesha explained that within her responsibilities at work was: 

‘… mopping and sweeping, I wouldn’t do all that at home. I told my dad I clean 

bathrooms you know, the bathrooms, you saw the bathrooms there, yea I clean 

them at the end of the day, public toilet, I clean it, I haven’t dream of doing that, I 

don’t even clean my own toilet. I clean that. I tell my dad; he was like that’s the job. 

But I do it because I want to achieve something, I am making money for some 

reason and I want to fulfil it, that’s why I am doing the job. I don’t need to do it, but 

I am doing it because I want to, yeah, I want to, I have certain goals, ambitions 

which I want to fulfil with my own money. […] I feel disgusted every time I clean the 

bathroom, because I clean the men's toilet, and sometimes it’s like, I can see faecal 

matters and it’s just disgusting. It’s really disgusting …’ 

In many cases they had never lived outside their family homes and females from so called 

respectful families are not allowed outside after 6 or 7 p.m. due to safety reasons. Jigar 

explained that in the UK he had to: 

‘… work, to set my own life, I have to study. So, each and every work I need to do 

on my own. If I would be at my home I just have to study, come back, everything is 

ready, no pressure of money, no pressure of managing of how to cook 

food...nothing...just to study. Go study, come back, that's it. Here, each and 

everything depends on me. To prepare from food to from study, from work, money, 

each and everything. So, that was also a challenge.’ 

The above samples of episodes from students’ lives indicate a loss of status where they 

felt they were not being treated equally.  This finding is in agreement with Lazarus and 

Folkman’s (1984) stress and copying theory that is often employed to comprehend 

international students’ psychological adjustment and life transition to a new dominant 

culture. The framework indicates that somebody’s reaction to a stressor would be 

influenced by three different stressors, one of which is person’s personal evaluation of 

its significance being affected. At the same time it leads to the loss of one’s ethnic identity 

(Safdar et al., 2012). 
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Other reasons that contributed to development of depression and negative feelings were bad 

standards of private accommodation rented by the students, and being cheated by other 

people from Asian communities living in the town. This is aligned with the remaining two 

elements of Lazarus and Folkman’s (1984) stress and copying theory, which are a secondary 

evaluation of resources used to cope, and practical assessment of accessible strategies to 

cope in a given context being affected. University students, especially international ones have 

been identified as a vulnerable group as usually they are at the transition period into adulthood. 

Depression could have negative effects on international students’ lives affecting their 

emotional and physical health (Hare et al., 2014; Vaccarino et al., 2019), relationship (Kerr 

and Capaldi, 2011), academic performance (Bruffaerts et al., 2018; Zainab and Zafar, 2019) 

and in the worst case scenario it could end in committing a suicide (Weng et al., 2014; Miranda‐

Mendizabal et al., 2019).  

Academic standards, teaching and assessment methods, submission deadlines were also 

listed by the students as elements contributing to development of depression. As previously 

discussed, Berry (2001) clearly indicates that diverse aspect of our cultures such as beliefs, 

attitudes, values, life styles and so on, when in contact during the adjustment process are very 

likely to result in psychological distress.  

Also, some level of disappointment and dissatisfaction actually was developed by the fact that 

the students actually had issues with finding native English people in the town. As Dharmendra 

pointed out that ‘this local area is similar to India because of lot, lot of Asian peoples here.’ 

When she was asked to explain why that was a problem she explained: ‘Umm, it not feel good 

because I want to learn something new, not the experience I got in India, that's why I don't feel 

good here.’  

Other student, Nerthee expressed her disappointment by stating that: 

‘Here it’s like, I can see many Indians, not foreigners, not British people. […] It’s 

like, I’m living in India. I feel like I’m still in India, not in erm… British country. […] I 

dislike it. I came here to, for new environment, new people, not the same Indian 

faces.’ 

Incurring psychological distress is even more likely when one does not have necessary 

resources or abilities to deal with cultural differences. Safdar et al. (2003) introduced predictors 

at individual level with two areas. The first domain includes resources, which contains 

communication and language skills (that support is often provided by the host culture), and the 

second one deals with impediments, which involves elements usually related to issues linked 

with acculturation processes including psychological distress. The latter is difficult to improve 
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when there are no developed relationships with host nationals, as there are limited 

opportunities to seek explanations to diverse cultural elements as a support mechanism. The 

lack of that mechanism is likely to increase the level of psychological distress (Berry, 2001). 

Auerbach et al. (2016) analysed data that was collected across 21 countries among students 

to measure depression prevalence. The results revealed that more than 20% of the students 

had major mental disorders (depression). At the same time Mojtabai et al. (2016) reported that 

major depressive episodes were on the increase in the USA and it was estimated, based on 

the sample (N=180 459), that it affects almost 10% of young adults up to the age of 25. Ibrahim 

et al. (2013) reported, based on meta-analysis, that about 30% of students around the globe 

are affected by depressive symptoms. The above findings are similar to what has been 

discovered in this study. 

The quantitative data shows that there were larger groups of male students (T1 37% and T2 

31.9%) compared with female ones (T1 10.1% and T2 10.9%), which could be explained by 

the increased level of day to day household responsibilities such as cooking, washing their 

own cloths or cleaning.  Moreover, the level of depression did not decrease significantly at the 

end of the second semester (T2) across the whole group of students, T1 47.1% and T2 42.8% 

as it would be expected according to previous research findings. That could be explained by 

the reasons students have to come to the UK. Some of them used studies as an official reason 

to enter the country, when in fact they planned to settle in the UK once they are in the country. 

Towards the end of an academic year the level of pressure and anxiety increased as they 

could not find work and a sponsor. Kritika said she would do her ‘best to get working visa here 

because I really want to live here and nowadays the thing is not going well because it’s really 

hard to get visa’. Mohammed clarified how such situations affect him: 

‘I am little bit tensed about my future and every time I am thinking about my future, 

what will happen next after this, where will I reach, what happens next, will I get 

visa here, will I get a good job. If I don’t get anything, it will hurt me because my 

parents spend so much money on me to come here. It will vanish if I don’t get any 

good job here. This makes me tensed. That’s why I’m more concerned about my 

future, and I am still researching now. I am in my dissertation time, after that I will 

try more companies to get a job that gives a visa here.’ 

It is noticeable that employment expectations and pressure related to settling down in the UK 

are contributing factors to higher levels of depression among students. 
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4.2 Constructs’ changes over time 

In this section findings from quantitative and qualitative data are presented. The quantitative 

findings will be presented first to visualise changes over time, followed by students’ views on 

each construct. Constructs that will be presented in this section are fundamental elements of 

CET and OIT (SDT; Ryan and Deci (2000)), followed by students’ goals and motives, and then 

by Berry’s (1997) types of acculturation and Ward’s (1996) constructs.        

        

4.2.1 Amotivation  

The Wilcoxon Signed-Ranks test results as a whole indicate that there is a slight positive 

change in students’ attitudes (which range from strongly disagree to strongly agree)  towards 

amotivation over the period of time (i.e. T1 and T2). Firstly, the descriptive statistics in terms 

of mean scores (Table 10) shows that the mean score of amotivation in T1 is 4.16 but it is 4.18 

in T2 which indicates a slight increase in T2. 

 

 N Mean Std. 
Deviation 

Minimu
m 

Maximum 

Amotivation_T1 138 4.1696 .52494 3.00 5.00 
Amotivation_T2 138 4.1884 .52096 3.20 5.00 

 

Table 10: Descriptive Statistics 

 

 

 N Mean 
Rank 

Sum of Ranks 

Amotivation_T2 - 
Amotivation_T1 

Negative 
Ranks 

56a 61.60 3449.50 

Positive 
Ranks 

61b 56.61 3453.50 

Ties 21c   

Total 138   

a. Amotivation_T2 < Amotivation_T1 
b. Amotivation_T2 > Amotivation_T1 
c. Amotivation_T2 = Amotivation_T1 

 

Table 11: Ranks 
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 Amotivation_T2 - 
Amotivation_T1 

Z -.005b 
Asymp. Sig. (2-
tailed) 

.996 

a. Wilcoxon Signed Ranks Test 
b. Based on negative ranks. 

 

Table 12: Test Statisticsa 

 

Again the ranks statistics results (Table 11) show the same trend of positive changes over 

time. For example, there are 56 cases out of 138 where the amotivation score of T2 is lower 

than the score of amotivation in T1. And there are 61 cases out of 138 where the amotivation 

score of T2 is greater than the score of amotivation in T1. And there are 21 cases where the 

amotivation scores are equal between T1 and T2. Finally, the test statistics result in terms of 

p value which is .996 clearly indicates however that there are positive changes of student’s 

attitudes towards amotivation in T2 but the changes are not statistically significant. 

 

4.2.1.1 Pouring petrol on to the fire 

As there was only a slight and not significant increase of amotiavtion among the students, they 

did not choose to elaborate on that theme. However, those of the students, who experienced 

a drop in their motivational level, often discussed the negative results of others and how that 

affected them. For instance, Balaji, who noticed that in general a level of his motivation had 

increased, acknowledged that at the same time there are some other areas of his motivation 

that are affected in a negative way:  

‘motivation level has gone up but sss certain points: I'm getting demotivated as well 

because when I see my seniors in this country, who have completed their degrees, 

who has done their 2, 3 masters, […], they are earning money but I don't think they 

are doing it in the education, which they did. Because they just working in small 

shops, small shops, running the business. Running business is good. But is it 

relating to you, what you studied without implementing it what you actually did? 

What you wanted to do in your life you are not doing it, you are doing rather 

something to earn money. That is wrong.’ 

Probably even without realising it, the student identified some others, who were externally 

motivated aiming most likely to stay in the UK at whatever the price. 
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The negative influence of the third party was noticed on another occasion where one passed 

his/her negative personal opinion to another student: 

‘I met a guy from this university who was a student. The first person I met in the 

university and the first word which I heard: ‘You made a mistake in your life, biggest 

mistake in your life’. And I asked ‘why’. He told me: he came to this country, he 

studied it and he's almost finishing it and is going back to India and in India he's 

not getting any jobs and even if he's getting jobs it's for 20 thousand rupees or 30 

thousand rupees, which is just to be enough to buy your food; not to repay your 

loan and do it ...’. 

What is more, students noticed that comparing them with others had a detrimental effect on 

their motivation:  

‘… they keep on comparing me with my cousins, that’s the main thing, so this tells 

me what they expect from me too. […] From my point of view, it is demotivational, 

from my point of view they don’t let me do what I want and they think that I need to 

listen to them and follow their footsteps, I can’t do it, it’s out of my hands […] That’s 

the culture in India. Its influence from a long time, the think that they need to listen 

to their elders and even when it comes to the careers point of view, and they think 

that apart from going into studies, if you go to other fields, you may not succeed 

and if you do engineering, you will settle fast.’ 

 

Moreover, often the extended families (cousins’ parents) who were identified by some 

students, who would diminish their effort and achievements:  

 

‘I had names like, you know what, ‘He doesn’t concentrate’, ‘He does this, he does 

that’, ‘You should be blamed’. It’s like pouring petrol into fire. […] towards the end 

I did pretty good. That was a bit of a shock to everybody because I got first class. 

But, they think that, you know, ‘Probably he did that with influence or something.’ 

 

By the word ‘influence’ the use of external help was implied. Also, those negative comments 

by relatives were identified on a couple of occasions by other students as having negative 

effects on them. Statistical data in this study indicate that there are slight positive changes of 

student’s attitudes towards amotivation in T2; however, the changes are not statistically 

significant.  

It is claimed by Ryan and Deci (2002) that once an individual perceives the three constructs as 

fulfilled and sustained, it could be predicted that as a result that individual would develop a 
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richer and informed concept of themselves as being more intrinsically self-motivated.   This is 

facilitated by third parties (significant others an individual is or want to be related or attached 

to, e.g. family members) and behaviours they employ in order to support and enhance one’s 

intrinsic tendency to self-regulate and -determine their own behaviours (Ryan and Deci, 2002). 

It is claimed that engagement in self-regulated behaviours indicates a robust level of self-

determination. What is more, that level then allows forecasting one’s positive view of their own 

three components of SDT: autonomy, relatedness and competence (Ryan and Deci, 2000; 

Deci Ryan, 1991). However, it has to be stated that when one believes that their social and 

psychological needs are dissatisfied then it results in displaying behaviours indicating 

disinterest, disengagement and amotivation, this appear to be the case in the above contexts.  

What’s more, social support was found to be a predictor of depressive symptoms. The bigger 

the group and the more support provided by its members to those who needed it, lead to 

improvement of psychological health. Good relationships between members of the groups 

were linked to reduction of depressive symptoms (this was even more the case for a new 

member of that group who had just arrived). Emotional support was already pointed out as 

one of the variables reducing those symptoms. Another variable that would impact reduction 

of depression is belongingness, which was also the case with other ethnic groups.  As Indian 

culture is classed in general as collectivist (Hofstede, 2001, 2005), the authors argue, that this 

was a possible explanation why the students valued relatedness and chose to participate in 

social activities as a coping strategy. Similar findings among Indian students were presented 

by Chen and Razek (2016). Also, Safdar et al. (2012) identified family allocentrism as one of 

predictors of depression. 

Depression could have negative effects on international students’ lives affecting their 

emotional and physical health (Hare et al., 2014; Vaccarino et al., 2019), relationship (Kerr 

and Capaldi, 2011), academic performance (Bruffaerts et al., 2018; Zainab and Zafar, 2019) 

and in the worst case scenario it could end in committing a suicide (Weng et al., 2014; Miranda‐

Mendizabal et al., 2019). The above mentioned aspects lead to the loss of motivation 

(amotivation in Ryan and Deci’s (2000, 2002) terms).  

Also, Pichugova et al. (2016) listed some of the issues influencing students’ autonomy. Among 

them there are support, emotional climate, and self-esteem. Over the years a number of 

diverse constraints were identified including psychological, social or institutional (Yasmin and 

Sohail, 2018; Afshan et al., 2015; Nguyen et al., 2014).  According to Ryan and Deci (2002) 

fulfilling psychological needs of autonomy is one of three conditions needed to increase 

students’ motivation level.  
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4.2.2 External regulations 

The Wilcoxon Signed-Ranks test results, as a whole, indicate that there is a decreasing trend 

of students’ attitudes (which ranges from strongly disagree to strongly agree) towards external 

factors over the period of time (i.e. T1 and T2). The descriptive statistics in terms of mean 

scores are presented in Table 13. It is evident that the mean score of external in T1 is 4.28 but 

in T2 it decreases to 4.20. 

 N Mean Std. Deviation Minimum Maximu
m 

External_T1 138 4.2850 .50873 3.00 5.00 
External_T2 138 4.2077 .51766 3.00 5.00 

 

Table 13: Descriptive Statistics 
 

 

 N Mean Rank Sum of Ranks 
External_T2 - 
External_T1 

Negative Ranks 35a 28.66 1003.00 
Positive Ranks 17b 22.06 375.00 
Ties 86c   

Total 138   

a. External_T2 < External_T1 
b. External_T2 > External_T1 
c. External_T2 = External_T1 

 

Table 14: Ranks 

 

The ranks statistics results (Table 14) also show the decreasing trend of changes over time 

as there are 35 cases out of 138 the external factor score of T2 is lower than the score of 

external factor in T1. And there are only 17 cases out of 138 the external score of T2 is greater 

than the score of external in T1.  

 

 External_T2 - External_T1 
Z -2.919b 
Asymp. Sig. (2-tailed) .004 
a. Wilcoxon Signed Ranks Test 
b. Based on positive ranks. 

 

Table 15: Test Statisticsa 
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Finally, the test statistics result (Table 15) in terms of p value which is .004 suggests that that 

the changes in relation to students’ attitudes towards external factors are statistically 

significant. 

 

4.2.2.1 To make parents happy 

‘Interviewer: Why do you want to have your own hospital? 

Interviewee: That’s my ambition, of my parents actually.’ 

The above short exchange between me and Vivek is actually repeated very often by other 

students by employing other words; however, the main message is the same: the students are 

here at the university to fulfil parents’ wishes. For instance, in the next exchange Kartheek was 

very open and direct about it: 

‘Interviewer: Who makes the decision then? 

Interviewee: My father. 

Interviewer: Did you accept it just straight away? 

Interviewee: I need to, because he is the one who is paying fees for me so I need 

to listen of what he says.’ 

 

Among reasons to study, those who took part in interviews identified members of their families 

who decided or strongly suggested to study abroad. In most cases it was a father or parents 

in general, cousins or even friends.  

There were also additional factors that helped to reach a decision to study at this university: 

swift admission process (some students reported that it happened within two days), price of a 

master degree and the MBA was the cheapest at the time, having friends or members of family 

in the area, close airport location, and one of the lowest level of IELTS acceptance at the time 

(some students reported that they were accepted with 5.5 score), additional intakes in the 

middle of a semester, and the fact that the university is located in the UK.  

An unexpected reason was identified mostly by a number of female students but not only. The 

financial element of motivation would normally be linked with an external type of motivation 

but it also could be identified by students, based on the regulation driving this. Here some 

female students realise that what drives them to study in the UK is to achieve independence 

from their parents nowadays (both genders) or even from future partners (female only). As 

they were explaining the ideas, finance was named as the element that would allow them to 

achieve that independence. One of them explained: 
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‘According to my age I am ready to get married but I think to get married we need 

to be self-dependent. Being self-dependent doesn’t just concerned with staying 

alone and managing life. It begins when you start earning yourself and then 

manage your life on the basis of your earnings.’ 

Similarly, Darsini shed more light on the subject from female point of view: 

‘Interviewee: My parents have only this err… err thing that do whatever what you 

want to do in life but be financially independent, don’t be ever be err dependant on 

anybody. […] they have this mind-set that tomorrow if I have to get married to… 

then err, they don’t want me to be dependent on my husband or anybody else. […] 

Because err, with the current scenarios. I, I haven’t asked them this question, but 

what I think, with the current scenarios that happening that marriages are not 

staying long enough, even in India. […] That people are getting divorced quite 

often.’ 

Having a good degree would help with achieving that type of independence. Naidoo and 

Mahabeer (2006) concluded that integration strategies were used among Indian students, as 

that allowed them to maintain collectivist family values as well as some individualistic values. 

Those individualistic values were desirable as they were to help with achieving personal goals 

related to future opportunities such as career and professional development and attaining a 

degree from a western university. What is more, female participants strongly indicated that 

new feminist western values were attracting them more to western culture, and being 

independent or rather not dependent on other person (future husband in this case) is one of 

these values.  

It is worth pointing out, that statistical data in this study indicates that there is a decreasing 

trend of students’ attitudes (which ranges from strongly disagree to strongly agree) towards 

external factors over the period of time (i.e. T1 and T2) and it is statistically significant.  

However, it has to be remembered that autonomy cannot be mistaken for independence. Ryan 

and Deci (2000, 2002) do not view autonomy in the exact way as Bandura (1999, 2001) when 

he defined it as completely independent of the external setting. Independence then would 

involve an ability to start and finish an activity without any external assistance, for instance, a 

tutor. What is more, Ryan et al. (2006) acknowledge that some behaviours, including both 

controlled and autonomous, might be triggered by implicit prompts (as well as explicit). They 

also stated that automatic (unconscious) behaviour might be influenced by processes, which 

are either controlled or autonomous as long as an individual does not rely on others. It might 

be the case that the student’s search for independence from their parents or even planning to 

put themselves in the position where one is not dependent on their future partner (especially 
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financially) might be triggered by implicit prompts (as well as explicit; e.g. mothers influencing 

daughters’ decisions) and they might be completed without anybody’s influence.   

However, within cultures which are not westernised, situations and results would differ. For 

instance, Kartal and Balcikanli (2019) noticed that in order to become autonomous, it would 

involve not only independence but also a process of decision making that involves teachers 

as well as students. In case of the female participants in this study, the decision making 

process involved their mothers. 

  

4.2.3 Introjected regulations 

The overall result in terms of mean and rank statistics of the Wilcoxon Signed-Ranks test for 

the factor ‘introjected’ suggest a small decrease in T2 in comparison to T1. The mean score 

of student attitudes (table 16) towards ‘introjected’ in T1 is 4.18 while it is 4.15 for T2. 

 

 N Mean Std. Deviation Minimum Maximu
m 

Introjected_
T1 

138 4.1884 .47401 3.00 5.00 

Introjected_
T2 

138 4.1565 .46340 3.00 5.00 

 

Table 16: Descriptive Statistics 

 

 N Mean Rank Sum of Ranks 
Introjected_T2 - 
Introjected_T1 

Negative 
Ranks 

66a 56.05 3699.00 

Positive 
Ranks 

52b 63.88 3322.00 

Ties 20c   

Total 138   

a. Introjected_T2 < Introjected_T1 
b. Introjected_T2 > Introjected_T1 
c. Introjected_T2 = Introjected_T1 

 

Table 17: Ranks 
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 Introjected_T2 - Introjected_T1 
Z -.508b 
Asymp. Sig. (2-
tailed) 

.611 

a. Wilcoxon Signed Ranks Test 
b. Based on positive ranks. 

 

Table 18: Test Statisticsa 

 

The ranks statistics results (Table 17) show that there are 66 cases out of 138 where the 

introjected score of T2 is lower than the score of introjected  in T1 while there are 52 cases 

out of 138 where the introjected score of T2 is greater than the score of introjected in T1. And 

there are 20 cases where the introjected scores are equal between T1 and T2.  

However the attitudes range from strongly disagree to strongly agree decreases in T2 but the 

p value which is .611 suggests that this decrease or change of students’ attitudes is not 

statistically significant over time. 

 

4.2.3.1 Students’ views 

Often it is the case that at relatively early stages young people might be directly or indirectly 

advised what roles they have to fulfil in their lives. They learn then what culturally and socially 

acceptable behaviours are and what is expected from them. They might be verbally advised 

about it on a few occasions to start with and then it becomes ‘mentally programmed’ so they 

do not have to be told again what the expectations are. When the time comes, they know what 

they need to do, and often they do it without questioning. For instance, Jigar was made aware 

what was expected of him at the age of 14 

‘… my sister got married and went to Canada. So, from that time … I was in 10th 

standard. And from that time I was told that I should gain some experience. I 

should....I....from that particularly day onwards I just knew I would also study in 

abroad.’ 

Darsini had a similar understanding and was directed by what other members of her family 

were saying previously: 

‘I think it was my parents and my cousins who were quite keen on doing MBA. I 

had that in mind.’ 
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Vivek saw it more like a suggestion: 

‘… they just gave me the idea they are parents so obviously they will give me many 

options they didn’t tell me you need to do this or else you need to this.’ 

It is generally expected in India that children, especially the eldest son, would take care of their 

parents and even relatives as needed. Balaji believes that he needs to take care of everyone 

in his family. Kartheek referred to such expectations from others as ‘the type of mentality in 

India even now’ that might come from ‘parents and relatives and neighbours and whatever’. 

He identified culture as a source of that behaviour: 

‘That’s the culture in India. It’s influenced from a long time, they think that they need 

to listen to their elders and even when it comes to the careers point of view, and 

they think that apart from going into studies, if you go to other fields, you may not 

succeed and if you do engineering, you will settle fast.’ 

The desired jobs among Indians are usually in business, IT sector, medicine and a few others 

that provide financial benefits or 9-5 governmental jobs for security reasons. In a way 

Answesha confirmed this by saying that: 

‘in India we are very keen on doing a course on business administration, even 

doctors are doing MBA to know administration that’s why’. 

It was explained by a number of the students that commonly it is expected for young men to 

get married at the age about 26 or 27. A young woman would be generally married off when 

they are about 20 or even younger. However, it is interesting that often mothers set different 

expectations for their daughters.  

We have already looked at becoming financially independent as an external regulation in ‘To 

make parents happy’ section (see p. 140). Nevertheless, the same concept or rather 

expectation is often ‘planted into young girls’ heads’ so regardless of what happens to them in 

their future lives they will be at least financially secure. Answesha revealed that:  

‘… my mom always told me that, you know, in today’s world you have to 

independent, you have to be, be independent I mean, you have to make your own 

money.’ 

Why? Darsini provides a simple answer: 

‘… if something happens to my marriage and if I’m not earning enough, na na err, 

how I’m gonna feed myself, if I’m not err educated enough … not financially strong 

enough?’ 

The overall statistical result in this study for the factor ‘introjected’ regulations suggest a small 

decrease in T2 in comparison to T1, but it is not statistically significant. 
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King and Sondhi (2018) revealed that studying abroad was a route to migrate out of India for 

a longer period of time. The authors concluded that the students’ goals to settle in a foreign 

country might be modelled on the successful and well-established diaspora of professional 

Indians abroad.   

The study has also shown how families were linked with a decision-making process to study 

abroad. Families at home often treated such possibilities as an ‘investment’ opportunity into 

one’s successful future. Families also see that as a way for the whole family to gain 

advancement in social status. 

Areepattamannil et al. (2018) noted that Indian students (in Canada) took studies seriously 

and cared about their academic achievements; however, the underlying reasons were 

motivated by extrinsic reasons (identified, introjected and external regulations). At the same 

time both groups perceived their educational settings as controlling (e.g. assignment choices 

were not provided) and demanding; in case of the participants in this study the control comes 

through introjected expectations. Even though this might not be surprising in the case of 

students in India, as the learning settings in collectivist societies are often governed by 

extrinsic goals (Brdar et al. 2009) focusing on achieving status and prestige (power) so 

students’ parents could feel proud especially when comparing with other families (Kumar and 

Maehr, 2007), it was rather less expected in the case of Indian students who moved to Canada 

and had a chance to adopt some new behaviours.  

The latter was explained by Cognitive Evaluation Theory and its three basic psychological 

needs. As the theory predicts, autonomy, relatedness and competence needs need to be 

fulfilled in order to internalise or nurture intrinsic motivation. In this case the academic context 

thwarted autonomy through controlling parents introjecting expectations (similar outcomes 

were found in relation to controlling parents (Pomerantz and Moorman, 2010; Grolnick et al., 

2009)).  
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4.2.4 Identified regulations 

The result of the Wilcoxon Signed-Ranks test for the factor ‘identified’ suggests an increase in 

the score of student attitudes towards identified in T2. For example, the mean score of student 

attitudes (table 19) towards ‘identified’ in T1 is 3.02 while it is 3.74 in T2. 

The result of rank statistics (table 20) show that there are 16 cases out of 138 where the 

identified score of T2 is lower than the score of ‘identified’ in T1. On the other hand there are 

119 cases out of 138 where the identified score of T2 is greater than the score of ‘identified’ in 

T1 (Table 20). 

 N Mean Std. Deviation Minimum Maximum 
Identified_T1 138 3.0290 .49673 1.20 4.20 
Identified_T2 138 3.7478 .59844 1.00 5.00 

 

Table 19: Descriptive Statistics 

 

 N Mean Rank Sum of Ranks 
Identified_T2 - 
Identified_T1 

Negative 
Ranks 

16a 54.41 870.50 

Positive 
Ranks 

119b 69.83 8309.50 

Ties 3c   

Total 138   

a. Identified_T2 < Identified_T1 
b. Identified_T2 > Identified_T1 
c. Identified_T2 = Identified_T1 

 

Table 20: Ranks 

 

 Identified_T2 - Identified_T1 
Z -8.191b 
Asymp. Sig. (2-
tailed) 

.000 

a. Wilcoxon Signed Ranks Test 
b. Based on negative ranks. 

 

Table 21: Test Statisticsa 
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The increase in the mean score of ‘identified’ in T2 (Table 19), higher positive ranks in T2 

(table 20) together with the p value (which is .000, table 21) strongly suggests that the changes 

(i.e. increase) in T2 is statistically significant.  

 

4.2.4.1 Students’ identified motives 

When the students were asked about factors which were identified as influencing their 

decisions to come and study at the University of Bedfordshire, their answers varied. But they 

could be categorised into general terms such as fees, desire to gain some experience, access, 

the recruitment agent, and future plans which fulfilment required some personal development 

in terms of gaining specialist knowledge (e.g. setting up a business).  

Some students mentioned their previous experience which required changing environments 

so they could rebuild themselves. Some of the situations revealed included a marriage 

breakdown, major quarrels within a family or just a need to rebuild themselves as well as a 

need of gaining international and cultural exposure.   

Often it is a case that people in India believe that a diploma from a western university is as 

appealing to employers as diplomas from prestigious universities in India. At the same time 

they believe that a diploma from foreign universities, especially from the UK, USA and 

Australia, brings additional reputation to a family resulting in an increased level of societal 

status. Basith put it as follows:  

‘Because err, you know, in err, in, back in India, studying in UK is a, like a big 

reputation for a family’. 

Kiran pointed out the impact of her reputation (she actually used the word ‘prestige’) on her 

family:  

‘… we really eh think like what people will feel about you. Because for me my 

prestige is very important, because it is related to my family, my parents.’ 

 

Mohammed pointed out the positive impact of studying in the UK as increasing his level of 

reputation: 

‘I have to tell that I need good job, good status in my place and society because if 

you studied abroad, country like England, I will get good status in my society. Like 

they will speak ‘this boy did his degree in the UK’ about me. Because of that I will 

get good reputation in my society and more than that I will get what I am looking in 

my future and it will helps in my future also.’  
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In his view the increased level of reputation will provide more tangible rewards. For him this is 

almost like a mathematical equation: 

‘I have good status, I will get good relationship, good relation like and I will get good 

family, good girl, well-educated and high status girl.’  

Being able to find a more attractive life partner as a result of having a degree completed in the 

UK was mentioned on numerous occasions. Harsh stressed that a process of attracting a life 

partner is very important in Indian culture ‘because nowadays competition is high, OK, in terms 

of… Like, I’m talking about the Indian culture’. 

This appears to benefit both families involved. Those who studied abroad have better chances 

of getting a job that would provide a better financial position and increase their own and their 

own family’s societal reputation, putting him in a position to look for a lady from a better off 

family or a family that is well-respected. Yet, this process appears to be accepted by both 

sides. In Basith’s view: 

‘… nowadays people like err, they err, gives, give their daughter some, if err those 

guys are well educated and erm, ya, if it is, one has studied in abroad, then OK, 

they will not say anything, they just give them [daughters]’ 

because parents want to ensure that their daughters are well looked after. 

Even though the above described situation is often practiced in India, some young women try 

to at least delay getting married or be in charge of choosing a partner. Nerthee, for instance 

explained how she had to convince her parents to let her study in the UK, so she could delay 

being married off. Although she realised that she would not be able to avoid what her parents 

have planned, she is still coming up with some possible options that would extend that period, 

for example doing a PhD. 

Other reasons why students would chose the option to study in the UK was to prove their 

parents and relatives wrong. That might be in relation to escaping from difficult situations, 

proving to them that they are capable of achieving something or even being independent 

financially. 

The statistical result in this study for the factor ‘identified’ suggests an increase in the score of 

student attitudes towards identified regulations in T2, and that result is statistically significant. 

As previously mentioned, Areepattamannil et al. (2018) noted that Indian students were 

serious about their achievements (including academic ones); however, the underlying reasons 

were motivated by extrinsic reasons (identified, introjected and external regulations). Even 

though this might be common in the case of students in India, as the learning settings in 
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collectivist societies are often governed by extrinsic goals (Brdar et al. 2009) focusing on 

achieving status and prestige (power) so students’ parents could feel proud especially when 

comparing with other families (Kumar and Maehr, 2007), it was rather less expected in the 

case of Indian students partaking in this study as they had a chance to adopt some new 

behaviours over a period of one year.  

 

4.2.5 Professional goals 

With the descriptive statistics in relation to the mean score it is evident that there is an increase 

of the mean score in T2 regarding students’ attitudes towards the factor ‘professional’ (table 

22). More specifically, the mean score of professional in T1 is 3.59 while it is 4.38 in T2 (table 

22). The rank statistics result also suggests that there are more positive ranks which indicate 

in 17 cases out of 138, the score of T1 is greater than the score of T2. On the other hand there 

are 109 cases where the score of T2 is greater than T1. 

 

 N Mean Std. Deviation Minimum Maximum 
Professional_
T1 

138 3.5942 .67557 2.00 5.00 

Professional_
T2 

138 4.3822 .47683 2.75 5.00 

 

Table 22: Descriptive Statistics 

 

 

 N Mean Rank Sum of Ranks 
Professional_T2 - 
Professional_T1 

Negative 
Ranks 

17a 36.50 620.50 

Positive 
Ranks 

109b 67.71 7380.50 

Ties 12c   

Total 138   

a. Professional_T2 < Professional_T1 
b. Professional_T2 > Professional_T1 
c. Professional_T2 = Professional_T1 

 

Table 23: Ranks 

 

 



150 
 

 Professional_T2 - Professional_T1 
Z -8.249b 
Asymp. Sig. (2-
tailed) 

.000 

a. Wilcoxon Signed Ranks Test 
b. Based on negative ranks. 

 

Table 24: Test Statisticsa 

 

The higher mean score (table 22) of T2, higher positive ranks in T2 (table 23) and the p value 

(which is .000, table 24) indicates this positive change of students’ attitudes towards 

‘professional’ is statistically significant. 

 

4.2.5.1 Studying abroad to develop professional abilities 

Students realise that there is a very strong competition in the job market. In order to increase 

their chances of getting a well-paid job or a good position they often decide that one way of 

doing it is through completing a university degree in the UK. In this way they would stand out 

in the crowd of graduates.  

It is true that some of the students needed to find a part-time job to help with paying bills. It 

also is true that some of them want to work in order to gain some experience. Even though 

Balaji’s English might prevent him from explaining himself clearly, he described what he wants 

to achieve from working when in the UK: 

‘I wanted to have a good experience stay over here in the UK. I wanted to know 

how it works; how people are being; how was the country being developed so many 

years after and still sustaining it.’ 

It comes out rather clearly that experience and practical understanding of processes involved 

in running a successful business operation is what he wants to achieve.  

It was also noted by some students that those who achieve high positions in India would have 

at least a Masters degree from good universities, money behind them and often political 

connections. Therefore to have any chance to compete with them, students believed that they 

had to develop some business related competencies. One student expected the university to 

provide such options: 
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‘To be honest I expected more from the university when I joined so that they have 

some placements in the university or I get some good contacts from the university 

to focus on me career as I finish my MBA program.’ 

As mentioned in previous sections, students often chose to come and study in the UK because 

they were preparing themselves to take over family businesses. Latha noticed that this would 

require a development of confidence. She pointed out that one of her goals is: 

‘… to boost my self-confidence and it gives me… erm…. Because this is a big, this 

is a major change, which, which I did in my life.  So, if I get succeeded in this 

opportunity then it will give me more confidence in moving forward and taking some 

more challenging task.’ 

Also some students listed development of professional contacts as elements that would help 

them being successful. Being exposed to English and other cultures were recognised as an 

advantage when the students realised that at some point their future professional 

responsibilities are likely to involve working across borders. 

As the statistical results show, it is evident that there is an increase of the factor ‘professional 

goals’ in T2, and that result is statistically significant. The way students in this study described 

shows that they link it with ‘identified factor’, and we already know that the statistical result in 

this study for the factor ‘identified’ suggests an increase in the score of student attitudes 

towards identified regulations in T2, and that result is statistically significant. 

Some studies, which examined the above mentioned factors, were conducted by 

Areepattamannil et al. (2018; extrinsic reasons including identified regulations), Brdar et al. 

(2009; extrinsic goals including status and prestige (power)), Kumar and Maehr (2007; feel 

proud especially when comparing with others).  

 

4.2.6 Academic goals 

The factor ‘academic’ is one of the key aspects indicating a slight increase of students’ 

attitudes in T2 as suggested by the means scores which are 3.05 in T1 and 3.12 in T2 (Table 

25). A further analysis of frequency distribution of different items of ‘academic’ suggests that 

there are 34.3 % students who agree and strongly agree in T1 (appendix 89, p. 383) but it 

increases slightly in T2 which is 38.17 % (appendix 90, p. 384).  
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 N Mean Std. Deviation Minimum Maximum 
Acdemic_T1 138 3.0580 .95385 1.00 5.00 
Academic_T2 138 3.1256 .97761 1.00 5.00 

 

Table 25: Descriptive Statistics 

 

 N Mean Rank Sum of Ranks 
Academic_T2 - 
Acdemic_T1 

Negative 
Ranks 

56a 58.59 3281.00 

Positive 
Ranks 

60b 58.42 3505.00 

Ties 22c   

Total 138   

a. Academic_T2 < Acdemic_T1 
b. Academic_T2 > Acdemic_T1 
c. Academic_T2 = Acdemic_T1 

 

Table 26: Ranks 

 

 Academic_T2 - Acdemic_T1 
Z -.309b 
Asymp. Sig. (2-tailed) .757 
a. Wilcoxon Signed Ranks Test 
b. Based on negative ranks. 

 

Table 27: Test Statisticsa 

 

The rank statistics also show there are 56 cases the score of T1 is greater than T2 while there 

are 60 cases the value of T2 is greater than T1. And in 22 cases the value of T1 equals T2. 

(Table 26). The mean score, the result of frequency distribution, the rank statistics and finally 

the p value which is .757 (Table 27) suggests that these positive changes in T2 are not 

statistically significant.   

 

4.2.6.1 Students’ views on academic reasons  

As the students started explaining, the academic aspects were not the most important aspects 

to them when choosing which university they wanted to study at. In fact a few of them spoke 

about not even being aware of ranking tables. Further studies, for instance PhD, were not what 

they considered to start with. Those who spoke about PhDs, discussed them as a route to 
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extend their visas and possibly acquiring in this way, the required number of years spent in 

the UK that would qualify them for a permanent residency. But that is an external type of 

motivation. 

Internal types of motivation in relation to academia was not really discussed by the students 

who took part in interviews or wrote diaries. There was only one student who spoke about 

deriving pleasure from reading.  

However, during the second semester the students started to realise that academia provided 

them with opportunities to develop transferrable skills and abilities. Even though most of them 

did not choose to study for intellectual aspects, they recognised that this would lead to the 

development of persuading business partners, experiences in using logic when convincing 

others about their view point and so on.  This was what some of them were looking for as it 

was directly linked with the professional goals they had already developed.  

A number of them spoke about one particular unit, Executive Development Project (EDP 

during the first semester), during which students had to assess themselves, identify areas for 

improvement and produce a development plan. Some commented that it was an eye opener 

on how much they had to improve.  

Once they started the second semester they started to appreciate that through ‘doing’ they 

acquired ‘knowing’. Nitisha explained that: 

‘It’s because practical experience, like when you do it, you don’t have to try to 

remember anything, you automatically remember stuff.’ 

A number of the students pointed to the interactive aspect of classes they attended that was 

easy to apply practically. A few students expressed similar views to Nitisha: ‘I can actually 

implement what I have learnt here.’ 

Statistically speaking, the factor ‘academic’ is one of the aspects indicating a slight increase 

of students’ attitudes in T2; however, it is not statistically significant.  

Ryan et al. (1994) investigated relationships of teachers with motivational learning outcomes 

(and self-esteem) and they confirmed that academic outcomes were positively linked with 

representation of relatedness with teachers. Similarly, Caleon and Wui (2019) through a 

longitudinal research confirmed the importance of teacher trust as it was found to be a positive 

predictor of academic achievements. 

Also, it needs to be remembered that a large amount of teaching often takes place through 

student-centred and communicative approaches (Saraceni, 2003, 2013), which are believed 

to positively impact students’ academic performance. At the same time, a study conducted by 
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Aziz et al. (2015) confirmed that classroom context, management and atmosphere positively 

impacted motivation to learn. The findings are in line with what was reported by Rastogi (2019). 

Also, Cheruvalath (2012) examined how motivational factors such as classroom settings 

(teaching methods and materials, management and atmosphere) impacted academic 

achievements. It was reported that there was a positive correlation between motivational 

factors and students’ academic achievements. 

 

4.2.7 Personal goals 

The students’ attitudes towards personal factors show a positive direction which is evident 

from the mean score as the mean score in T1 is 2.80 but it increases to 3.90 in T2. This is also 

evident in the result of frequency distribution of different measures of ‘personal’ over time. The 

frequency distribution result of personal in T1 indicates that there were about 21.16 % of 

students who agree and strongly agree (appendix 91, p. 385) but it is 78.06 % in T2 (Appendix 

92, p. 386). This increasing trend is also evident through the rank statistics as it shows that 

there are 124 cases out of 138 where the score of T2 is higher than the score of T1. 

 N Mean Std. Deviation Minimum Maximum 
Personal_T1 138 2.8087 .60983 1.00 4.40 
Personal_T2 138 3.9014 .40597 3.00 4.80 

 

Table 28: Descriptive Statistics 

 

 N Mean Rank Sum of Ranks 
Personal_T2 - 
Personal_T1 

Negative Ranks 10a 17.25 172.50 
Positive Ranks 124b 71.55 8872.50 
Ties 4c   

Total 138   

a. Personal_T2 < Personal_T1 
b. Personal_T2 > Personal_T1 
c. Personal_T2 = Personal_T1 
 

Table 29: Ranks 
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 Personal_T2 - Personal_T1 
Z -9.672b 
Asymp. Sig. (2-tailed) .000 
a. Wilcoxon Signed Ranks Test 
b. Based on negative ranks. 

 

Table 30: Test Statisticsa 

 

The higher mean score in T2, the higher percentage of students’ attitudes towards agree and 

strongly agree, and the higher mean score suggests that there are significant positive changes 

of attitude towards personal factors. This is also evident from the p value (which is .000) as 

indicated in the above table 30. 

 

4.2.7.1 Students’ views on personal goals to study  

Most of the students’ personal reasons to come and study in the UK are usually strongly related 

to identified regulations, which were discussed in great detail in ‘Students’ identified motives’ 

section (see p. 147). One of the goals that is a personal one is getting a more attractive life 

partner, which is also discussed in that section. 

Other aims that students wanted to achieve by coming to the UK were to be united with 

relatives already living in the country, a need to extend a visa, get married in the UK (only two 

students mentioned that) or simply to emigrate.  

Latha listed that behind a decision to emigrate here was really what the country had to offer 

‘good prospects, it has a good job prospects, good lifestyle, good education for my child’.  

Some students had the option to take an internship as a part of the programme they were 

enrolled on. Others realised possibilities after arriving and experiencing different lifestyles in 

this country. Mohammed explained: 

‘I really like this place very very much because of the life style, environment. And 

how the people are living is completely different from my country, and I really liked 

the way of living style here, so I will try my best to get working visa here.’ 

To start with, any action (including moving to a different location) would have some underlying 

motives. In terms of migrations, those motives are responses to some conditions experienced 

by migrants such as ‘inequalities in development, employment prospects, income and living 

conditions between and within countries’ (King, Skeldon and Vullnetari, 2008, p. 4; Fang, 

2020). 
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Also, as mentioned in the previous section, the students’ attitudes towards personal factors 

show a positive increase over time, and it is statistically significant. This type of goals are goals 

that are governed by identified regulations. In addition, we already know that the statistical 

result in this study for the factor ‘identified’ suggests an increase in the score of student 

attitudes towards identified regulations in T2, and that result is statistically significant. 

 

4.2.8 Integrated regulations 

The Wilcoxon Signed Ranks Test result in terms of mean score, distribution of rank suggest 

that there is a slight positive increase of students’ attitudes towards the factor ‘integrated’. The 

descriptive statistics (Table 31) result suggests that the mean score of integrated in T1 is 4.13 

while it is 4.49 in T2. In addition to this according to rank statistics (table 32) it is revealed that 

there are 130 cases out of 138 where the score of T2 is greater than the score of T1. However 

there are 4 cases (out of 138) where the score of T1 and T2 are equals (Table 32).  

 

 N Mean Std. Deviation Minim
um 

Maximum 

Integreted_T1 138 4.1290 .49393 3.00 5.00 
Integreted_T2 138 4.4957 .38148 3.60 5.00 

 

Table 31: Descriptive Statistics 

 

 N Mean Rank Sum of Ranks 
Integreted_T2 - 
Integreted_T1 

Negative 
Ranks 

4a 31.75 127.00 

Positive 
Ranks 

130b 68.60 8918.00 

Ties 4c   

Total 138   

a. Integreted_T2 < Integreted_T1 
b. Integreted_T2 > Integreted_T1 
c. Integreted_T2 = Integreted_T1 
 

Table 32: Ranks 
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 Integreted_T2 - Integreted_T1 
Z -10.007b 
Asymp. Sig. (2-
tailed) 

.000 

a. Wilcoxon Signed Ranks Test 
b. Based on negative ranks. 

 

Table 33: Test Statisticsa 

 

The higher mean score (according to descriptive statistics) together with the higher mean 

score (according to rank statistics) of T2 over T1 suggest that there is a positive change of 

students’ attitude towards the integrated factor which is also evident from the .000 level of 

significance (Table 33). 

 

4.2.8.1 Integrating motives, students’ perspective 

Students often look at different elements from a practical point of view. If something provides 

positive benefits then they are happy to implement it. Joseph, for instance is happy to do 

anything as long as it is ‘useful’ for him. It is possible that they realised how education, 

university and what they learn could benefit them in the long term, not by just providing tangible 

benefits they would use in near future. Some realised that there were no people or other 

sources of power that would control them. Therefore it is simply them who are in charge of 

their lives. Sudev put it simply: 

‘I proved to myself that it is purely your willpower and your motivation have to win 

in any situation, doesn’t matter what the condition is.’ 

A moment later he stated: 

‘This developed an interest in myself, thinking that why not continue for the, like, 

you know, just like last time we had a discussion about the PhD. That actually 

intrigued me to do further.’ 

Dharmendra, similarly to Sudev, saw studying as ‘a mind map to think about something’ and 

similarly to Sudev, Dharmendra thinks that ‘study increase your imagination power to go in a 

particular way’ [so you can] ‘apply in person what you're study in, in your class, in your degree, 

you apply in practical way’.  

Dharmendra implies here that it is also possible that students accepted some values of the 

English culture and behaviour. They do not need to necessarily agree with them; accepting 

would be enough to start with. Previously we quoted Mohammed who started to like the life 
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style in the UK. In simple terms some students were beginning to adjust themselves to the 

new culture.   

Berry (2003, 2019) believes that integration would only happen in societies that are openly 

multicultural. That means the large majority of the society needs to have acceptance of cultural 

diversity and a positive attitude towards it embedded in their daily lives. Those dominant 

cultures cannot be prejudiced towards others so there would be a very small degree of 

discrimination and racism as well as ethnocentrism present. At the same time all groups 

involved need to have positive and mutual attitudes towards each other. What is more, all 

groups need to develop a sense of belonging to the large society and identifying themselves 

with it.  

At the same time, the statistical results suggest that there is a slight positive increase of 

students’ attitudes towards the factor ‘integrated’, and it is statistically significant. 

 

4.2.9 Internal regulations 

In order to identify the pattern and direction of students’ attitudes towards ‘internal’ (to 

accomplish) the result of the Wilcoxon Signed Ranks Test indicate that there is no mentionable 

changes over time (T1 and T2). More specifically, the mean score in T1 is 2.67 but it is 2.68 

in T2 (table 34). The rank statistics also show a similar result as there are 71 cases out of 138 

where the value of T1 is greater than T2 while there are 57 cases out of 138 where the value 

of T1 is lower than T2 (Table 35). The rank test result also shows that there are 10 cases out 

of 138 where the values of T1 and T2 are equal (table 35).    

 

 N Mean Std. Deviation Minimum Maximum 
Internal_T1 138 2.6739 .48991 1.17 3.83 
Internal_T2 138 2.6763 .51173 1.17 4.00 

 

Table 34: Descriptive Statistics 
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 N Mean Rank Sum of Ranks 
Internal_T2 - 
Internal_T1 

Negative 
Ranks 

71a 58.30 4139.50 

Positive 
Ranks 

57b 72.22 4116.50 

Ties 10c   

Total 138   

a. Internal_T2 < Internal_T1 
b. Internal_T2 > Internal_T1 
c. Internal_T2 = Internal_T1 

 

Table 35: Ranks 

 

 Internal_T2 - Internal_T1 
Z -.027b 
Asymp. Sig. (2-tailed) .978 
a. Wilcoxon Signed Ranks Test 
b. Based on positive ranks. 

Table 36: Test Statisticsa 

 

The frequency distribution of students’ attitude towards internal (to stimulate) indicates that 

about 6.63 % of students responded to ‘agree’ and ‘strongly agree’ (appendix 93, p. 388) while 

it is 11.6 % in T2 (appendix 94, p. 389). Despite these slightly positive changes of students’ 

attitudes towards internal (to know) the p value .978 (table 36) suggest that these changes are 

not statistically significant. 

 

4.2.9.1 Intrinsic regulations and students’ experience 

It is generally accepted that most students do not derive pleasure from studying. In this 

particular group of students the situation does not appear to be different. Some of them actually 

identified the importance of gaining knowledge; however, it was linked with developing 

themselves as future managers. Therefore this type of motivation would fall under identified 

regulations. 

A couple of students acknowledged that being themselves and doing things that interests them 

was an important part of their development, which is internal regulation. However, the 

comments were made in relation to their private lives and not academia per se. Similarly, 

Answesha expressed her attitude towards literature and reading: 
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‘I love literature I think that’s one of the reason I came here as well. I forgot to say. 

I chose England because I studied literature. I know the places I know the authors 

where they grow up and stuff. So, yeah I really love English like, ever since I was 

a kid, maybe that’s why I had a passion for it.’ 

Yet, she connected that with her previous studies and a reason to come to the UK and not the 

university. 

That would not be too surprising as there was not no is no mentionable changes over time (T1 

and T2) in relation to internal regulations. 

 

4.2.10 Competence  

The Wilcoxon Signed Ranks Test has also been applied to examine students’ attitudes 

towards the factor ‘competence’ over time. The result in terms of descriptive statistics, in which 

the mean score in T1 is 4.23 while it is 4.49 in T2 (Table 37). However, the rank statistics result 

also reveals that there are 30 cases out of 138 where the score of T1 and T2 are equal but in 

98 cases the score of T2 is higher than the score of T1. Therefore, it can be concluded that 

students’ attitudes towards competences are improving over time.  

 

 

 N Mean Std. Deviation Minimum Maximum 
Competence_T1 138 4.2283 .48091 3.00 5.00 
Competence_T2 138 4.4946 .40691 3.00 5.00 

 

Table 37: Descriptive Statistics 

 

 

 N Mean Rank Sum of Ranks 
Competence_T2 - 
Competence_T1 

Negative Ranks 10a 76.95 769.50 
Positive Ranks 98b 52.21 5116.50 
Ties 30c   

Total 138   

a. Competence_T2 < Competence_T1 
b. Competence_T2 > Competence_T1 
c. Competence_T2 = Competence_T1 
 

Table 38: Ranks 
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 Competence_T2 - Competence_T1 
Z -6.770b 
Asymp. Sig. (2-
tailed) 

.000 

a. Wilcoxon Signed Ranks Test 
b. Based on negative ranks. 

 

Table 39: Test Statisticsa 

 

Based on the result derived from descriptive statistics  and rank statistics it can be said that 

there is a measurable change in students’ attitudes towards  competence which is also evident 

in the result of test statistics with a p vale of 0.000  which is statistically significant (Table 39). 

 

4.2.10.1 Development of students’ competence 

It would be expected that students’ competencies levels would increase over a period of one 

academic year. This is in line with what was reported by students.  

One of the elements they point out is acquisition of knowledge, which is fundamental to 

development of skills and abilities. Harsh points out that: ‘I got so many information form that 

lecture, particular in the industry which is situated in the European country …’.   

Dharmendra also noticed that she learned about business in a global context and also about 

practical application. She compared that to book-based teaching in India through which you 

‘can't get the real experience’. 

Joseph noticed how his research and communication skills evolved. Likewise, Basith made 

comments about the development of communication skills in relation to having discussions 

with teachers.  

It has to be stated that such interactions and asking questions were rather rare at the beginning 

of the first semester. Sometimes students had limited knowledge of the subject and didn’t want 

to ‘lose face’ in front of others or simply did not want to interrupt teachers. Others were shy in 

nature and needed more time to adjust to the new settings. Some students realised that the 

group work in which they were involved helped them with interacting with others. Nitisha linked 

that with her psychological make-up, when she described the process: 
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‘I wasn’t really shy but I think I was to myself I was not confident, I can say, the 

level of confidence I can speak to people with like looking into their eyes and I try 

to make a conversation, it’s something I, I can say that I came out of my shell 

because, in the first semester our lecturers they asked us to give presentations, 

they asked us to come out participating even, it helped me to break the introvert in 

me.’ 

Having a friendly atmosphere in the classroom, in general, contributed to interactions among 

students that resulted in the development of different transferable skills. It is almost like a 

spiral, where one element leads you to the situation that requires the next skill to be developed 

in order to complete the new challenge. This was noticed in a way by one student: 

‘you can get confidence, then you can know that you can do things. If you, you will 

get more challenge at the next level, you can work on that challenge by having that 

skill’. 

Taking statistical results in consideration, it can be concluded that students’ attitudes towards 

competences are improving over time and that positive change is statistically significant.  

As SDT theorises, as long as psychological needs for competence are supported by the 

environment in any settings, including education ones, then that would likely result in increased 

engagement in learning activities. A number of researchers investigated diverse elements, 

which support the development of and self-perceived competence among students. These 

include the: structure of instruction on how to achieve what is expected to be provided by 

teachers (Jang et al., 2010), process- and grade-oriented positive and constructive feedback 

(Rakoczy et al., 2008), correct level of tasks difficulties (Malmberg and Little, 2007), and 

emotional and social support (Ruzek et al., 2016; Schartner, 2015).  

All of the above mentioned researches and their findings are in agreement with what is 

predicted by SDT. They also suggest, that instructional context might help students with 

developing their competences. 
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4.2.11 Autonomy 

This is one of the key indicators of this research. The Wilcoxon Signed Ranks Test has been 

applied to measure the movement and direction of students’ attitudes towards ‘autonomy’. The 

descriptive statistics suggest that the mean score of students’ attitude towards ‘autonomy’ is 

4.28 in T1 while it is 4.25 in T2. This indicates that there is a slight decrease of mean score in 

T2 over T1. The frequency distribution result (Appendix 95 (p. 391) and 96 (p. 392)) reveals 

that 94.93 % of students fall in the categories of agree and strongly agree in T1 (Appendix 95) 

while it is 92.77 % in T2 (Appendix 96). 

 

 N Mean Std. Deviation Minimum Maximum 
Autonomy_T1 138 4.2899 .52947 1.00 5.00 
Autonomy_T2 138 4.2536 .60032 1.00 5.00 

 

Table 40: Descriptive Statistics 

 

 N Mean Rank Sum of Ranks 
Autonomy_T2 - 
Autonomy_T1 

Negative Ranks 47a 59.03 2774.50 
Positive Ranks 56b 46.10 2581.50 
Ties 35c   

Total 138   

a. Autonomy_T2 < Autonomy_T1 
b. Autonomy_T2 > Autonomy_T1 
c. Autonomy_T2 = Autonomy_T1 
 

Table 41: Ranks 

 

 Autonomy_T2 - Autonomy_T1 
Z -.324b 
Asymp. Sig. (2-tailed) .746 
a. Wilcoxon Signed Ranks Test 
b. Based on positive ranks. 

 

Table 42: Test Statisticsa 

 

However, there is a slight decrease of mean score in T2 (Table 40) over T1 which is also 

evident from the result of frequency distribution (Appendix 95 (p. 391) and 96 (p. 392)) but this 

change is not statistically significant as the p value is .746 (table 42). 
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4.2.11.1 Autonomy and students’ experience 

Those students who spoke about this construct initially discussed the lack of support from 

others (friends and classmates). That put them in a position where they did not have a choice 

but had to do it themselves. Answesha was one of the students who had a member of her 

family who studied at the university to start with. As she explained, apart from the initial stages 

when she received help and advice from the sister (who was in a different cohort), both carried 

out rather separate lives in different social groups. The settings she found herself in, made her 

do things herself. Even though being alone had some emotional impact on her, it never 

hampered her ‘responsibilities and duties because of emotional barrier’. 

Nitisha is another student who developed a strong sense of autonomy stressed the importance 

of: 

‘… being confident in life, taking charge of your life, don’t let others take decisions 

for you. You need to take decisions for yourself, even if it’s for very petty things 

like: everyday chores or something, finding a room or like making new friends, 

anything.’ 

She explained that she: 

‘… came out of my shell because, in the first semester our lecturers they asked us 

to give presentations, they asked us to come out participating even. It helped me 

to break the introvert in me’. 

A number of students see their growth as an outcome of ‘doing your own work by yourself’ 

(Harsh). 

There were a number of students who indicated how they managed to become more 

independent with their activities; more autonomous. Vivek, for instance chose a topic for his 

dissertation because it was not researched well at the time, with limited publications available. 

He elucidated that even if he was going to be incorrect, he would be able to assess theoretical 

frameworks and provide some argument. In a different way, he was looking for a challenge.  

Others, like Prithwish, realised that their confidence level had increased. Similarly, Harsh 

believed that she became so ‘confident that I will… that I will do any task in my future life, in 

business or in social life’. 

On the other hand, there were also students who did not develop a higher level of autonomy. 

Often it was the case of them not adjusting their previous behaviours to the new context. Some 

reported that it was very important for them to receive positive and encouraging comments 

from their tutors. Kritika ‘always need[ed] instructions’. She used to try new tasks but because 
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many of them were different to what she already knew, or more complex, she would give up 

trying and ‘wait for someone to give me instructions’. 

Similarly, Katheek always looked for his supervisor’s advice visiting him in his office (on the 

top of official tutorial session). Sometimes their actions were influenced by their traditional 

collectivist up-bringing where one had to discuss all decisions with friends and family, even 

those decisions, which only involved the one in question.  

Also, it appears that when competencies were not developed towards the end of an academic 

year, students were also lacking a development of a higher level of autonomy. 

Statistical results indicate that there is a slight decrease of autonomy in T2 over T1; however, 

this is not statistically significant. SDT predicts that the autonomy psychological need can be 

supported or thwarted in educational context through participation in learning tasks and 

activities. Reeve (2002) included teachers’ behaviours as an element that could support 

especially behaviours that are flexible, supportive, and responsive and also showing curiosity 

in students’ interests. Later Reeve (2006) added that autonomy can be supported by 

instructional activities which are linked with learners’ interests and provide satisfaction, 

pleasure and challenge at the same time. He also pointed out that such activities need to be 

linked with students’ competences and allow them a choice of completion. Again he suggests 

that the language used needs to be no-controlling, provide relevant information and positive 

feedback on progression and rationale. What is more, students need to be allowed to express 

their negative distress (if needed) as a reaction to diverse requirements in the educational 

context.   

Generally it is agreed that teachers’ autonomy supportive behaviours are very beneficial and 

this view is popular in westernised academic settings. For instance, Vansteenkiste et al. (2012) 

revealed that not only are expectations and autonomy support positively related and are part 

of structure, but they are also linked to positive academic outcomes.  On the other hand, SDT 

posits that learners would perceive clear guidelines without justification and explanation (or 

other teachers supportive actions) as an attempt to control them (or rather their actions) and 

not something what is designed to help them and support their autonomy.  

 

4.2.12 Relatedness  

The Wilcoxon Signed Ranks Test result reveals that students’ attitudes towards the factor 

‘relatedness’ is increasing over time as the mean score of relatedness in T1 was 3.38 but it is 

3.94 in T2 (Table 43). This is also evident in the result of rank statistics (Table 44) as it shows 

that there are 132 cases out of 138 where the score of T2 is higher than the score of T1. 
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 N Mean Std. Deviation Minimum Maximum 
Relatedness_T1 138 3.3841 .70330 1.00 4.80 
Relatedness_T2 138 3.9406 .41744 3.00 4.80 

 

Table 43: Descriptive Statistics 

 N Mean Rank Sum of Ranks 
Relatedness_T2 - 
Relatedness_T1 

Negative Ranks 0a .00 .00 
Positive Ranks 132b 66.50 8778.00 
Ties 6c   

Total 138   

a. Relatedness_T2 < Relatedness_T1 
b. Relatedness_T2 > Relatedness_T1 
c. Relatedness_T2 = Relatedness_T1 

 

Table 44: Ranks 

 

 Relatedness_T2 - Relatedness_T1 
Z -10.062b 
Asymp. Sig. (2-tailed) .000 
a. Wilcoxon Signed Ranks Test 
b. Based on negative ranks. 

 

Table 45: Test Statisticsa 

 

Therefore, it can be said that students’ attitudes towards ‘relatedness’ are changing positively 

as suggested by the mean and rank statistics. And also from the p value .000 which can be 

considered as statistically significant (Table 45). 

 

4.2.12.1 Students’ perception towards relatedness 

In general the students were very satisfied with the way they were treated by their tutors and 

the way teaching was delivered. Many of them noticed that the learning was easily achievable 

and not very stressful. For instance, Nitisha liked her teachers because of:  

‘The way they taught. They had a command in their voice but they were not cocky 

or anything. They were very confident. All they want to do daily is make us 

understand what they taught in the class. In a way, it’s not theoretical; it’s actually 

engaging students making them participate, when they are learning things. It’s not 
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like, you know, end of the class it doesn’t feel like you have stressed yourself but 

you have also learnt something.’ 

As the teacher often used communicative and student-centred approaches to teach without 

emphasising the power they had as teacher, they managed to minimise power distance and 

create a friendly atmosphere.  Students often referred to them as friendly, nice, pleasant and 

supportive. It was noticed that they were not ignored, and allowed to ask questions. 

Sudev explained what worked for him in relation to one of the teachers. He said that that 

particular teacher: 

‘met the expectation because he was himself. He doesn’t have to act professor-

professor so he was easy-going. That’s the main reason, you know, it makes any 

student to calm down’. 

As students explained their experience in class, it became clear that it was how they were 

treated what allowed them to open-up and developed their confidence and autonomy as an 

outcome of the good relations they had with their teachers, who did not diminish them.  

On the other hand, there were some students who had an opposite experience. One of the 

teachers was described as ‘scary’ and behaving ‘in a very old manner’. It was indicated that 

this teacher was ‘strict’ and that the teacher liked to control the class. Prithwish described one 

of his teachers as ‘rude’. 

Darsini for instance described the way her cohort was treated by one of her teachers. The 

teacher, who was native English, would come up with negative and diminishing comment 

about the nation the students represented. Darsini quoted the lecturer: 

‘You really think Indians are good at it? I don't think so’ […] ‘Have Indians been 

very...Do you think Indians err, learnt it’ […] ‘yeah, can Indians do that on their own, 

I don't think so’. 

In return such comments activated negative and often sarcastic schemas by the students. 

Darsini did not produce a verbal answer; however her line of thinking was: 

‘… obviously 300 years of the rule of the British or any other, err, you know, will not 

even, where they were dominated enough and things like that, they would not have 

not had the mind to make their own decisions.’ 

If one creates this type of atmosphere in a classroom, students are not going to develop a 

positive relationship with a teacher and consequently this will have a detrimental impact on 

their learning and academic achievements. 
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The statistical results reveal that students’ attitudes towards the factor ‘relatedness’ is 

increasing over time, and it is statistically significant.   

The concept of relatedness has been researched considerably well; examining connections at 

home and within educational contexts with education-related outcomes and psychological 

well-being. Ryan et al. (1994) investigated relationships of ‘significant others’ (parents, tutors 

and classmates), and found out that relatedness with tutors and parents would predict 

academic performance. Variables of self-esteem were positively correlated with security and 

utilisation. Academic outcomes were positively linked to representation of relatedness with 

teachers and parents, while security was the most significant predictor of self-esteem. It was 

further concluded that in general relatedness with tutors strengthens academic engagement, 

autonomy and learners’ sense of control. 

These findings were confirmed by different researchers who studied the same concepts in 

academic settings. For instance, Caleon and Wui (2019) confirmed the importance of teacher 

trust as it was found to be a positive predictor of academic achievements.  

Beachboard et al. (2011) examine the influence of relatedness on improving learning 

outcomes. The study revealed that there was recorded significant increase in job preparation 

and academic development as a mediated effect of relatedness. It was concluded that 

participation is positively correlated with rising levels of relatedness that positively impacts on 

academic progression and preparation for professional readiness. The findings were 

confirmed by Koch et al. (2017) and in line with other studies investigating the same concepts 

including Vansteenkiste et al. (2004), Bernard (2015), King (2015) and Ikahihifo (2019). 

Lastly, Gehlbach et al. (2016) concluded that developing similarities between teachers and 

students (by developing sociocultural capital) would increase students self-perceived level of 

inclusion leading to fulfilling basic psychological needs of relatedness. 

 

4.2.13 Acculturation to academic life 

The Wilcoxon Signed Ranks Test result in the form of descriptive statistics resulted in the 

mean value in T1 of 2.86 while it is 3.33 in T2 (Table 46).This is also evident from the result of 

rank statistics (Table 47) as there are 134 cases out of 138 where the value of T2 is greater 

than the value of T1.   
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 N Mean Std. Deviation Minimum Maximum 
Acculturation_T1 138 2.8643 .57687 1.45 4.82 
Acculturation_T2 138 3.3327 .58231 1.82 5.00 
 

Table 46: Descriptive Statistics 

 N Mean Rank Sum of Ranks 
Acculturation_T2 - 
Acculturation_T1 

Negative Ranks 0a .00 .00 
Positive Ranks 134b 67.50 9045.00 
Ties 4c   

Total 138   

a. Acculturation_T2 < Acculturation_T1 
b. Acculturation_T2 > Acculturation_T1 
c. Acculturation_T2 = Acculturation_T1 

 

Table 47: Ranks 

 

 Acculturation_T2 - Acculturation_T1 
Z -10.050b 
Asymp. Sig. (2-tailed) .000 
a. Wilcoxon Signed Ranks Test 
b. Based on negative ranks. 

 

Table 48: Test Statisticsa 

 

Therefore, it can be said that students’ attitudes towards acculturation is changing positively 

which can be considered as statistically significant as the p value is .000 (table 48). 

 

4.2.13.1 Students’ adjustments to academic life 

When the students arrived most of them were full of enthusiasm and eager to get on with their 

new responsibilities and tasks at the university. However, they soon realised that educational 

systems in India and the UK are drastically different. Therefore some aspects of students’ lives 

at the university did create issues and required adjusting to the new settings. 

They realised very quickly that the Indian educational system is based on a teacher-centred 

approach that employs a lot of examinations based on books. In contrast, teaching at the UoB 

often utilised a number of different approaches to suit different learners’ needs. Previously 

they were able to pass exams by memorising materials. Shagun referred to that as ‘bookish 
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knowledge’, whereas at the UoB they had to show their understanding and ability to practically 

employ knowledge. A number of students reported having problems simply with writing 

assignments as most of them had never done this in the past. Referencing, paraphrasing, use 

of BREO (electronic black board) as well as logic, used to support their arguments, created 

additional issues. Meeting deadlines to submit assessments were problematic for students. 

One student stated that: 

‘I had to write assignments. It was pretty much like, referencing, it was something I had never 

heard of in my life.’ 

Subject and material content of the units taken by students usually did not creat problems. 

There was one unit (Business Data Analysis), which students used to see as very difficult but 

the issues were related to a style of delivery and teaching approaches used by the teacher. 

That created frustration and some believed that they achieved nothing through that unit. Other 

units were viewed as useful with a direct link to their future careers. They were also satisfied 

with feedback that was provided for submitted assignments.  

Students realised that some other skills were developed because of the units undertaken, for 

instance communication skills. They also appreciated seminars and focus in other classes on 

the practical application of newly acquired knowledge. In general the students appeared to be 

very satisfied with the quality and ways of delivering classes. For instance, Nitisha summarised 

her experience as follows: 

‘I’d say the majority of the lectures, that have taught me in the first semester, were very good 

(wow). I like the way they taught. The classes were very interactive. The lecturers didn’t write 

much, not like in back home where the teachers just write stuff on the board and the teacher 

leaves. The lecturers in the UK wanted every student to understand, interact and are more 

involved with teaching’. 

‘It was really exciting. I enjoyed the classes. I was learning new things. I was making myself 

understand new things, implement them as well, and not just learn them. But also, implement 

them. And also, when I initially came in, like in your EDP classroom they can test, psychometric 

test and I’ve been an INFJ but from the experiences I’ve collected through this journey, I have 

now got an ENFJ’. 

As they were progressing with their studies they developed themselves further. Soon they 

were in a position to describe their experience in this way: 

‘In my first practice week, I was working with a group of students; a girl and two guys, all of 

them are from the same community/background, the guys are from India and the girl is from 
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Pakistan. It’s Pakistan and India. I feel like it’s almost the same mentality and lifestyle. The girl 

was really confident and we were engaging when we were trying to discuss things’. 

The above example shows how well they developed themselves, when ‘initially, it wasn’t easy 

because there were different set of people I have never met before, I’ve never been with. 

Because I was a shy person’. Soon they learnt how to be critical about what they are told or 

read; Vivek realised that at some point in the past he ‘… never used to question in class even 

if I had doubts’. 

Even though there were minor imperfections resulting in some issues, students in general 

were able to adjust themselves to the new environment. 

The statistical test results revealed that there was an increase in acculturation in academic life 

over T1 and T2, and the findings are statistically significant.  

The new educational system and teachers’ different approach to teaching impacted students’ 

perception as it did not meet students’ expectations, resulting in a delay of adaptation of new 

conventions (Smith and Khawaja, 2011) as Asian students’ are more accustomed to 

traditional, formal and authoritative classes that often lead to memorising materials (Mesidor 

and Sly, 2016).  

The other way of gaining sense of improving and adjusting is through received feedback on 

early completed tasks and performance (normative standards; Nicholls, 1984; Korn et al., 

2019). What is more, Rakoczy et al. (2019) proved that students perceived formative feedback 

as helpful and their self-efficacy and interest in learning subjects increased. In fact, the 

negative comments actually were detrimental to students’ academic adjustments and 

performance.   

As the statistical results indicate, the majority of the students managed to evolve and improve 

their academic skills and abilities (the statistical test results revealed that there was an 

increase in acculturation in academic life over T1 and T2, and the findings are statistically 

significant). Students also reported that self-perceived level of enjoyment in relation to class 

activities was increased. They started to see themselves as being able to complete group and 

complex activities. That is in line with what Carmona-Halty et al. (2019) claim that students’ 

satisfaction would affect positively efficacy that in turns improve academic performance.  
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4.2.14 Acculturation to social life 

The result of Wilcoxon Signed Ranks Test in relation to descriptive statistics  suggests that 

there is a slight increase in the score of Acculturation social in T2 over T1 (table 49). This is 

also evident from the rank statistics result (Table 50) as there are 63 cases where the 

value/score of T1 is greater than the value of T1. Moreover, there are 65 cases out of 138 

where the value of T2 is higher than the value of T1. 

 

 

 N Mean Std. Deviation Minimum Maximum 
Acculturation Social_T1 138 2.7995 .52320 1.67 4.56 
Acculturation Social_T2 138 2.8221 .53322 1.67 4.56 

 

Table 49: Descriptive Statistics 

 

 N Mean Rank Sum of Ranks 
AcculturationSocial_T2 – 
AcculturationSocial_T1 

Negative 
Ranks 

63a 64.28 4049.50 

Positive 
Ranks 

65b 64.72 4206.50 

Ties 10c   

Total 138   

a. AcculturationSocial_T2 < AcculturationSocial_T1 
b. AcculturationSocial_T2 > AcculturationSocial_T1 
c. AcculturationSocial_T2 = AcculturationSocial_T1 
 

Table 50: Ranks 

 

 Acculturation Social_T2 – Acculturation  Social_T1 
Z -.187b 
Asymp. Sig. (2-
tailed) 

.852 

a. Wilcoxon Signed Ranks Test 
b. Based on negative ranks. 

 

Table 51: Test Statisticsa 
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However, there is a slight increase of mean score and also shows positive changes of the 

score towards T2 but it is evident that this change is not statistically significant (Table 51). 

 

4.2.14.1 Students’ development of social interactions 

This type of adjustment is quite important for migrants as it can provide help and explanations 

when needed. Students usually appreciated the value of knowledge acquired at work as some 

of them had part-time jobs. Those types of settings usually provided them with development 

of different skills and self-help ability. Often that translated into improvement on their academic 

side.  

As many of them reported disappointment in the limited number of native students at the 

university, often they compensated that by interacting and developing contacts with other 

foreign students in their cohorts. That usually worked as long as both sides used similar 

communication patterns. Some students quickly realised that this would turn into an advantage 

for them. Jigar explained: 

‘There was a German in the class. He was involved in my two groups in the first 

semester, in marketing and intercultural as well. So, as a friend from a different 

culture he was the best and he was really helpful for me. And she used to work 

with the same technique, same method of study because she is European...so, 

they already had knowledge about how to work, how to...so, she helped me as well 

in my studies and I am really thankful to her...today.’ 

Students also tried to get help from other Indian students who started their degrees earlier and 

who were already adjusted to the new system. The newcomers referred to them as ‘my senior’. 

In most cases seniors were happy to help as they had received help in a similar way. In this 

way they created their own support system. 

The statistical results suggests that there is a slight increase in the score of acculturation to 

social life in T2 over T1, but the finding is not statistically significant. 

Guay et al. (2013) and later Pehmer et al. (2015) point out that social context could provide an 

element to support continued engagement, as long as the teacher supports a positive learning 

setting. That indicates how important adjustment to social life could be. There is a number of 

studies (e.g. Jacson et al., 2019) that clearly identified links between social support, stress 

(academic and acculturative) and more effective socio-cultural adjustment. 

This type of adjustment can provide help and explanations when needed. Students usually 

appreciated the value of knowledge acquired at work as some of them had part-time jobs. 
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Those types of settings usually provided them with development of different skills and self-

help ability. Often that translated into improvement on academic side.  

 

4.2.15 Acculturation to daily life 

The mean statistics suggest that the mean value of ‘acculturation daily life’ is higher in T2 over 

T1 (Table 52). More specifically, the mean score of acculturation daily life in T1 is 2.89 while 

it is 3.34 in T2 which is an indication of positive changes over time. These positive changes 

are also reflected in the rank statistics result (table 53) as there are 136 cases out of 138 cases 

where the value of T2 if greater than the value of T1. 

 N Mean Std. Deviation Minimum Maximum 
AcculturationDailylife_T1 138 2.8928 .52327 1.40 4.30 
AcculturationDailyLife_T2 138 3.3493 .58712 1.80 5.00 
 

Table 52: Descriptive Statistics 

 

 N Mean Rank Sum of Ranks 
AcculturationDailyLife
_T2 - 
AcculturationDailylife
_T1 

Negative 
Ranks 

0a .00 .00 

Positive 
Ranks 

136b 68.50 9316.00 

Ties 2c   

Total 138   

a. AcculturationDailyLife_T2 < AcculturationDailylife_T1 
b. AcculturationDailyLife_T2 > AcculturationDailylife_T1 
c. AcculturationDailyLife_T2 = AcculturationDailylife_T1 

 

Table 53: Ranks 

 

 Acculturation DailyLife_T2 – Acculturation Daily 
life_T1 

Z -10.210b 
Asymp. Sig. (2-tailed) .000 
a. Wilcoxon Signed Ranks Test 
b. Based on negative ranks. 

 

Table 54: Test Statisticsa 
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Therefore, it can be concluded that students’ responses are changing positively which is also 

reflected from the p value (.000) indicating that these positive changes are statistically 

significant (Table 54). 

 

4.2.15.1 Students experience on a daily bases  

When the students arrived most of them were full of enthusiasm and eager to get on with their 

new responsibilities and tasks. Nitisha ‘wanted to hang out with different people and to know 

how their lifestyle’ was. She referred to students from her cohort. Latha believed that after 

trying and developing her confidence level she adapted to the ‘culture and working lifestyle’. 

She explained that in India staff would take many little breaks during a shift; however, 

nowadays she is able to manage her time more effectively.  

Other students spoke of such minor adjustment that for some such adjustment would fall into 

minimisation (Bennet, 1993, 2013). One student spoke about learning to use a knife and fork; 

however, for that student it was a mile stone adjustment.  

There are more examples of acculturation provided by students and they will be looked in 

greater detail in the forthcoming sections.  

In contrast, there were also students who had some negative experiences that slowed down 

the adjustment process or even prevented it from taking place.  

Among the reasons for the negative impact students identified unhelpful teachers, lack of 

preparation before coming to the UK, some cultural values were not appealing to them 

(individualism; it was indicated that people are more protective in India), lower language 

proficiency, weather, a large number of Asian people in the area, and interaction with opposite 

gender. 

In fact, a number of students tried to experience some elements of local culture which were 

not available to them at home. For instance when it comes to alcohol, Kartheek explained:  

‘Drinking alcohol in India is completely restricted according to my family and I like to drink 

social so during weekend. Now I started drinking in the last six months, once a week or maybe 

twice a week, so I do not have such restrictions here. So I have been a little bit free.’ 

For other students alcohol, or rather dealing with those who were under the influence of 

alcohol, created problems resulting in developing a negative attitude towards the locals in 

general. In most cases students started to avoid areas were such problems were common. 

On the whole, after experiencing initial problems, in most cases students managed to adjust 

themselves and developed their daily routines.  
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The statistics suggest that the acculturation daily life is higher in T2 over T1. This positive 

changes over time is statistically significant.  

The main purpose to study abroad is to get educated so it would bring some improvement to 

one’s life and possibly others as well. So it is supposed to have a transformative function; 

therefore it would bring change and adjustment. So, before they can study, they need to learn 

how to conduct their daily lives and then they need to learn new ways of how to study in a new 

academic setting, which appears to be the first learning experience. In this way they can avoid 

negative outcomes of academic performance, which is related to social adaptation (Rienties 

et al., 2012; Mesidor and Sly, 2016).   

On the whole, after experiencing initial problems, in most cases students managed to adjust 

themselves and developed their daily routines.  

 

4.2.16 Perception of their language 

According to the result of the Wilcoxon Signed Ranks Test it can be said that the mean score 

of perception is an increasing trend as the mean score of perception in T1 is 2.53 while it is 

3.36 in T2. This is also reflected in the result of rank statistics (table 56) where it is evident that 

there are 137 cases out of 138 where the score of perception (Language) is greater than the 

score of T1. 

 N Mean Std. Deviation Minimum Maximum 
Perception Language_T1 138 2.5348 .57498 1.00 4.00 
Perception Language_T2 138 3.3681 .66497 1.20 5.00 

 

Table 55: Descriptive Statistics 

 

 N Mean Rank Sum of Ranks 
PerceptionLanguage
_T2 - 
PerceptionLanguage
_T1 

Negative 
Ranks 

0a .00 .00 

Positive 
Ranks 

137b 69.00 9453.00 

Ties 1c   

Total 138   

a. PerceptionLanguage_T2 < PerceptionLanguage_T1 
b. PerceptionLanguage_T2 > PerceptionLanguage_T1 
c. PerceptionLanguage_T2 = PerceptionLanguage_T1 

 

Table 56: Ranks 
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 Perception Language_T2 – Perception Language_T1 
Z -10.215b 
Asymp. Sig. (2-tailed) .000 
a. Wilcoxon Signed Ranks Test 
b. Based on negative ranks. 

 

Table 57: Test Statisticsa 

 

Based on the higher mean score of T2 over T1 and greater mean rank this suggests that there 

are positive changes over time which is also indicated by the p value (which is 0.000) of table 

57. Therefore, the changes can be regarded as statistically significant. 

4.2.16.1 Students’ self-reported perception of their English  

The language level has been identified as an element impacting academic performance. Most 

students had IELTS 6 when they were accepted at the UoB. There was also a group of 

students who scored 5.5. They never took another language test to see how they improved 

their own English language proficiency at it was not needed. 

The UoB provided them with additional classes focusing on development of academic skills 

including language and communication ones (called Communication Skills). With the help of 

the classes and daily verbal interactions in English, their language and ability to communicate 

improved. Students also noticed that and it was mentioned in the previous section (also see 

academic life adjustment, see p. 169). For instance, Joseph noticed how his research and 

communication skills evolved. Likewise, Basith made comments about development of 

communication skills in relation to having discussions with teachers.  

The statistics suggest that students’ perception of their own language is higher in T2 over T1. 

This positive changes over time is statistically significant.  

A number of studies that identified roots of students’ academic issues by investigating more 

particular aspects of the teaching and learning processes. For instance: learning processes 

and strategies (Zhou, Lee, and Sin, 2017; Sopandi, 2017; Loh and Teo, 2017), learning styles 

(Loh, and Teo, 2017; Logue, 2020), classroom interaction (Haerazi, Vikasari, and Prayati, 

2019), academic expectations (Badwan, 2017), academic skills (Jiang and Chen, 2019; Dinh, 

2019) and plagiarism (Adhikari, 2018; Marom, 2021; Ison, 2018). 

In essence, academically successful students manage their time spent on studying, which in 

turn allowed them to be better prepared for assessment points as they devote more time on 

their learning. They are also able to recognise the central thoughts in written and spoken 

discourse and they employ friends, tutors and study groups as a social support system. At the 
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same time students link their objectives with particular interest and relate tasks with interactive 

participation with others. It is very important for international students to have learning activities 

and topics relevant.  

 

4.2.17 Perception of English people 

The descriptive statistics of Wilcoxon Signed Ranks Test indicate that there are negative 

changes of mean score in T2 over T1. A similar result is obvious in the result of rank statistics 

in which there are 63 cases out of 138 where the score of T1 is greater than the score of T2 

(table 59). Moreover, there are 63 cases out of 138 where the score of T1 is greater than the 

score of T2. However there are 20 cases in which the scores of T1 and T2 are equal.   

 

 N Mean Std. Deviation Minimum Maximum 
Perception EnglishT1 138 3.6768 .44970 1.00 4.60 
Perception English_T2 138 3.6493 .43885 1.00 4.60 

 

Table 58: Descriptive Statistics 

 N Mean Rank Sum of Ranks 
Perception English_T2 – 
Perception EnglishT1 

Negative 
Ranks 

63a 59.61 3755.50 

Positive 
Ranks 

55b 59.37 3265.50 

Ties 20c   

Total 138   

a. Perception English_T2 < Perception EnglishT1 
b. Perception English_T2 > Perception EnglishT1 
c. Perception English_T2 = Perception EnglishT1 
 

Table 59: Ranks 

 

 PerceptionEnglish_T2 - PerceptionEnglishT1 
Z -.662b 
Asymp. Sig. (2-tailed) .508 
a. Wilcoxon Signed Ranks Test 
b. Based on positive ranks. 

 

Table 60: Test Statisticsa 
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However, there is a slight decrease of mean score over time and higher negative ranks, but 

the p value which is .508 suggests that this slight decrease of score (negative changes) are 

not statistically significant (Table 60). In other words there are no measurable changes in 

students’ responses about perception (English people) over time. 

 

4.2.17.1 What do they really think of the English? 

Generally students had a positive view of native English people. Nice, friendly, pleasant, 

helpful, assistable are the common words used by students to describe them. Harsh found it 

easy to chat to them at work about football movies and music. 

Others were attracted to politeness strategies used by the English when communicating and 

in different aspects of daily life; for instance stopping a car to let you cross a road. Different 

students pointed out how punctual most of them are. 

On the other hand, some students believed that there were some differences between those 

who live in big cities and those who lived in countryside. Dharmendra thinks that: 

‘… the countryside peoples, their behaviour again arrogance, rude, like err, they 

oppose directly, we can say they are not polite in talking. […] I don't know if pride 

is the right word. The superior complex?’ 

On a couple of occasions students experienced some: ‘native people are harsh to you, 

especially being racist at times’. Comments about racism appeared on a couple of occasions 

but on the whole, students have rather a positive view of the native English people. 

The issue is serious and Dovchin (2020) refers to elements such as ‘linguistic stereotyping’, 

and ‘ethic accent bullying’ (p.1) as linguistic racism. Graham et al. (2016) linked racism to 

development of anxiety and fear; this is often referred to as social anxiety disorder, which 

Richards (2013) linked to depression.  

The statistical results indicate that there are negative changes of mean score in T2 over T1; 

however, the results are not statistically significant.  
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4.2.18 Assimilation strategy  

The result of the Wilcoxon Signed Ranks Test suggests that the mean score is decreasing 

over time. More specifically, the mean score of assimilation in T1 is 2.90 while it is 2.57 in T2. 

This is also evident from the result of the rank statistics (Table 62) in which there are 60 cases 

out of 138 where the score of T1 is greater than the score of T2. 

 

 N Mean Std. Deviation Minimum Maximum 
Assimmilation_T1 138 2.9058 .84264 1.25 4.75 
Assimmilation_T2 138 2.5707 .66384 1.25 4.50 

 

Table 61: Descriptive Statistics 

 

 N Mean Rank Sum of Ranks 
Assimmilation_T2 - 
Assimmilation_T1 

Negative Ranks 60a 34.67 2080.00 
Positive Ranks 5b 13.00 65.00 
Ties 73c   

Total 138   

a. Assimmilation_T2 < Assimmilation_T1 
b. Assimmilation_T2 > Assimmilation_T1 
c. Assimmilation_T2 = Assimmilation_T1 
 

Table 62: Ranks 

 

 Assimmilation_T2 - Assimmilation_T1 
Z -6.637b 
Asymp. Sig. (2-tailed) .000 
a. Wilcoxon Signed Ranks Test 
b. Based on positive ranks. 

 

Table 63: Test Statisticsa 

 

In addition to the above the result of frequency distribution (appendix 97, p. 394) suggests that 

28.63 % of students responded in the categories of agree and strongly agree in T1 but it 

decreased to 15.03 % in T2 (appendix 98, p. 395). Therefore, it can be said that there is a 

meaningful and significant change which is also suggested by the p value (.000). In other 

words there is a statistically significant (decreasing) change in T2 over T1. 
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4.2.18.1 Assimilation and students’ views 

The majority of complaints from students were about the absence of English students on the 

business masters programmes.  This is likely to be the main reason for assimilation strategy 

not being used by the students. They reported that they had every intention at the start to 

explore the culture and develop some friendship with English students. However, because of 

the environmental context that was not possible. 

Nitisha expressed her view on the subject: 

‘I think Luton is very similar to the Asian community. Majority of the people living 

around, are Indians or Pakistanis. When you look at the shops, they have a lot of 

Indian groceries rather than English food.’ 

Kreunal pointed out the negative effect of that situation on international students: 

‘Actually reputation is not good for the place Bury Park [area in Luton mainly 

populated by Asian families], this city Luton as well as Asian community. As you 

go to Hemel there would hardly find Asians. They are all white and polite people 

hardly you will find Asian in the mall or street.  But in Luton mall you will see all 

around the Asians, talking in their local languages and in this way u can’t learn 

English as well’. 

That often put the students in a position where they developed a friendship with other foreign 

students instead.  

What is more, a couple of students noticed that older female students would put pressure on 

the young female students, who try to adopt some behaviours that clearly derive from the 

dominant culture.   

The statistical findings suggest that the assimilation approach to acculturation among students 

is decreasing over time. What is more, this is statistically significant.  

Berry (2003, 2019) believes that integration (includes assimilation approach) would only 

happen in societies that are openly multicultural. What is more, all groups need to develop a 

sense of belonging to the large society and identifying themselves with it. That would be rather 

problematic, as there are very few native students who are enrolled on PG business studies.   

At the same time other students pointed out some social problems which contributed to 

development of negative perceptions, for instance, excessive drinking, drugs and begging. 

That impacted the students’ perception of the English, which changed negatively over an 

academic year, and therefore the above listed conditions from Berry were not met. 



182 
 

4.2.19 Integration strategy  

The descriptive statistics of Wilcoxon Signed Ranks Test reveal that the mean score of 

integration is decreasing in T2 in comparison to T1. In other words the mean score of 

integration in T1 is 2.88 while this came down to 2.57 in T2 (Table 64). This similar trend is 

also reflected through the result of the rank statistics in which the negative ranks dominate the 

rank statistics as there are 57 cases out of 138 cases where the value/score of T1 is greater 

than the score of T2 (Table 65 ). 

 

 N Mean Std. Deviation Minimum Maximum 
Integration_T1 138 2.8841 .98541 1.00 5.00 
Intgration_T2 138 2.5749 .89403 1.33 5.00 

 

Table 64: Descriptive Statistics 

 

 N Mean Rank Sum of Ranks 
Intgration_T2 - 
Integration_T1 

Negative Ranks 57a 36.61 2086.50 
Positive Ranks 14b 33.54 469.50 
Ties 67c   

Total 138   

a. Intgration_T2 < Integration_T1 
b. Intgration_T2 > Integration_T1 
c. Intgration_T2 = Integration_T1 

 

Table 65: Ranks 

 

 Intgration_T2 - Integration_T1 
Z -4.660b 
Asymp. Sig. (2-tailed) .000 
a. Wilcoxon Signed Ranks Test 
b. Based on positive ranks. 

 

Table 66: Test Statisticsa 

 

The result of frequency distribution also shows that 29 % of the students responded as agree 

and strongly agree in T1 (Appendix 99, p. 396) but it was 19.06 % in T2 (appendix 100, p. 397) 

which indicates a considerable decrease in T2. This is also evident in the p value (.000) of the 

test statistics (table 66) which can be regarded as statistically significant. 
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4.2.19.1 Integration in practice 

Similarly as to the previous section on assimilation, students found it hard to develop 

friendships with English students and experience the culture. As a result some students like 

Answesha believed that they did not change.  In fact Answesha had a local friend but she was 

from an Asian background.  

The only time when students reported some interactions with native English people was at 

work. That seems to be the reason why the statistical findings reveal that the integration is 

decreasing in T2 in comparison to T1, and the findings are statistically significant. 

 

4.2.20 Separation strategy  

The Wilcoxon Signed Ranks Test result indicates that the mean score of separation is 

increasing over time. For example, the mean score of separation in T1 was 2.53 but it went up 

to 3.21 in T2.  This result is also supported by the result of rank statistics in which the result 

indicates that there are 81 cases out of 138 where the value or score of T2 is greater than the 

value of T1. 

 N Mean Std. Deviation Minimum Maximum 
Separation_T1 138 2.5338 .90465 1.00 5.00 
Separation_T2 138 3.2174 1.03519 1.33 5.00 
 

Table 67: Descriptive Statistics 

 

 N Mean Rank Sum of Ranks 
Separation_T2 - 
Separation_T1 

Negative Ranks 39a 43.65 1702.50 
Positive Ranks 81b 68.61 5557.50 
Ties 18c   

Total 138   

a. Separation_T2 < Separation_T1 
b. Separation_T2 > Separation_T1 
c. Separation_T2 = Separation_T1 

 

Table 68: Ranks 
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 Separation_T2 - Separation_T1 
Z -5.058b 
Asymp. Sig. (2-tailed) .000 
a. Wilcoxon Signed Ranks Test 
b. Based on negative ranks. 

 

Table 69: Test Statisticsa 

 

The frequency distribution result suggests that 15.93 % of the students responded towards 

agree and strongly agree (Appendix 101, p. 398) while 43.23 % responded to agree and 

strongly agree in T2 (Appendix 102, p. 399). Based on these results it can be concluded that 

there are significant increases in the score in T2 over T1 which is statistically significant as the 

p value is .000 (Table 69).  

 

4.2.20.1 Separation and students experience 

As previously stated, due to the small number of native English students on the masters 

programme, this contributed to the students not having relationships with the dominant culture. 

Negative perceptions of the English were another reason some students decided to avoid 

possible interaction.  

This is not to say that the students had no such possibilities what so ever. Some of them visited 

different locations. For instance Answesha did want to participate in different events organised 

by some communities, so she would go and watch. She even stated that she ‘wouldn’t 

participate but I would feel, I would understand. I can’t participate…’ as she explained that was 

because she did not want to let her parents down as they put so much trust in her. In fact that 

indicated a very strong sense of respect to her parents to the point that she would not even 

question what they tell her to do. This type of view was expressed on a couple of occasions 

by other students. Shagun would rather link such situations with ‘a comfort zone also, then 

you get used to what you have’. 

She also pointed out that  

‘you prefer actually doing things with Indian people, people from your country as well, so you’re 

saying that for instant, you feel more comfortable with them, that the closest friends at the 

university are from India…’. 
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At the same time other students pointed out some social problems which contributed to the 

development of negative perceptions, for instance, excessive drinking, drugs and begging. 

Social control by older female students is likely to be an additional measure to control younger 

ones as well as group pressure.  

The statistical results indicate that the separation approach as students’ strategy is increasing 

over time, and the finding is statistically significant. 

 

4.2.21 Marginalisation strategy 

The mean score of marginalisation in T1 is 2.17 but in T2 it increased to 2.19 which indicates 

a slight increase (Table 70). The rank statistics also shows a similar result as there are 53 

cases out of 138 where the value or score of T1 is greater while there are 53 cases out of 138 

where the value of T2 is greater than the score of T1 (Table 71). 

 N Mean Std. Deviation Minimum Maximum 
Marginalisation_T1 138 2.1715 .62812 1.00 4.00 
Marginalisation_T2 138 2.1981 .66134 1.00 4.00 

 

Table 70: Descriptive Statistics 

 

 N Mean Rank Sum of Ranks 
Marginalisation_T2 - 
Marginalisation_T1 

Negative Ranks 55a 52.06 2863.50 
Positive Ranks 53b 57.03 3022.50 
Ties 30c   

Total 138   

a. Marginalisation_T2 < Marginalisation_T1 
b. Marginalisation_T2 > Marginalisation_T1 
c. Marginalisation_T2 = Marginalisation_T1 

 

Table 71: Ranks 

 

 Marginalisation_T2 - Marginalisation_T1 
Z -.245b 
Asymp. Sig. (2-tailed) .806 
a. Wilcoxon Signed Ranks Test 
b. Based on negative ranks. 

 

Table 72: Test Statisticsa 
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In addition to the above result (a slight increase in the score in T2) the frequency distribution 

result suggests that 4.33 % of the students responded to agree and strongly agree (Appendix 

103, p. 400) but the percentage goes slightly up which is 6.03 % (Appendix 104, p. 401). 

Finally, it can be said that there is a slight increase in the score in T2 but the changes are not 

statistically significant as the p value is.806 (Table 72). 

There were no comments made by the students in terms of marginalisation. 

 

The following table 71 was produced in order to summaries the analysis and findings, and 
link the themes of the literature: 

 

Variables  
 

Themes  Findings  Literature/ studies 

 
Depression  
 

 
Decreasing 
status and 
living 
standards; 
Pressure (from 
family); 
Unmet 
expectations; 
Cultural 
differences; 
Lack of 
support; 
Academic 
differences.  
 
 

 
T1: more male 
students (37.0 %) 
are depressed than 
female, which is 
10.1 % 
T2: male students 
(31.90 %) are 
depressed than 
female which is 10.9 
% 
 

 
Auerbach et al. (2016), Mojtabai 
et al. (2016), Ibrahim et al. (2013) 
– extend of depression among 
students; 
Bayram and Bilgel (2008), 
Horgan et al. (2016), Alivernini et 
al. (2019), and Othman et al. 
(2019) – academic differences;  
Hare et al. (2014), Vaccarino et 
al. (2019) – emotional and 
physical health; 
Kerr and Capaldi (2011) – 
relationships;  
Bruffaerts et al. (2018), Zainab 
and Zafar (2019) – academic 
performance;  
Ramos et al. (2015) – length of 
depression;  
Falavarjani et al. (2019) – home 
culture linked to depression; 
social support;  
Liw (2020) – reasons: language, 
cultural, educational differences, 
discrimination and interpersonal 
distress; 
Rice et al. (2012) – gender 
differences.  
Meghani and Harvey (2016) – 
lack of social support is linked to 
depression.  
 

Amotivatioin  
 

Negative 
influence of 
others; 
Compering 
with others.  
 

A slight positive 
change over time 
(T1 and T2) 
Not statistically 
significant  

Pichugova et al. (2016) – 
support, emotional climate, and 
self-esteem needed to develop 
higher level of motivation.  
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External 
regulations  
 

Family;  
Independence 
from future 
partner 
(female only; 
influenced by 
mothers). 
 

Decreasing trend in 
T2 
Statistically 
significant  
 

Kartal and Balcikanli (2019) – 
autonomy linked with 
independence;  
 

Introjected 
regulations  
 

Family; 
Studying; 
Social status; 
Expectations. 
 

A small decrease in 
T2. 
Not statistically 
significant. 
 

King and Sondhi (2018) – 
studying abroad is a route to 
migrate, improve social statues, 
family decision  making process; 
Brdar et al. 2009) – extrinsic 
goals; 
Kumar and Maehr (2007) – 
status and prestige (power); 
parents feeling proud; comparing 
with other families; 
Pomerantz and Moorman (2010); 
Grolnick et al. (2009) – controlling 
parents, introjecting expectations. 
 

Identified 
regulations  
 

To gain 
experience; 
future plans; 
to proof 
worthiness; 
to find a more 
attractive life 
partner; 
delay getting 
married;  
 

An increase in the 
score of student 
attitudes towards 
identified in T2. 
Statistically 
significant. 

Areepattamannil et al. (2018) – 
achievements (including 
academic ones; 
Brdar et al. 2009) – extrinsic 
goals; 
Kumar and Maehr (2007) – 
status and prestige (power); 
 

Professional 
goals 
 

Development 
of professional 
abilities; 
Taking over 
family 
business; 
Development 
of professional 
contacts. 
 

An increase in T2. 
Statistically 
significant. 
 

Professional goals are governed 
by identified regulations, 
therefore the above studies 
apply.  

  Academic 
goals 
 

PhD to extend 
visas 

A slight increase in 
T2. 
Not statistically 
significant. 
 
 

Caleon and Wui (2019) – teacher 
trust linked with academic 
achievements; 
Aziz et al. (2015) – classroom 
context, management and 
atmosphere positively impacted 
motivation to learn; 
Cheruvalath (2012) – 
motivational factors such as 
classroom settings (teaching 
methods and materials, 
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management and atmosphere) 
and their impact on academic 
achievements. 
 

Personal 
goals 
 

United with 
relatives 
already living 
in the country; 
more attractive 
life partner; 
a need to 
extend a visa; 
to emigrate; 
improve 
lifestyle  
 

An increase in the 
score in T2. 
Statistically 
significant. 
 

King, Skeldon and Vullnetari, 
(2008), Fang (2020) – 
inequalities in development, 
employment prospects, income 
and living conditions between 
and within countries; 
King and Sondhi (2018) – 
studying abroad is a route to 
migrate; 

Integrated 
regulations 
 

accepted 
English values; 
 

A slight positive 
increase in T2. 
Statistically 
significant. 
 

Naidoo and Mahabeer (2006) – 
integration strategies allowed 
students to maintain collectivist 
as well as some individualistic 
values. 
 

Internal 
regulations 
 

No themes are 
identified as 
the students 
did not provide 
any 
information on 
the subject. 
 

No change over 
time. 
Not statistically 
significant. 
 

Areepattamannil et al. (2011) – 
higher level of intrinsic motivation 
positively linked to higher 
academic achievements; 
 

Competence 
 

Transferable 
skills and 
abilities; 
Knowledge 
acquisition;   

An increase in the 
score in T2. 
Statistically 
significant. 
 

Jang et al. (2010) – structure of 
instruction; 
Rakoczy et al. (2008) – 
feedback; 
Malmberg and Little (2007) – 
correct level of tasks difficulties; 
Ruzek et al. (2016), Schartner, 
(2015) – emotional and social 
support; 
The above are linked to 
development of competence.  
 

Autonomy  
 

Lack of 
support from 
friends and 
classmates; 
Confidence; 
Decision 
making; 
Positive 
feedback;  
 

A slight decrease in 
the score in T2. 
Not statistically 
significant. 
 

Reeve (2002) –  teachers’ 
behaviours; 
Reeve (2006) – instructional 
activities; 
Vansteenkiste et al. (2012) 
expectations and autonomy 
support are positively related to 
academic outcomes; 
Chirkov et al. (2003) – autonomy 
need; 
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Relatedness  
 

Teacher being 
themselves;  
communicative 
and student-
centred 
approaches; 
 

An increase in the 
score in T2. 
Statistically 
significant. 
 

Ryan et al. (1994) – relatedness 
with tutors predict academic 
performance; 
Caleon and Wui (2019) – teacher 
trust is a positive predictor of 
academic achievements; 
Beachboard et al. (2011), Koch 
et al. (2017), Vansteenkiste et al. 
(2004), Bernard (2015), King 
(2015) and Ikahihifo (2019) – 
influence of relatedness on 
improving learning outcomes, job 
preparation and academic 
development; 
Gehlbach et al. (2016) – 
developing similarities between 
teachers and students (by 
developing sociocultural capital) 
increases students self-perceived 
level of inclusion leading to 
fulfilling basic psychological 
needs of relatedness. 
 

Acculturation 
to academic 
life 
 

Academic 
skills; 
Deadlines; 
Self-
assessment;  
Help from 
older students; 
 

An increase in the 
score in T2. 
Statistically 
significant. 
 

Mesidor and Sly (2016) – formal 
and authoritative classes that 
often lead to memorising 
materials; 
Nicholls (1984), Korn et al. 
(2019) – feedback  on early 
completed tasks and 
performance leads to an 
adjustment and improvement; 
Rakoczy et al. (2019) –students 
perceive formative feedback as 
helpful and their self-efficacy and 
interest in learning subjects 
increased; 
Carmona-Halty et al. (2019) –
students’ satisfaction affects 
positively efficacy that in turns 
improve academic performance; 
Caleon and Wui (2019) – teacher 
trust found to be a positive 
predictor of academic 
achievements; 
Ruzek et al. (2016), Schartner 
(2015), Ward and Rana-Deuba 
(1999) – social support linked 
with learners’ development; 
Zhou, Lee, and Sin (2017), 
Sopandi (2017), Loh and Teo 
(2017) – social support system, 
interactive participation and 
relevant activities; 
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Jiang and Chen (2019), Dinh 
(2019) – language abilities;  
 

Acculturation 
to social life 
 

Part-time jobs; 
Lack of native 
students; 
Seniors;  
Support from 
classmates;  
 

A slight increase in 
T2. 
Not statistically 
significant. 
 

Guay et al. (2013), Pehmer et al. 
(2015) –social context provides a 
support to continued 
engagement; 
Jacson et al. (2019) – links 
between social support, stress 
(academic and acculturative) and 
more effective socio-cultural 
adjustment; 
Murgai (1996, 1999) – 
recognition and acceptance; 
Meghani and Harvey (2016) – 
lack of social support is linked to 
depression.  
Meghani and Harvey (2016), 
Chen and Razek (2016) – social 
activities as a coping strategy; 
Volet and Ang (2012) – 
development of tolerance and 
diversity, cultural understanding, 
intercultural skills and creative 
thinking; 
 

Acculturation 
to daily life  
 

culture and 
working 
lifestyle;  
Time 
management; 
Freedom;  

An increase in T2. 
Statistically 
significant. 
 

Rienties et al. (2012), Mesidor 
and Sly (2016) - need to learn 
how to conduct their daily lives 
and then how to study. This lead 
to avoid negative outcomes of 
academic performance, which is 
related to social adaptation.  
Smith and Khawaja (2011), 
Xiong and Zhou (2018) – effort to 
collect information, limited 
financial resources and friends; 
Rabia (2017) – cultural 
differences, issues with the 
language, culture shock, and 
isolation 
Ladum and Burkholder (2019), 
Xiong and Zhou (2018) – unmet 
expectations linked with stress; 
Xiong (2005) – getting used to 
different type of accommodation, 
fellow housemates, noise 
nuisance, and inability to cope 
with independent life style; 
 

Perception of 
their 
language 
 

research and 
communication 
skills 

An increase in T2. 
Statistically 
significant. 
 

Jiang and Chen (2019), Dinh 
(2019) – academic skills; 
Adhikari (2018), Marom (2021), 
Ison (2018) – plagiarism: 
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Perception of 
English 
people  
 

Racist 
comments  

A negative change 
in T2. 
Not statistically 
significant. 
 

Dovchin (2020) – linguistic 
racism; 
Graham et al. (2016) – racism 
linked to anxiety and fear (social 
anxiety disorder); 
Richards (2013) – social anxiety 
disorder linked to depression; 
 

Assimilation  
 

Lack of 
English 
students; 
Bad 
reputation; 
Classmates 
pressure; 
 

A decrease in T2. 
Statistically 
significant. 
 

Needham et al. (2018) – most 
popular strategies of 
acculturation: assimilation, 
integration and separation. 
assimilated group linked with low 
level of depression 
Fayzullina (2019) – development 
of autonomy, assimilation and 
integration; 
 

Integration  
 

Problems with 
developing 
relationship 

A decrease in T2. 
Statistically 
significant. 
 

Needham et al. (2018) – most 
popular strategies of 
acculturation: assimilation, 
integration and separation; 
Naidoo and Mahabeer (2006) – 
Indian students in South Africa 
used integration strategies; 
Fayzullina (2019) – development 
of autonomy, assimilation and 
integration; 
 

Separation 
 

Negative 
perceptions of 
the English; 
Lack of 
English 
students; 
Parents 
pressure and 
expectation; 
Social control 
by older 
female 
students 
 

An increase in T2. 
Statistically 
significant. 
 

Needham et al. (2018) – most 
popular strategies of 
acculturation: assimilation, 
integration and separation;  
Meghani and Harvey (2016), 
Chen and Razek (2016) – Social 
control by older female students, 
group pressure; 
Needham et al. (2017) – 
separation linked with higher 
levels of depressive symptoms; 
 
 
 

Marginalisati
on  

No comments 
made by 
students, 
therefore no 
themes 
identified. 

A slight increase in 
T2. 
Not statistically 
significant. 
 

Not investigated. 

 

Table 71. Links among the analysis and findings, and the themes of the literature. 
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Chapter 5. Discussion and recommendations 
The first section of this chapter presents an overview of the main findings of the study.  We 

will look at the main issues affecting the students as well as factors, which possibly contributed 

to changes in terms of acculturation and its strategies, students’ motivation and depression in 

relation to the survey and qualitative data. Subsequently recommendations for the UoB and 

students will follow and finally we will discuss limitations of the project and possible directions 

for future studies. 

 

5.1 Overview of the main findings 

Overall students reported that they had rather positive experience at the UoB in terms of 

motivational and socio-cultural adjustment to the dominant culture. They reported minor issues 

when attempting to acculturate to the new settings; however, almost a half of the sample 

reported depression symptoms, which indicated strongly that they had clinical depression over 

a prolonged period of time (over an academic year). Also, the data shows that even though 

the number of depressed male students decreased over a period of an academic year in 

comparison to female students, it was approximately three times more male students 

experiencing depression than female ones (albeit the Pearson Chi-Square test result indicate 

that there is no significant association between gender and depression with a .269 level of 

significance (Table 9E, p. 129) with a poor effect size with a Cramer’s V of .09 (Table 9F, p. 

130). What is more, there was a number of students who had some negative perceptions about 

the dominant culture and expressed some concerns over their academic performance. 

In terms of acculturation it was noticed that: 

• students’ attitude towards acculturation in terms of academic life is changing 

positively and can be considered as statistically significant as the p value is .000 

(table 48, p. 169). 

• tests suggest that there is a slight increase of the score of acculturation in relation 

to social life in T2 over T1 

• two strategies used by the students, assimilation and integration, went through a 

meaningful and significant negative change in T2 over T1. However, separation 

strategy significantly increased in T2 over T1, which is statistically significant as 

the p value is .000 (Table 67, p.184). 
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In terms of motivational changes it was noticed that: 

• The result of a test for the factor ‘identified’ regulations suggests an increase in the 

score in T2 and a slight positive increase of student’s attitudes towards the factor of 

‘integrated’ regulations. 

• The statistics indicates a positive change of student’s attitude towards personal, 

professional and academic goals and the finding is statistically significant. 

• student’s attitudes towards competences and relatedness are improving over time; 

however, there is a slight decrease of students’ autonomy development but these 

changes are not statistically significant  

The next sections will focus on explaining the changes. 

 

5.2 Socio-cultural adjustment 

Even though there were some students who expressed their negative views about their 

experience at the university in relation to socio-cultural adjustment, in general it could be 

claimed that the majority of them had mild difficulties to, adjust and that result improved over 

time in most cases. The ‘mild difficulties’ reported by students are similar to what was 

discovered by Ward and Kennedy (1999).  

Acculturation was assessed in three different domains that will be discussed in the following 

section through qualitative and quantitative data in the light of theoretical perspectives.     

 

5.2.1 Academic life 

Acculturation in terms of academic life changed positively over an academic year and can be 

considered as statistically significant as the p value is .000 (table 48, p.169).  

Yet, students reported during interviews that this particular domain created some challenges 

they often found difficult to overcome.  One of the reasons for that pointed out by students was 

their own lack of awareness and familiarity with the English education system and university 

masters level. Often they did not know what practices and conventions were in place at the 

University of Bedfordshire. At the same time the students were strongly influenced by the 

knowledge they had about the previous universities they attended. What is more, most 

teachers employed teaching approaches the students were not used to or familiar with. That 

had some impact on students’ perception of them as it did not meet students’ expectations, 

resulting in a delay of adaptation of new conventions (Smith and Khawaja, 2011), as Asian 
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students’ are more accustomed to traditional, formal and authoritative classes that often lead 

to memorising materials (Mesidor and Sly, 2016).  

The students who expressed such concerns and were strongly influenced by Indian 

educational conventions in most cases had issues and concerns with developing good 

relationships with teachers.  Often they had a strong view that lecturers were either no able to 

help them or the help which had been provided was not sufficient enough. They also claimed 

that the provided input in class was simply too general.   

Ryan et al. (1994) investigated relationships of teachers with motivational learning outcomes 

(and self-esteem) and they confirmed that academic outcomes were positively linked with 

representation of relatedness with teachers. Similarly, Caleon and Wui (2019) through a 

longitudinal research confirmed the importance of teacher trust as it was found to be a positive 

predictor of academic achievements. According to some Indian students, such trust and 

positive relationship was not developed, therefore, their academic performance was negatively 

affected and academic adjustment was not as rapid as one would expect. 

Complaints were also made about conditions in classrooms that prevented them from 

interactions as there were too many Asian students and some negative teacher attitudes 

towards them. These were visible through negative comments impacting face concerns 

preventing students from any further interactions and damaging relatedness. In such cases 

emotional and social support was not in place to support learners’ development (Ruzek et al., 

2016; Schartner, 2015; Ward and Rana-Deuba, 1999). It is understood that learners assess 

their own academic abilities (competence) by comparing their own performance with peers. 

As long as they achieved more with investing similar amount of effort or their achievements 

are at relatively similar levels but the effort was lower than their classmates then such students 

are likely to perceive themselves as highly competent (competitive standards). The other way 

of gaining sense of improving and adjusting is through received feedback on early completed 

tasks and performance (normative standards; Nicholls, 1984; Korn et al., 2019). What is more, 

Rakoczy et al. (2019) proved that students perceived formative feedback as helpful and their 

self-efficacy and interest in learning subjects increased. In fact, the negative comments 

actually were detrimental to students’ academic adjustments and performance.   

As the statistical results indicate, the majority of the students managed to evolve and improve 

their academic skills and abilities. They reported that abilities to use logic and critical 

approaches were developed, resulting in improved ability to communicate and discuss things 

from diverse points of view. Students also reported that self-perceived level of enjoyment in 

relation to class activities was increased. They started to see themselves as being able to 

complete group and complex activities. That is in line with what Carmona-Halty et al., (2019) 
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found out in their longitudinal study. They claim that students’ satisfaction would affect 

positively efficacy that in turn improves academic performance.  

As there were few host students on PG business studies, who could be utilised as a supportive 

mechanism, students often used informal links among themselves to find out how to prepare 

themselves for challenges. The Indian international students often employ word-of-mouth to 

prepare themselves informally to face adjustment (Sweeney Bradley, 2017). 

In essence, many students had to learn how to manage their time spent on studying, which in 

turn allowed them to be better prepared for assessment points as they devote more time on 

their learning. They are also able to recognise the central thoughts in written and spoken 

discourse and they employ friends, tutors and study groups as a social support system. At the 

same time students link their objectives with particular interests and relate tasks with 

interactive participation with others. As long as their activities and topics were relevant, the 

students noticed their own academic improvement (Zhou, Lee, and Sin, 2017; Sopandi, 2017; 

Loh and Teo, 2017).   

It has been clearly noticed the cultural values have impacted on international Indian students’ 

behaviour in a classroom. Often they were reluctant to take a critical approach towards peers’ 

performance and make comment about other students work. Often they would have expected 

that there is only one correct answer to a specific question and they expected that a teacher 

would have all answers. It has been also visible that international students performed better in 

tasks involving listening and reading, but would have some difficulties in tasks involving 

speaking and writing. Lower language proficiency could negatively affect students’ 

participation, and undeveloped speaking skills prevent students from contributing to classroom 

discussions. Having said that, it is not surprising that students themselves noticed social 

interactions and oral presentations as the most challenging academic skills. On the other hand 

most students reported that their language abilities improved and that appeared to have a 

positive impact on their academic performance (Jiang and Chen, 2019; Dinh, 2019). 

 

5.2.2 Daily life 

The quantitative data shows that it was the least problematic adjustment for students with 

changes in T2 over T1. There is a possibility that students’ informal monocultural support 

groups played a part in helping newer students to find their way around local areas. Students 

often explained how they received practical help from their seniors or even provided similar 

support for others once they were confident and comfortable to do so. The Indian international 
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students often employ word-of-mouth to prepare themselves informally to face adjustment 

(Sweeney Bradley, 2017). 

Adjusting to a different cultural setting in terms of everyday life activities still involves 

substantial effort and could be rather stressful. That process requires from sojourners physical 

effort to collect information about their new environment. It becomes increasingly difficult as 

international students usually have limited financial resources and friends in the new settings 

(Smith and Khawaja, 2011; Xiong and Zhou, 2018).  

On the other hand, there were some negative cases, related to students’ accommodation in 

particular. Students reported that when renting privately often they experience very low 

standards of living (e.g. sleeping on the floor) or in some cases, falling below health and safety 

requirements. Disruptive behaviours of other tenants were mentioned as another negative 

instance, which included noise, excessive use of alcohol, and drugs. 

Other elements preventing the students from adjusting easily was a loss of social status, lack 

of preparation before coming to the UK, some cultural values were not appealing to them 

(individualism; it was indicated that people are more protective in India), lower language 

proficiency, weather, the large number of Asian people in the area, interaction with opposite 

gender (this is in line with Rabia (2017), who identifies four themes which are commonly 

discussed in literature: cultural differences, issues with the language, culture shock, and 

isolation) and financial difficulties. Such problems resulted in developing a negative attitude 

towards the locals in general and in turn it leads to an increased level of stress. 

Similar findings of unmet expectations lead to developing higher levels of stress (Ladum and 

Burkholder, 2019; Xiong and Zhou, 2018) confirming the above. It is also the case that those 

issues are experienced by all students, international and home ones; however, evidence 

suggests that a greater risk of having mental health issues was associated with international 

students (Ra and Trusty, 2017).  

As Xiong and Zhou (2018) notice there is often a lack of support from institutions in relation to 

academic as well as daily life, for example, no trainings were provided nor any type of 

orientation sessions. Also, students reported that institutions did not provide any emotional 

support, which was needed when experiencing negative effects of culture shock in relation to 

academic life, as well as private. In addition, Xiong (2005) recognise that other issues in daily 

life adjustment could be related to getting used to different types of accommodation, fellow 

housemates, noise nuisance, and even inability to cope with an independent life style. At the 

same, she reported that students actually benefited because of the experienced problems as 

it improved students’ time management skills, and heightened their awareness of some 

weaknesses leading to adjustment of their goals and behaviours. 
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The main purpose to study abroad is to get educated so it would bring some improvement to 

one’s life and possibly others as well. As such it is supposed to have a transformative function; 

therefore it would bring change and adjustment. So, before they can study, they need to learn 

how to conduct their daily lives and then they need to learn new ways of how to study in new 

academic settings, which appear to be the first learning experience. In this way they can avoid 

negative outcomes of academic performance, which is related to social adaptation (Rienties 

et al., 2012; Mesidor and Sly, 2016).   

On the whole, after experiencing initial problems, in most cases students managed to adjust 

themselves and developed their daily routines.  

 

5.2.3 Social life 

Tests suggest that there is a slight increase of the score of acculturation in relation to social 

life in T2 over T1 but it is not statistically significant.  

Guay et al. (2013) and later Pehmer et al. (2015) point out that social context could provide an 

element to support continued engagement, as long as the teacher supports a positive learning 

setting. That indicates how important adjustment to social life could be. There are a number of 

studies (e.g. Jacson et al., 2019) that clearly identified links between social support, stress 

(academic and acculturative) and more effective socio-cultural adjustment. 

This type of adjustment can provide help and explanation when needed. Students usually 

appreciated the value of knowledge acquired at work as some of them had part-time jobs. 

Those types of settings usually provided them with development of different skills and self-

help ability. Often that also translated into improvement on the academic side.  

As many of them reported disappointment due to a limited number of native students at the 

university, often they compensated that by interacting and developing contacts with other 

foreign students in their cohorts. 

Students also tried to get help from other Indian students who started their degrees earlier and 

already were adjusted to the new system. The newcomers referred to them as ‘my senior’. In 

most cases seniors were happy to help as they received help in a similar way. In this way they 

created their own support system (already looked at in the last two sections). 

When they adjust socially, students also get recognised and accepted by others (Murgai, 1996, 

1999). That is even more desired by collectivist cultures (Hofstede, 2000). For instance, some 

of the students started to visit local pubs to experience the local culture (as they had difficulties 
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with establishing relationships with home students), yet they realised that the local people were 

avoiding contact with them. Even though they were not students, those behaviours are in line 

with findings reported by Xiong (2018) when during private social contacts with host students 

(e.g. parties), international students felt and reported that they were ‘marginalised’ as no other 

students wanted to interact with them. That is significant because if students have no contact 

then they cannot receive social support and that is linked to an increased level of depression 

(Meghani and Harvey, 2016), and the same applies to relatedness with the groups that is 

negatively correlated with depressive symptoms.  

Further, as the students represent collectivist societies, belongingness is important value for 

them, therefore it is possible that the students chose to participate in social activities as a 

coping strategy (Meghani and Harvey, 2016; Chen and Razek, 2016). It is also possible that 

that behaviour was an outcome of a need to develop an autonomy and being diverse that 

resulted in interdependency and being socially friendly (horizontal collectivism, Triandis, 1995, 

also Chirkov et al., 2003).  

Volet and Ang (2012) point out that contacts among international students and mainstream 

culture (students) support development of tolerance and diversity, cultural understanding, 

intercultural skills and creative thinking. It is nothing else but practical enhancement of 

intercultural communication competence, and such interactions could be beneficial for both 

sides. Yet as the interactions were not successful, students favoured working in their own 

cohorts. The scholars also provided reasons for the preferred way of working: 1) cultural 

similarity and connectedness (Gudykunst (1998) explain that large cultural distance (Furnham 

and Bohner, 1982) impacts negatively on international students’ willingness to interact with the 

mainstream culture due to anxiety and uncertainty present), 2) pragmatism, 3) negative 

stereotypes, and 4) language. 

The above only highlights how beneficial university support in adjustment to daily life could 

have been, if provided. It would be beneficial for international students if the university provided 

a system of social support and social networks, which are two essential components of social 

interactions. Among different elements, which enhance development of relationships among 

culturally diverse groups of students identified by Kudo and Simkin (2003) is one that is 

relevant to international students; similar age and character features (Sadewo et al. (2020) is 

even more specific and points out that students tend to select those who are similar in terms 

of psychological adjustment for social interactions). In this support system other foreign 

students as well as home students could get involved, with all sides benefiting, including the 

University.  
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5.3 Strategies of acculturation 

Tests revealed that there were three strategies which changed over time: assimilation, 

integration and separation. The same three strategies were identified as most popular by 

Needham et al. (2018) in a cross-sectional study, however they did not investigate changes of 

the strategies. 

Two of the strategies used by the students at the UoB, namely:  assimilation and integration 

went through a meaningful and significant negative change in T2 over T1. 

Reasons for these changes were provided by students in qualitative data. Many of them 

expressed their dissatisfaction complaining about the absence of English students at business 

master programmes.  This is likely to be the main reason for the assimilation strategy not being 

used by the students. They reported that they had every intention to start to explore the culture 

and develop friendship with English students, however, because of the environmental context 

that was not possible. Often they saw Luton as an Asian community comparing to their own 

country and other English towns.  

Without the native English friends their interaction with the dominant culture was very limited, 

and almost impossible. Literature often reports that there is a problem with absence of 

interactions with the members of the main culture. However, in the case of this students the 

issue is even bigger because there were only a few native English students on postgraduate  

degrees in business during the period of time the study took place(English students were on 

undergrad programmes and in different faculties). That made the students even more isolated 

and disadvantaged.   

Berry (2003, 2019) believes that integration would only happen in societies that are openly 

multicultural. Those societies are an integral part of the process as they would be needed to 

support acculturative changes the non-dominant group would go through. That means the 

large majority of the society needs to have acceptance of cultural diversity and a positive 

attitude towards it embedded in their daily lives. Those dominant cultures cannot be prejudiced 

towards others so there would be a very small degree of discrimination and racism as well as 

ethnocentrism present. At the same time, all groups involved need to have positive and mutual 

attitudes towards each other. What is more, all groups need to develop a sense of belonging 

to the larger society and identifying themselves with it.  

At the same time other students pointed out some social problems which contributed to 

development of negative perceptions, for instance, excessive drinking, drugs and begging. 

That impacted the students’ perception of the English, which changed negatively over an 

academic year, and therefore the above listed conditions from Berry were not met. 
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There were a number of studies investigating such transitions. Fayzullina (2019) identified 

three steps of adaptation: development of autonomy, assimilation and integration. Naidoo and 

Mahabeer (2006) concluded that Indian students in South Africa used integration strategies, 

which Berry (1996) believes is the most beneficial strategy, as it allows to maintain collectivist 

family values as well as some individualistic values.  

The third strategy that was used by the students at the UoB is separation. Separation strategy 

significantly increased in T2 over T1, which is statistically significant as the p value is .000 

(Table 67, p. 184). 

Social control by older female students was used to as an additional measure to control 

younger ones as well as group pressure. Students would do anything to be accepted 

belongingness (Hofstede, 2001, 2005; Meghani and Harvey, 2006; Chen and Razek, 2006).  

It seems to be a case of clear and conscious choices made by the students. Those choices 

and their behaviours form a pattern of changes that affected acculturation processes in the 

case of the students at the UoB. The students were keen and eager to try ‘new’ and adjust 

themselves to the dominant culture by employing either assimilation or integration strategies. 

As they experienced issues and the attempts were not successful, the students changed the 

strategy to separation.  

Being unsuccessful at the beginning with the adjustment process is predicted to result in 

increased levels of stress (Berry, 2006; Lee et al., 2018; Nasirudeen and Josephine, 2019; 

Kim et al., 2019) or even depression (Lee et al., 2018) as an outcome of culture shock (Marx, 

2011; Ferraro and Briody, 2017). The next section will discuss issues related to depression 

uncovered in the study.     

 

5.4 Depression 

The statistical data shows that almost a half of the Indian students were affected by depression 

that just gently decreased over an academic year. What is more, even though a number of 

depressed male students decreased over the same period in comparison to female students, 

it was approximately three times more male students experiencing depression than female 

ones (albeit the Pearson Chi-Square test result indicate that there is no significant association 

between gender and depression with a .269 level of significance (Table 9E, p. 129) with a poor 

effect size with a Cramer’s V of .09 (Table 9F, p. 130).  
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It is generally accepted that acculturation processes develop increased levels of stress and 

depression (Lee et al., 2018); however, context, and acculturative strategy would result in 

different trajectories of depression. Meghani and Harvey (2016) identified three different 

patterns (see p. 59): two low levels of depression at the beginning (one improved and the other 

one did not) and one high level that increased at the end. In this particular study, almost half 

of the students developed a high level of depression that decreased slightly over an academic 

year.   

Social support was found to be a predictor of depressive symptoms in different studies (e.g. 

Ruzek et al., 2016; Schartner, 2015; Bai, 2016; Bertram et al., 2014). However, the authors 

often see the concept of social support as resources (material and psychological), which are 

provided by a third party to help those who are stressed. Often teachers’ relatedness is 

included in the set of resources as the concept of relatedness is perceived as a way to ease 

stress experienced by students, build their confidence, and improve academic performance 

(Ryan and Deci, 2000, 2002, 2009; Gehlbach et al., 2016; Caleon and Wui ,2019). The support 

also includes settings, which maintained other cultures, and also moral support provided by 

administrative and academic staff and other students (Bai, 2016; Brunsting, 2018). Often what 

is missed is the fact, which was pointed out originally by Berry (1997), that social support is 

also provided by the dominant cultural group as members would explain new and diverse 

values and behaviours. That would possibly allow the students to accept (not necessarily 

agree to start with) the new environment and its values, which would transition a way of 

thinking into more ethno-relativistic way of thinking (Bennet, 1993, 2013), that is an indication 

of the beginning of improving one’s psychological state of mind (Marx, 2011; Theaker, 2016). 

In most cases of the Indian students, it appears that they had social support provided by the 

university staff and other students (especially ‘seniors’), however, they were lacking support 

and acceptance from the dominant culture. As Indian culture is classed in general as 

collectivist (Hofstede, 2001, 2005), the students would value relatedness and chose to 

participate in social activities as a coping strategy (Chen and Razek, 2016). Attempts were 

made by them to interact with the English at the very beginning but the students found it difficult 

as in their setting native English students were not present. Some students tried to interact 

socially with the local English (e.g. in pub) but they felt that they were ignored and rejected. 

They realised that the local people were avoiding contact with them. Even though they were 

not students, those behaviours are in line with findings reported by Xiong (2018) when during 

private social contacts with host students (e.g. parties), international students felt and reported 

that they were ‘marginalised’ as no other students wanted to interact with them. That is 

significant because if students have no contact then they cannot receive a social support and 
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that is linked to an increased level of depression (Meghani and Harvey, 2016), and the same 

applies to relatedness with the groups that is negatively correlated with depressive symptoms.  

What is more, there was a number of students who had some negative perceptions about the 

dominant culture and chose to limit contacts to a necessary minimum. Regardless of the 

reasons why interactions did not take place, the fact remains that support from the local 

dominant cultural group was absent. That is likely to contribute to the increased level of 

psychological distress possibly that is correlated with depressive symptoms.  

Other contributing factor mentioned by students would include: unmet educational 

expectations, decreased social status, decreased financial situation, increased number of 

unpredicted responsibilities. 

The study also realised that it was approximately three times more male students experiencing 

depression than female ones. Berry (1997, 2017) sees acculturation at two levels: a group and 

an individual level. In this particular case it appears that personal level of acculturation was 

affected by pre-existing conditions. Gender seems to be one of them. 

As it is not expected from a young man to do house tasks in India, and in most cases they are 

not even able to cook basic food when they arrived in England. The students found it very 

difficult to deal with the increased number of responsibilities, especially the ones that are dealt 

with by the opposite gender at home.  Asian students’ are more accustomed to traditional, 

formal and authoritative ways of life that in India often are male-dominated (Mesidor and Sly, 

2016; Hofstede, 1986, 2001).  

The increased level of stress was linked by the students with parents’ expectations derived 

from Indian culture. Towards the end of the degree a number of them realised that in order to 

fulfil their (or sometimes their parents’) dreams they might have some difficulties in extending 

a legal stay in the UK or it might not even be possible at all. The latter, put them in position 

where they have to find a job back home. The students also spoke about a link between their 

study and a future possibility of an international career. 

It was not surprising to find out in the case of students from India, as the social settings in 

collectivist societies are often governed by extrinsic goals (Brdar et al. 2009, Hofstede, 2001), 

that they focus on achieving status and prestige (power). As their parents could feel proud 

especially when comparing with other families (Kumar and Maehr, 2007), it was not surprising 

to find out that the students see a degree from an English university as a mean to increase 

their and their families status and social positions.  

The study has also showed how families were linked with a decision-making process to study 

abroad. Families at home often treated such possibilities as an ‘investment’ opportunity into 
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one’s successful future. Families also see that as a way for the whole family to gain an 

advancement in social status. Lastly, it is sometime linked with previous migration patterns of 

the family (King and Sondhi, 2018) 

However, in the case of male Indian students it was rather less expected to realise that they 

see the degree as a means to gain a ‘better and more attractive future partner’. That personal 

aim did not have a ‘romantic foundation’ but it was extrinsically-governed. As explained by 

some students, a degree from abroad put them in a position to marry a partner who comes 

from a family of higher status that in turn would increase his personal and his family status.  

The goal to find a ‘better and more attractive future partner’ is of an extrinsic type of motivation 

(Ryan and Deci, 2000). The next section will deal with students’ motives in greater details.  

 

5.5 Students’ motivational changes 

The student’s attitudes towards personal goals shows positive direction over time. The above 

mentioned goal to find a ‘better and more attractive future partner’ is one of those personal 

goals. Similar tendencies of increasing were revealed in the construct of professional and 

academic goals (all three types of goals are related to identified regulation). That is in 

agreement with students’ views expressed in qualitative data. Whether it was academic, 

personal or professional goals, students spoke about it in terms of future gain (Kim, 2018; King 

and Sondhi, 2018).  

What is more, autonomous and extrinsic type of motivation level increased; the significant 

increase was in identified regulations and integrated regulations were affected just slightly. As 

SDT theorises (Ryan and Deci, 2000) students are more likely to achieve goals that are self-

set (Murgai, 1996). 

However, there was a slight decrease of autonomy (as a condition) level among the students. 

According to Ryan and Deci (2000), in order to increase motivational level or to change a type 

of motivation from extrinsic ones to more self-determined, three basic conditions: autonomy, 

relatedness and competence are to be met. In this case, relatedness and competence were 

improved; however, it appear that autonomy was not developed (or supported). That does not 

mean that the need for autonomy did not exist, quite the opposite. For instance, Chirkov et al. 

(2003) confirmed that autonomy need existed in Russia, South Korea and Turkey, countries 

that could be described as group-oriented. The finding simply means that the level of autonomy 

slightly decreased.  
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On the one hand, when students did not succeed and had negative experiences in relation to 

acculturation that resulted in separation, it is possible that they developed some preservation 

goals (that could explain a high level of depression and unsuccessful adjustment, Chirkov et 

al. (2007)).    

On the other hand, a possible explanation for the decrease of the construct might be in cultural 

differences. Even though the need of autonomy might exist in all cultures (Chirkov et al., 2003) 

and they all might have a will to do a something (Ryan and Deci, 2000). It has to be 

remembered that the students came from a high power distance society (Hofstede, 1986, 

2005; Trompenaars and Hampden-Turner, 2011), therefore they might have a will but they 

would possibly be lacking practical skills that they normally would have developed if they had 

had contact with the dominant culture. Without practicing those skills (which are often 

associated with individualistic societies) the students would not learn how to exercise their own 

will (autonomy), therefore the decrease in the autonomy need construct.  

 

5.6 Contribution to knowledge 

The aim of this section is to underline the contribution of this study and the advances to the 

discussion to contextualise the key contribution of this study to the existing knowledge in 

relation to acculturative patterns, motivational change and depression among international 

students. 

Even though there is a large number of studies related to motivation and acculturation in 

relation to international students, depression and its symptoms among students adjusting to 

a new cultural environment are aspects that are rarely investigated. At the same, the 

literature review reveals that there is rather limited body of studies designed as longitudinal 

research. Therefore, there is also limited knowledge involving dynamic perspectives on 

acculturation approaches in relation to motivation. The above gaps are addressed by this 

study, as this is most likely the first longitudinal study based on theoretical frameworks that 

involve acculturation patterns, motivation and its conditions, as well as depression.   

With regard to the acculturative patterns it was unveiled that there are three strategies which 

changed over time: assimilation, integration and separation. Two of the strategies were used 

by the students at the UoB; assimilation and integration went through a meaningful and 

significant negative change in T2 over T1, and resulted in employing separation as a strategy. 

Separation strategy significantly increased in T2 over T1, which is statistically significant as 

the p value is .000 (Table 67, p. 184). 
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Even though the three strategies were identified as most popular by Needham et al. (2018) 

in a cross-sectional study, they did not investigate changes of the strategies. What is clearly 

visible in this study is that students had strong intentions to adjust to some extent to the host 

culture at the initial stages of their stay in the UK, however, as they were not successful with 

using these approaches, they reverted into separation. 

Reasons for these changes were provided by students in qualitative data: 

• absence of English students at business master programmes.   

• seeing Luton as an Asian community as compered to their own country and other 

English towns.  

• limited interaction with the dominant culture 

• social problems which contributed to development of negative perceptions 

• social control by older female students was used as an additional measure to control 

younger ones  

• group pressure. 

One of the objectives of this research was to establish how motivation of international students 

change over time. This was met by employing mixed method research design. Not only was it 

possible to establish the pattern, but also motivational conditions were assessed and 

explanations were provided. 

Statistical findings clearly show changes over time. As the type of motivation that is impacted 

by introjected and external regulation decreased in T2 (the former was not statistically 

significant, whereas the latter is), motivation influenced by identified and integrated regulations 

went through positive changes over time and the changes are statistically significant. At the 

same time students’ personal, professional and academic goals went through a positive 

change (only the latter was not statistically significant). The above changes have been 

expected to take place and theorised by SDT (Ryan and Deci, 2000, 2002, 2009). However, 

some of the reasons why the changes took place are unveiled for the first time. 

For instance, students wanted to gain independence from their parent and their future partners, 

especially female students.  This appears to benefit both families involved. Those who studied 

abroad have better chances of getting a job that would provide a better financial position and 

increase their own and their own family’s societal reputation, putting him in a position to look 

for a lady from a better off family or a family that is well-respected. Yet, this process appears 

to be accepted by both sides because parents want to ensure that their daughters are well 
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looked after. Even though the above described situation is often practiced in India, some young 

women try to at least delay getting married or be in charge of choosing a partner. 

However, it is important to underline the fact that all the above changes took place when one 

of the psychological needs was not improved. Statistical data clearly points out that there was 

a slight decrease of autonomy level among the students. This is one of the key indicators of 

this research. The Wilcoxon Signed Ranks Test has been applied to measure the movement 

and direction of students’ attitudes towards ‘autonomy’; however, this finding is not statistically 

significant as the p value is .746 (table 42). 

According to Ryan and Deci (2000), in order to increase motivational level or to change a type 

of motivation from extrinsic ones to more self-determined three basic conditions: autonomy, 

relatedness and competence are to be met. In this case, relatedness and competence were 

improved, it appears that autonomy was not developed (or supported), and most likely 

because of cultural differences it decreased slightly. The students also mention that some 

activities at the very beginning of their studies were too hard and complex, so even though 

they tried but did not succeed, as a result they just gave up. Also, emotional barriers were an 

additional aspect that prevented them from trying.  

On one hand, as the students did not succeed and had negative experience in relation to 

acculturation that resulted in separation, it is possible that they developed some preservation 

goals (that could explain a high level of depression and unsuccessful adjustment, Chirkov et 

al. (2007)).    

On the other hand, a possible explanation for the decrease of the construct might be in cultural 

differences; even though the need of autonomy might exist in all cultures (Chirkov et al., 2003), 

they all might have a will to do a something (Ryan and Deci, 2000). It has to be remembered 

that the students came from a high power distance society (Hofstede, 1986, 2005; 

Trompenaars and Hampden-Turner, 2011), therefore they might have a will but they would 

possibly be lacking practical skills that normally they would have developed if they had had 

contact with the dominant culture. Without practicing those skills (which are often associated 

with individualistic societies, the students would not learn how to exercise their own will 

(autonomy), therefore the decrease in the autonomy need construct.  
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5.7 Personal reflection 

Looking back at the whole experience of conducting the research it could be said that it was a 

journey; a journey I did not expect to participate in. At the very early stages of my research I 

was rather oblivious to the holistic aspect of the research, regardless what research paradigm 

one might represent. In my case it was rather related to diverse sociologies of objectivism and 

subjectivism I was involved with at various stages of the research. 

Initially I thought that all I had to do was to ‘go out there, collect data and analyse it’. In fact my 

tasks and responsibilities as a researcher went far more beyond that. To start with I realise 

that I could never be entirely objective. That goes to the very early stage of the research when 

I was choosing the topic. The fact that I decided to look into acculturation and motivation 

indicated my subjective interest in the subject area. Even though the third element of my 

conceptual framework, psychological well-being, was suggested by my first supervisor, it was 

me who decided to narrow it down to depression only. What is more, it was me who made 

choices related to the theoretical framework. It was me who decided to investigate international 

Indian students, regardless the fact that it was convenient to choose that cohort because of 

their number. However, it was possible to choose a different international group of students as 

a population.  

The more I take into consideration the above aspects of my research, the more I realise that 

reality per se is much more complex than what I understood at the beginning. I accepted that 

reality is subjective and often it is my mind that develops my beliefs, thoughts and emotions. 

Therefore, what I investigate, or rather the truth I try to uncover, is not independent. On the 

other hand, there is sociology of objectivism, and I claimed to be objective at some stages of 

my research. Even though I still believe that some aspects could be investigated objectively, I 

have also realised that it might not be so clear cut. I do not think that I would ever be 100% 

objective. 

Other aspects I had to reconsider was the fact that I had to develop good relationships with 

the students. At the time I would not be seen by the Indian participants as one of them, and 

most likely I never was. But, with time I was gaining more knowledge about the subject matter 

and the students. I slowly started to realise that I had a lot in common with them. It was not 

only my ‘foreignness’ but all the experience I had as a student in both countries: Poland and 

England. I realised that I had actually experienced similar changes and adjustments and I had 

to make them in order to be successful at work and the university as a student or even to 

survive in some instances. This has also affected my understanding of ‘objectivism’.  
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I had to learn how to withhold elements of power as a teacher, when interacting with the 

students, so they would see me as a student. I had to spend time with them focusing on 

preparation and relation-building in order to allow them to develop trust. The most difficult 

element I had to learn was to listen and withhold any possible judgement. I had to learn to 

allow them to express themselves without interrupting, even when they started talking about 

subjects not necessarily relevant to the themes of my interests. This completion of this study 

was only possible because we learnt how to develop and maintain the relationships between 

us. 

Of course, my knowledge increased enormously, but what is more important is that many 

aspects of my teaching became more research-informed. I became more of a facilitator than 

a lecturer. I started to appreciate more that people learn in many different ways and use diverse 

learning approaches. My teaching nowadays is often based on three psychological needs that 

need to be fulfilled in order to increase one’s motivation: competence, relatedness and 

autonomy. For instance, often it is the case that I allow students to choose a way to complete 

a task or I would provide some options, which leads to developing them as independent 

learners. I have also started to use reflection in order to improve my professional abilities (Kolb, 

2005) to improve development of relationships with students. 

The most important lesson I have learned from the research is that I can use different theories 

to improve my teaching; however, when dealing directly with the students I impact a living 

human soul, not a number. 

 

5.8 Recommendations 

It would be advisable that international students prepare themselves in relation to cultural 

differences especially the ones that are related to academia. In this way their expectations 

would be more realistic.  

Students’ would benefit from making every attempt to interact with other international and 

home students, regardless of limitations, as that would likely result not only in decreasing 

depression levels but also in developing intercultural communication abilities. Students would 

likely see benefits of the competence as it would benefit them in their professional life.  

Emotional and mental preparation would help as a number of students discussed diverse 

elements, which contributed to increased levels of depression. The UoB could help and 

organise for each intake a culture specific training that would incorporate social and academic 
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elements. However, a single session might simply be not enough and a number of sessions 

would be needed as different problems arise.   

The Indian students already seek help from their seniors. It would also be beneficial if those 

students could work through a unit with a number of other international students in a mini 

cohort to develop awareness of other cultures.   

One very useful strategy international students could learn is to slow down with judging others 

and their culture. Instead, they could take into account how other would feel before they make 

their decisions. That would develop in them flexibility and allow them to be more open-minded.  

Members of staff would benefit from becoming more aware of the value of relatedness. The 

university could help by providing workshops where the staff could familiarise themselves with 

methods to develop better relationships with their students.  

At the same time, students should learn how to appreciate autonomy and what benefits it could 

provide for them in their future professional lives. Abstract ideas might not necessary work, 

but practical applications are more likely to provide expected results. Staff in this context could 

develop abilities to motivate students without patronising them. It needs to be remembered 

that the level of self-motivation raises when goals are identified by an individual in question. 

Therefore staff could learn how to direct students to recognise what they need to do (e.g. clean 

language method). 

The UoB could promote diversity integration even more by organising more social events as 

trips to visit popular places or even cultural events. That is significant because if students 

have no contact then they cannot receive a social support and that is linked to an increased 

level of depression (Meghani and Harvey, 2016), and the same applies to relatedness with 

the groups that is negatively correlated with depressive symptoms.  

The students indicated strongly that they were keen on gaining professional experience. This 

demand could lead to development of voluntary work for some local charitable organisation 

and at the same time international students have interaction with the dominant culture.  

 

5.7 Limitation of the project 

As the data collection took place in classrooms, therefore there always will be that possibility 

that some students were absent and therefore they were not included in the study. Therefore, 

it is rather difficult to establish if the findings from the study would apply to them as well. 

Incomplete questionnaires created issues as some were missing a large number of items 

without answer and they had to be destroyed.  
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Also, the number of survey was relatively small. That impacts generalisation of the findings 

and additionally limited possible use of different tools to analyse the data (e.g. Structural 

Equation Modelling software). 

The data collection period lasted about three years due to the limited number of students at 

the UoB during that period and to the design of the study to some extent. That data collection 

could have been shortened by involving Indian international students from different universities 

or using cross sectional data collection. 

Future research on the same concepts could include English students or even other 

international students in order to conduct a comparison study. In this way it might be possible 

to gain an access to different perceptions and approaches to the same constructs.  

As it was shown through the findings, it is essential for international students to adjust 

themselves behaviourally and mentally to the new dominant cultural group in order to be 

successful as adaptation processes would have an impact on mental health and motivation in 

general. It has to be remembered that the process of acculturation involves a number of 

factors. Students’ effort is very much needed; however, that effort needs to be supported by 

the institution and all members of staff to make it a student’s success.  

 

5.8 Future of the research and its impact 

Students’ motivational goals are significant and are required to form professional orientation 

that needs to be aligned with the treatment the students are going to receive at their chosen 

university. It is vital for the institution to create an academic environment, which would support 

development of three psychological needs, as fulfilling those conditions impacts on students’ 

increasing motivational level and adjustment to new context. 

The findings revealed a number of new pieces of information, which would impact the way we 

structure classroom activities and teaching in general. The new acculturative pattern (reverting 

into separation) among students suggest that more attention needs to be paid towards 

supporting mechanisms provided by institutions in order to facilitate development of 

relationships among international students and members of the mainstream culture, which in 

turn improves adjustment and motivational level as well as it is likely to decrease the level of 

depression symptoms. 

The findings also suggest that we attached importance to some aspects that might not be as 

relevant to some international students. The results might not be as valid in different 

institutions, and for that reason different universities could take part in a similar study designed 
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as a comparison study. This could be designed in a number of different ways; however, it 

would be beneficial to confirm the findings by a replication study, as the decrease in students’ 

autonomy was not statistically significant. In order to address the issues related to the length 

of data collection, a cross sectional study would resolve them.  Now it would be interesting to 

examine if the findings on autonomy are specific to the group of Indian students who took the 

part in the study (e.g. cultural differences), or it was just related to the institution (lack of support 

from the teachers) or it might be more widely observed phenomena present at different 

institutions. In addition, one line of enquiry could involve the teachers’ and faculties points of 

view. 

Due to the relatively low number of participants it was not possible to identify correlations 

between different variables. It is vital to design further inquiry to identify aspects affecting other 

variables and to establish correlations among them. What is more, it is clearly visible through 

the literature review that there are a limited number of qualitative studies aiming to explain 

statistical findings. 
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Appendixes 

Appendix A. Questionnaire   
 

Hello  

We appreciate that you have decoded to spend few minutes of your time to complete this 
questionnaire and share your valuable knowledge. We value your honest opinion and 
feedback especially when being one of our international students at the University of 
Bedfordshire (hereinafter UoB) makes you an expert in the area we are researching. Please 
remember, there are no correct or incorrect answers; there are only your answers. The 
survey should not take more than 20 minutes and is completely anonymous. Please indicate 
your answers by ticking them or writing them down. 

 

Researcher’s name: Leszek Wypych  Contact details: leszek.wypych@beds.ac.uk 

 

1. What is your gender?         
- Male         1   
- Female        2   

 
2. How long have you been to England?       

- Less than 1 month      1  
- About 6 months       2  
- About 1 year       3 
- 2 years or more        4 

 
3. What stage of your degree are you at?        

- Beginning of your 1st semester      1  
- End of your 2nd semester       2  

 
4. Your accommodation. Do your live with:       

- Indian people       1  
- An English family      2 
- Your family       3 
- Other foreign people      4 
- Other (please specify)      5 

 
5. What language do you mainly use at your accommodation?     

- Hindi and/or other language of India    1   
- English        2 
- Other (please specify)      3 

 
 
 

mailto:leszek.wypych@beds.ac.uk
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6. Do you work part-time?         
- Yes        1   
- No         2 
- Other         3 

 
7. Whom do you work with?         

- Indian people       1   
- English people       2 
- Other foreign people      3 

 
8. What language do you mainly use at work to communicate?   

  
- Hindi and/or other language of India    1   
- English         2 
- Other (please specify)      3 

 
9. What is your IELTS score?        

- 5         1   
- 5.5         2 
- 6         3 
- 6.5         4 
- 7         5 
- 7.5         6 
- 8         7 
- 8.5         8 
- 9         9 

 
 

10. I have started to study at the UoB because: 

1=strongly disagree → 5 strongly agree 1 2 3 4 5 
because It will help me with finding a respected and 
lucrative job 

     

because I will feel important when succeed      
It helps to define me      
I was told to do it (by my boss, family etc.)      
because I would feel ashamed if did not have      

 

11. I have started to study at the UoB: 

1=strongly disagree → 5 strongly agree 1 2 3 4 5 
to be more competent as an employee/manager      
but now I wonder if it is a good idea to carry on      
but now I wonder whether it was a good choice      
to show the other what I am worth      
because its goals and my personal ones are 
integrated 
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12. I have started to study at the UoB: 

1=strongly disagree → 5 strongly agree 1 2 3 4 5 
because I am looking for new possibilities      

 

13. The new possibilities I am looking for are: 

1=strongly disagree → 5 strongly agree 1 2 3 4 5 
academic e.g. PhD      
networking       
making new business connections      
to enjoy the intellectual aspects of Uni      
other (please specify):      

 

14. I have started to study at the UoB because: 

1=strongly disagree → 5 strongly agree 1 2 3 4 5 
I feel pleasure and satisfaction when learning new 
things. 

     

 

15. I have started to study at the UoB because: 

1=strongly disagree → 5 strongly agree 1 2 3 4 5 
it is related to my personal values      
I’m supposed to      
I find it invigorating and energising       
It makes me feel good about myself      
It is a big part of who I am      

 

16. I have started to study at the UoB because: 

1=strongly disagree → 5 strongly agree 1 2 3 4 5 
it provides me with possibilities to learn about things 
which interests me 

     

I feel pleasure and satisfaction when exceeding      
it makes me feel at my best      
it will help me with raising my standard of living      
I experience pleasure when reading      

 

17. I have started to study at the UoB because: 

1=strongly disagree → 5 strongly agree 1 2 3 4 5 
my situation demands it      

 

18. My situation is different because: 

1=strongly disagree → 5 strongly agree 1 2 3 4 5 
all my friends went to Uni      
I want to improve my family status      
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I want to be reunited with relatives living in the UK      
I want to emigrate      
I want to get married in the UK      
I need to extend my visa      
I will take over a family business      
I need to boost my chances of getting more attractive 
life partner 

     

Other (please specify)      
 

19. I have started to study at the UoB 

1=strongly disagree → 5 strongly agree 1 2 3 4 5 
but now I think that I’m wasting my time      
but now I don’t know why I go to Uni (I don’t care if I 
fail) 

     

to prove/show that I’m, capable and intelligent        
so I will be able to get a job in the field I like      
but now I don’t understand what is going on during 
lectures 

     

for development of my social and intellectual abilities 
and skills 

     

 

20. You have been put into an international group to work on a given task. An 
outcome of that work is going to help you formulate your personal goals and 
aims for your individual assignment that is based on the group work. However, 
it seems to you that the given topic is very vague and general. What would 
you do to complete your assignment: 

1=strongly disagree → 5 strongly agree 1 2 3 4 5 
Wait for your lecturer to provide more information      
Make your own plan and follow your logic (decision)      
Check what your friends are doing and then follow 
them 

     

Do what you think you should do      
Other (please specify)      

 

 

21. In order to see how well you are doing with the above describe 
assessment/tasks you want to: 

1=strongly disagree → 5 strongly agree 1 2 3 4 5 
Be given feedback and praise from your tutor      
Receive clear step-by-step instructions      
Be appreciated by your friends      
Hope that what you’re doing is correct      
Other (please specify)      
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22. You have been put into a group to work on a project in one of your classes. 
During an introduction to the task you have been told that the purpose of it is 
to give some practice and more exposure to business practices. Your main 
task is to work on a project management. However, the very first activity you 
were given was about finding the shortest way to pass a ball among members 
of the group. That has made you confused and you don’t know how to 
complete the task and hopefully be faster than others. The amount of effort 
you put into it depends on: 

1=strongly disagree → 5 strongly agree 1 2 3 4 5 
How much concentration and strength you have been 
told to use 

     

Follow others      
Your mood and feeling      
Pressure (e.g. very little time left or you need to 
improve an average grade) 

     

You need that to pass the subject      
Other (please specify)      

 

23. Please read each question carefully, then mark one of the answers to the right 
to indicate how you have felt or behaved during the past week, including today 

1= Rarely (less that 1 day); 2= Some (1-2 days); 3= 
Occasionally (3-4 days); 4= Most of all the time (5-
7 days) 

1 2 3 4 

I was bothered by things that usually don’t bother me     
I did not feel eating; my appetite was poor     
I felt that I could not shake off the blues     
I felt that I was just as good as other people     
I had trouble keeping my mind on what I was doing     
I felt depressed     
I felt that everything I did was an effort     
I felt hopeful about the future     
I thought my life had been a failure     
I felt fearful     
My sleep was restless     
I was happy     
I talked less than usual     
I felt lonely     
People were unfriendly     
I enjoyed life     
I had crying spells     
I felt sad     
I felt that people dislike me     
I could not get ‘going’     
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24. To what extent do you find it difficult to: 

1=very difficult → 5 very easy  1 2 3 4 5 
Work in groups with students from different countries      
Complete your course work on time      
Express your ideas in front of other students      
Understand lectures you attend      
Take notes in class      
Read and understand materials      
Locate resources in the University Library      
Participate in class discussion      
Write up your projects and assignments       
Deal with academic members of staff      
Adjust to different teaching methods      

 

25. Please read each question, then mark one of the answers to indicate your 
opinion  

1=very difficult → 5 very easy  1 2 3 4 5 
To what extent do you find it difficult to take part in 
local social events? 

     

How difficult is it for you to make friends      
How easy do you find interacting with the English?      
How difficult is it to understand English jokes and 
humour? 

     

To what extent do you find it difficult to deal with 
somebody who is physically close to you? 

     

Do you find it difficult to sit next to somebody from a 
different country of opposite gender? 

     

How easy is it for you to carry on with your hobby and 
favourite leisure? 

     

To what extent do you find it difficult to be introduced 
to new people from different cultures? 

     

How easy is it to contact your family and friends?      
 

26. Please read each question carefully, then mark one of the answers to indicate 
your opinion. 

1=very difficult → 5 very easy  1 2 3 4 5 
To what extent do you find it difficult to be 
independent (no parents)? 

     

Do you find it difficult to adapt yourself to the local 
weather? 

     

Do you find it difficult to adjust yourself to the local 
pace of life?   

     

How easy do you find doing your daily shopping?      
To what extent do you find it difficult to understand the 
English value system? 

     

To what extent do you find it difficult to implement the 
English values in your life? 

     

How difficult is it to follow rules and regulations?      
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27. How much do you enjoy local food? 

1=dislike extrimly → 5 like extrimly  1 2 3 4 5 
      

 
 

28. How often do you watch 

1=never → 5 very often  1 2 3 4 5 
English TV?      
Indian TV?      

 

29. How good are you at: 

1=very bad → 5 very good  1 2 3 4 5 
Speaking English      
Understanding English      
Reading in English      
Writing in English      
Thinking in English      

 

30. What do you think about the local people? Are they: 

1= strongly disagree → 5 strongly agree   1 2 3 4 5 
Understanding and calm      
Friendly and kind      
Prejudiced against Indians      
Arrogant      
Serious      

 
31. Read the following statement carefully and mark the answer which best 

describe you 

1= strongly disagree → 5 strongly agree   1 2 3 4 5 
I wish I could go on a date with somebody who is 
English 

     

I agree that when in Rome do as the Romans do      
I feel more comfortable when going out with the 
English 

     

I found it easier to communicate my feelings to 
English mates 

     

I feel I need to get along with the English as well as  
Indian class mates 

     

I can ask English and Indian mates for Advise about 
my personal problems 

     

English ways of working are as good as Indian ones      
I want to have only Indian friends at work/uni      
Out of all my classmates I feel that only the Indian 
classmates value me 

     

I want to share a rented house only with Indian mates      
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None of my Indian and English class mates 
understands me 

     

I don’t want to have anything to do with any of my 
classmates 

     

I don’t wish to socialise with the English nor Indian      
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Appendix B Consent  
 

 

Consent to interview recording and transcription 

Project (working title): 

How does motivation organise human behaviours and interactions leading to the successful 

or unsuccessful acculturation of group-oriented individuals, who migrate to areas where 

societies have more individualistic approach. 

 

Researcher’s name: Leszek Wypych  Contact details: leszek.wypych@beds.ac.uk 

 

I understand that the above mentioned research involves recording this session, transcription 

and interpretation for which I give my consent. I have been made aware that my identity will 

be protected, which means that neither my name or any other information allowing others to 

identify myself will not be used in any products as an outcome of the study (e.g. PhD thesis, 

articles or presentations). 

I further understand that the recordings will be destroyed on completion of the project. I also 

understand that my participation is on voluntary bases and I have the right to withdraw at any 

time. 

I confirm that:         Please tick box 

                Yes  No 

• I had the opportunity to ask questions in relation to the research    

• I agree to be involved in the study 

• I agree to be audio recorded, transcribed and interpreted  

• I agree to be quoted anonymously in written products resulting from the study 

 

Participant’s signature        Date: 

 

Researcher’s signature        Date: 

 

mailto:leszek.wypych@beds.ac.uk
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Appendix C Statistical Analysis 
 

 
Appendix 1A: KMO and Bartlett's Test for Amotivation 

KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .824 

Bartlett's Test of Sphericity Approx. Chi-Square 286.284 

df 10 

Sig. .000 

 
Appendix 1B: KMO and Bartlett's Test for external 

 
KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .671 

Bartlett's Test of Sphericity Approx. Chi-Square 81.125 

df 3 

Sig. .000 

 
 

Appendix 1C: KMO and Bartlett's Test for introjected 

 
KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .791 

Bartlett's Test of Sphericity Approx. Chi-Square 134.684 

df 10 

Sig. .000 

 
 

Appendix 1D: KMO and Bartlett's Test for identified 

 
KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .828 

Bartlett's Test of Sphericity Approx. Chi-Square 230.208 

df 10 

Sig. .000 
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Appendix 1E: KMO and Bartlett's Test for professional 
 

 
KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .735 

Bartlett's Test of Sphericity Approx. Chi-Square 124.566 

df 6 

Sig. .000 

 
 

Appendix 1F: KMO and Bartlett's Test for academic 

 
KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .686 

Bartlett's Test of Sphericity Approx. Chi-Square 143.518 

df 3 

Sig. .000 

 
 

Appendix 1G: KMO and Bartlett's Test for personal 

 
KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .755 

Bartlett's Test of Sphericity Approx. Chi-Square 126.658 

df 10 

Sig. .000 

 
 

Appendix 1H: KMO and Bartlett's Test for integrated 

 
KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .727 

Bartlett's Test of Sphericity Approx. Chi-Square 137.748 

df 10 

Sig. .000 
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Appendix 1I: KMO and Bartlett's Test for internal 

 
KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .784 

Bartlett's Test of Sphericity Approx. Chi-Square 218.810 

df 15 

Sig. .000 

 
 

Appendix 1J: KMO and Bartlett's Test for competency 

 
KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .745 

Bartlett's Test of Sphericity Approx. Chi-Square 151.619 

df 6 

Sig. .000 

 
 

Appendix 1K: KMO and Bartlett's Test for autonomy 

 
KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .762 

Bartlett's Test of Sphericity Approx. Chi-Square 170.862 

df 6 

Sig. .000 

 
 

Appendix 1L: KMO and Bartlett's Test for Relatedness 

 
KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .784 

Bartlett's Test of Sphericity Approx. Chi-Square 133.287 

df 10 

Sig. .000 
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Appendix 1M: KMO and Bartlett's Test for acculturation 

 

 
KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .878 

Bartlett's Test of Sphericity Approx. Chi-Square 498.498 

df 55 

Sig. .000 

 
 

Appendix 1N: KMO and Bartlett's Test for acculturation social 

 
 

KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .851 

Bartlett's Test of Sphericity Approx. Chi-Square 294.866 

df 36 

Sig. .000 

 
 
 

Appendix 1O: KMO and Bartlett's Test for acculturation daily life 

 
KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .917 

Bartlett's Test of Sphericity Approx. Chi-Square 525.082 

df 45 

Sig. .000 

 
 

Appendix 1P: KMO and Bartlett's Test for perception language 

 
KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .855 

Bartlett's Test of Sphericity Approx. Chi-Square 342.923 

df 10 

Sig. .000 
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Appendix 1Q: KMO and Bartlett's Test for perception English 

 
KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .725 

Bartlett's Test of Sphericity Approx. Chi-Square 140.841 

df 10 

Sig. .000 

 
 

Appendix 1R: KMO and Bartlett's Test for assimilation 

 
KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .789 

Bartlett's Test of Sphericity Approx. Chi-Square 171.453 

df 6 

Sig. .000 

 
 

Appendix 1S: KMO and Bartlett's Test for integration 

 
KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .725 

Bartlett's Test of Sphericity Approx. Chi-Square 193.658 

df 3 

Sig. .000 

 
 

Appendix 1T: KMO and Bartlett's Test for separation 

 
KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .700 

Bartlett's Test of Sphericity Approx. Chi-Square 256.383 

df 3 

Sig. .000 
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Appendix 1U: KMO and Bartlett's Test for marginalisation 

 
KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .674 

Bartlett's Test of Sphericity Approx. Chi-Square 158.746 

df 3 

Sig. .000 
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Appendix 2A: KMO and Bartlett's Test for Amotivation 
 

 
KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .822 

Bartlett's Test of Sphericity Approx. Chi-Square 278.945 

df 10 

Sig. .000 

 
 

Appendix 2B: KMO and Bartlett's Test for external 

 
KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .682 

Bartlett's Test of Sphericity Approx. Chi-Square 83.426 

df 3 

Sig. .000 

 
 

 

 

Appendix 2C: KMO and Bartlett's Test for introjected 

 
KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .790 

Bartlett's Test of Sphericity Approx. Chi-Square 134.419 

df 10 

Sig. .000 
 

Appendix 2D: KMO and Bartlett's Test for identified 

 
KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .803 

Bartlett's Test of Sphericity Approx. Chi-Square 209.786 

df 10 

Sig. .000 
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Appendix 2E: KMO and Bartlett's Test for professional 

 
KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .746 

Bartlett's Test of Sphericity Approx. Chi-Square 147.084 

df 6 

Sig. .000 

 
 

Appendix 2F: KMO and Bartlett's Test for academic 

 
KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .685 

Bartlett's Test of Sphericity Approx. Chi-Square 135.529 

df 3 

Sig. .000 

 
 

 

Appendix 2G: KMO and Bartlett's Test for personal 

 
KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .751 

Bartlett's Test of Sphericity Approx. Chi-Square 115.457 

df 10 

Sig. .000 

 
 

 

Appendix 2H: KMO and Bartlett's Test for integrated 

 
KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .757 

Bartlett's Test of Sphericity Approx. Chi-Square 106.071 

df 10 

Sig. .000 
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Appendix 2I: KMO and Bartlett's Test for internal 

 
KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .802 

Bartlett's Test of Sphericity Approx. Chi-Square 156.421 

df 15 

Sig. .000 

 
 

Appendix 2J: KMO and Bartlett's Test for competency 

 
KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .733 

Bartlett's Test of Sphericity Approx. Chi-Square 112.866 

df 6 

Sig. .000 

 
 

 

Appendix 2K: KMO and Bartlett's Test for autonomy 

 
KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .790 

Bartlett's Test of Sphericity Approx. Chi-Square 216.191 

df 6 

Sig. .000 

 
 

 

Appendix 2L: KMO and Bartlett's Test for Relatedness 

 
KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .774 

Bartlett's Test of Sphericity Approx. Chi-Square 137.636 

df 10 

Sig. .000 
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Appendix 2M: KMO and Bartlett's Test for acculturation 

 
KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .845 

Bartlett's Test of Sphericity Approx. Chi-Square 473.911 

df 55 

Sig. .000 

 
 

Appendix 2N: KMO and Bartlett's Test for acculturation social 

 
KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .858 

Bartlett's Test of Sphericity Approx. Chi-Square 308.841 

df 36 

Sig. .000 

 
 

 

Appendix 2O: KMO and Bartlett's Test for acculturation daily life 

 
KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .844 

Bartlett's Test of Sphericity Approx. Chi-Square 411.501 

df 45 

Sig. .000 

 
 

 

Appendix 2P: KMO and Bartlett's Test for perception language 

 
KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .782 

Bartlett's Test of Sphericity Approx. Chi-Square 151.378 

df 10 

Sig. .000 
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Appendix 2Q: KMO and Bartlett's Test for perception English 

 
KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .722 

Bartlett's Test of Sphericity Approx. Chi-Square 126.444 

df 10 

Sig. .000 

 
 

Appendix 2R: KMO and Bartlett's Test for assimilation 

 
KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .701 

Bartlett's Test of Sphericity Approx. Chi-Square 135.219 

df 6 

Sig. .000 

 
 

 

Appendix 2S: KMO and Bartlett's Test for integration 

 
KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .738 

Bartlett's Test of Sphericity Approx. Chi-Square 205.401 

df 3 

Sig. .000 

 
 
 

Appendix 2T: KMO and Bartlett's Test for separation 

 
KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .733 

Bartlett's Test of Sphericity Approx. Chi-Square 296.534 

df 3 

Sig. .000 
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Appendix 2U: KMO and Bartlett's Test for marginalisation 

 
KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .658 

Bartlett's Test of Sphericity Approx. Chi-Square 122.712 

df 3 

Sig. .000 
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Appendix 3A: Factor analysis result for Amotivation T1 

 
Communalities 

 Initial Extraction 

AM_1 1.000 .613 

AM_2 1.000 .745 

AM_3 1.000 .592 

AM_4 1.000 .610 

AM_5 1.000 .583 

Extraction Method: Principal 

Component Analysis. 

 
 

Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 3.143 62.855 62.855 3.143 62.855 62.855 

2 .652 13.049 75.905    
3 .523 10.469 86.373    
4 .413 8.251 94.625    
5 .269 5.375 100.000    
Extraction Method: Principal Component Analysis. 

 
 

Component Matrixa 

 
Component 

1 

AM_1 .783 

AM_2 .863 

AM_3 .769 

AM_4 .781 

AM_5 .763 

Extraction Method: 

Principal Component 

Analysis. 

a. 1 components 

extracted. 

 
 

 

 



280 
 

Appendix 3B: Factor analysis result for Amotivation T2 

 
Communalities 

 Initial Extraction 

AM_1 1.000 .587 

AM_2 1.000 .578 

AM_3 1.000 .624 

AM_4 1.000 .585 

AM_5 1.000 .739 

Extraction Method: Principal 

Component Analysis. 

 
 

Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 3.114 62.282 62.282 3.114 62.282 62.282 

2 .650 13.000 75.282    
3 .544 10.871 86.153    
4 .421 8.420 94.573    
5 .271 5.427 100.000    
Extraction Method: Principal Component Analysis. 

 
 

Component Matrixa 

 
Component 

1 

AM_1 .766 

AM_2 .760 

AM_3 .790 

AM_4 .765 

AM_5 .860 

Extraction Method: 

Principal Component 

Analysis. 

a. 1 components 

extracted. 
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Appendix 4A: Factor analysis result for External T1 

 
Communalities 

 Initial Extraction 

E_1 1.000 .686 

E_2 1.000 .585 

E_3 1.000 .653 

Extraction Method: Principal 

Component Analysis. 

 
 

 
Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 1.925 64.157 64.157 1.925 64.157 64.157 

2 .601 20.024 84.180    
3 .475 15.820 100.000    
Extraction Method: Principal Component Analysis. 

 
 

Component Matrixa 

 
Component 

1 

E_1 .829 

E_2 .765 

E_3 .808 

Extraction Method: 

Principal Component 

Analysis. 

a. 1 components 

extracted. 
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Appendix 4B: Factor analysis result for External T2 

 
Communalities 

 Initial Extraction 

E_1 1.000 .630 

E_2 1.000 .642 

E_3 1.000 .673 

Extraction Method: Principal 

Component Analysis. 

 
 

Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 1.945 64.840 64.840 1.945 64.840 64.840 

2 .556 18.543 83.382    
3 .499 16.618 100.000    
Extraction Method: Principal Component Analysis. 

 
 

Component Matrixa 

 
Component 

1 

E_1 .793 

E_2 .801 

E_3 .821 

Extraction Method: 

Principal Component 

Analysis. 

a. 1 components 

extracted. 
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Appendix 5A: Factor analysis result for introjected T1 

 
Communalities 

 Initial Extraction 

IJ_1 1.000 .500 

IJ_2 1.000 .450 

IJ_3 1.000 .478 

IJ_4 1.000 .461 

IJ_5 1.000 .597 

Extraction Method: Principal 

Component Analysis. 

 
 

 
Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 2.487 49.738 49.738 2.487 49.738 49.738 

2 .763 15.259 64.997    
3 .674 13.489 78.486    
4 .585 11.694 90.180    
5 .491 9.820 100.000    
Extraction Method: Principal Component Analysis. 

 
 

Component Matrixa 

 
Component 

1 

IJ_1 .707 

IJ_2 .671 

IJ_3 .692 

IJ_4 .679 

IJ_5 .773 

Extraction Method: 

Principal Component 

Analysis. 

a. 1 components 

extracted. 
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Appendix 5B: Factor analysis result for introjected T2 

 
Communalities 

 Initial Extraction 

IJ_1 1.000 .456 

IJ_2 1.000 .473 

IJ_3 1.000 .465 

IJ_4 1.000 .490 

IJ_5 1.000 .599 

Extraction Method: Principal 

Component Analysis. 

 
 

Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 2.483 49.651 49.651 2.483 49.651 49.651 

2 .781 15.617 65.269    
3 .662 13.237 78.506    
4 .580 11.607 90.113    
5 .494 9.887 100.000    
Extraction Method: Principal Component Analysis. 

 
 

Component Matrixa 

 
Component 

1 

IJ_1 .675 

IJ_2 .688 

IJ_3 .682 

IJ_4 .700 

IJ_5 .774 

Extraction Method: 

Principal Component 

Analysis. 

a. 1 components 

extracted. 
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Appendix 6A: Factor analysis result for identified T1 

 
Communalities 

 Initial Extraction 

ID_1 1.000 .420 

ID_2 1.000 .624 

ID_3 1.000 .633 

ID_4 1.000 .609 

ID_5 1.000 .657 

Extraction Method: Principal 

Component Analysis. 

 
 

 
Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 2.944 58.876 58.876 2.944 58.876 58.876 

2 .747 14.931 73.808    
3 .490 9.800 83.608    
4 .426 8.519 92.126    
5 .394 7.874 100.000    
Extraction Method: Principal Component Analysis. 

 
 

Component Matrixa 

 
Component 

1 

ID_1 .648 

ID_2 .790 

ID_3 .796 

ID_4 .780 

ID_5 .811 

Extraction Method: 

Principal Component 

Analysis. 

a. 1 components 

extracted. 
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Appendix 6B: Factor analysis result for identified T2 

 
Communalities 

 Initial Extraction 

ID_1 1.000 .534 

ID_2 1.000 .559 

ID_3 1.000 .496 

ID_4 1.000 .666 

ID_5 1.000 .588 

Extraction Method: Principal 

Component Analysis. 

 
 

Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 2.842 56.834 56.834 2.842 56.834 56.834 

2 .741 14.827 71.661    
3 .573 11.468 83.130    
4 .484 9.682 92.812    
5 .359 7.188 100.000    
Extraction Method: Principal Component Analysis. 

 
 

Component Matrixa 

 
Component 

1 

ID_1 .731 

ID_2 .748 

ID_3 .704 

ID_4 .816 

ID_5 .767 

Extraction Method: 

Principal Component 

Analysis. 

a. 1 components 

extracted. 
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Appendix 7A: Factor analysis result for professional T1 

 
Communalities 

 Initial Extraction 

PRO_1 1.000 .571 

PRO_2 1.000 .703 

PRO_3 1.000 .593 

PRO_4 1.000 .403 

Extraction Method: Principal 

Component Analysis. 

 
 

 
Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 2.271 56.767 56.767 2.271 56.767 56.767 

2 .726 18.146 74.912    
3 .606 15.152 90.064    
4 .397 9.936 100.000    
Extraction Method: Principal Component Analysis. 

 
 

Component Matrixa 

 
Component 

1 

PRO_1 .756 

PRO_2 .838 

PRO_3 .770 

PRO_4 .635 

Extraction Method: 

Principal Component 

Analysis. 

a. 1 components 

extracted. 
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Appendix 7B: Factor analysis result for professional T2 

 
Communalities 

 Initial Extraction 

PRO_1 1.000 .706 

PRO_2 1.000 .491 

PRO_3 1.000 .569 

PRO_4 1.000 .627 

Extraction Method: Principal 

Component Analysis. 

 
 

Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 2.394 59.856 59.856 2.394 59.856 59.856 

2 .680 17.005 76.861    
3 .552 13.790 90.651    
4 .374 9.349 100.000    
Extraction Method: Principal Component Analysis. 

 
 

Component Matrixa 

 
Component 

1 

PRO_1 .840 

PRO_2 .701 

PRO_3 .755 

PRO_4 .792 

Extraction Method: 

Principal Component 

Analysis. 

a. 1 components 

extracted. 
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Appendix 8A: Factor analysis result for academic T1 

 
Communalities 

 Initial Extraction 

ACA_1 1.000 .645 

ACA_2 1.000 .795 

ACA_3 1.000 .736 

Extraction Method: Principal 

Component Analysis. 

 
 

 
Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 2.176 72.530 72.530 2.176 72.530 72.530 

2 .516 17.207 89.737    
3 .308 10.263 100.000    
Extraction Method: Principal Component Analysis. 

 
 

Component Matrixa 

 
Component 

1 

ACA_1 .803 

ACA_2 .891 

ACA_3 .858 

Extraction Method: 

Principal Component 

Analysis. 

a. 1 components 

extracted. 
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Appendix 8B: Factor analysis result for academic T2 

 
Communalities 

 Initial Extraction 

AC_1 1.000 .787 

AC_2 1.000 .642 

AC_3 1.000 .721 

Extraction Method: Principal 

Component Analysis. 

 
 

Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 2.150 71.667 71.667 2.150 71.667 71.667 

2 .525 17.495 89.162    
3 .325 10.838 100.000    
Extraction Method: Principal Component Analysis. 

 
 

Component Matrixa 

 
Component 

1 

AC_1 .887 

AC_2 .801 

AC_3 .849 

Extraction Method: 

Principal Component 

Analysis. 

a. 1 components 

extracted. 
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Appendix 9A: Factor analysis result for personal T1 

 
Communalities 

 Initial Extraction 

PER_1 1.000 .290 

PER_2 1.000 .606 

PER_3 1.000 .429 

PER_4 1.000 .516 

PER_5 1.000 .540 

Extraction Method: Principal 

Component Analysis. 

 
 

Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 2.381 47.620 47.620 2.381 47.620 47.620 

2 .913 18.264 65.884    
3 .666 13.328 79.212    
4 .550 11.009 90.222    
5 .489 9.778 100.000    
Extraction Method: Principal Component Analysis. 

 
 

Component Matrixa 

 
Component 

1 

PER_1 .538 

PER_2 .779 

PER_3 .655 

PER_4 .718 

PER_5 .735 

Extraction Method: 

Principal Component 

Analysis. 

a. 1 components 

extracted. 
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Appendix 9B: Factor analysis result for personal T2 

 
Communalities 

 Initial Extraction 

PER_1 1.000 .433 

PER_2 1.000 .523 

PER_3 1.000 .547 

PER_4 1.000 .499 

PER_5 1.000 .325 

Extraction Method: Principal 

Component Analysis. 
 

Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 2.327 46.541 46.541 2.327 46.541 46.541 

2 .881 17.612 64.153    
3 .675 13.502 77.655    
4 .634 12.681 90.337    
5 .483 9.663 100.000    
Extraction Method: Principal Component Analysis. 

 
 

Component Matrixa 

 
Component 

1 

PER_1 .658 

PER_2 .723 

PER_3 .739 

PER_4 .706 

PER_5 .570 

Extraction Method: 

Principal Component 

Analysis. 

a. 1 components 

extracted. 
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Appendix 10A: Factor analysis result for integrated T1 

 
Communalities 

 Initial Extraction 

IG_1 1.000 .651 

IG_2 1.000 .440 

IG_3 1.000 .451 

IG_4 1.000 .475 

IG_5 1.000 .407 

Extraction Method: Principal 

Component Analysis. 

 
 

 
Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 2.424 48.485 48.485 2.424 48.485 48.485 

2 .803 16.067 64.551    
3 .767 15.345 79.896    
4 .613 12.267 92.163    
5 .392 7.837 100.000    
Extraction Method: Principal Component Analysis. 

 
 

Component Matrixa 

 
Component 

1 

IG_1 .807 

IG_2 .663 

IG_3 .671 

IG_4 .689 

IG_5 .638 

Extraction Method: 

Principal Component 

Analysis. 

a. 1 components 

extracted. 
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Appendix 10B: Factor analysis result for integrated T2 

 
Communalities 

 Initial Extraction 

IG_1 1.000 .399 

IG_2 1.000 .374 

IG_3 1.000 .527 

IG_4 1.000 .487 

IG_5 1.000 .501 

Extraction Method: Principal 

Component Analysis. 

 
 

Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 2.288 45.756 45.756 2.288 45.756 45.756 

2 .859 17.180 62.936    
3 .716 14.318 77.253    
4 .587 11.743 88.996    
5 .550 11.004 100.000    
Extraction Method: Principal Component Analysis. 

 
 

Component Matrixa 

 
Component 

1 

IG_1 .632 

IG_2 .611 

IG_3 .726 

IG_4 .698 

IG_5 .708 

Extraction Method: 

Principal Component 

Analysis. 

a. 1 components 

extracted. 
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Appendix 11A: Factor analysis result for internal T1 

 
Communalities 

 Initial Extraction 

IT_1 1.000 .557 

IT_2 1.000 .388 

IT_3 1.000 .519 

IT_4 1.000 .545 

IT_5 1.000 .570 

IT_6 1.000 .337 

Extraction Method: Principal 

Component Analysis. 

 
 

Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 2.917 48.611 48.611 2.917 48.611 48.611 

2 .987 16.454 65.065    
3 .698 11.631 76.696    
4 .553 9.217 85.913    
5 .472 7.866 93.779    
6 .373 6.221 100.000    
Extraction Method: Principal Component Analysis. 

 
 

Component Matrixa 

 
Component 

1 

IT_1 .747 

IT_2 .623 

IT_3 .720 

IT_4 .738 

IT_5 .755 

IT_6 .581 

Extraction Method: 

Principal Component 

Analysis. 

a. 1 components 

extracted. 
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Appendix 11B: Factor analysis result for internal T2 

Communalities 

 Initial Extraction 

IT_1 1.000 .354 

IT_2 1.000 .463 

IT_3 1.000 .382 

IT_4 1.000 .551 

IT_5 1.000 .360 

IT_6 1.000 .559 

Extraction Method: Principal 

Component Analysis. 

 
 

Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 2.669 44.482 44.482 2.669 44.482 44.482 

2 .871 14.523 59.005    
3 .766 12.759 71.764    
4 .671 11.189 82.952    
5 .540 8.995 91.948    
6 .483 8.052 100.000    
Extraction Method: Principal Component Analysis. 

 
 

Component Matrixa 

 
Component 

1 

IT_1 .595 

IT_2 .680 

IT_3 .618 

IT_4 .742 

IT_5 .600 

IT_6 .748 

Extraction Method: 

Principal Component 

Analysis. 

a. 1 components 

extracted. 
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Appendix 12A: Factor analysis result for competency T1 

 
Communalities 

 Initial Extraction 

C_1 1.000 .665 

C_2 1.000 .672 

C_3 1.000 .745 

C_4 1.000 .260 

Extraction Method: Principal 

Component Analysis. 

 
 

 
Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 2.343 58.578 58.578 2.343 58.578 58.578 

2 .834 20.844 79.422    
3 .467 11.685 91.107    
4 .356 8.893 100.000    
Extraction Method: Principal Component Analysis. 

 
 

Component Matrixa 

 
Component 

1 

C_1 .816 

C_2 .820 

C_3 .863 

C_4 .510 

Extraction Method: 

Principal Component 

Analysis. 

a. 1 components 

extracted. 
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Appendix 12B: Factor analysis result for competency T2 

 
Communalities 

 Initial Extraction 

C_1 1.000 .601 

C_2 1.000 .682 

C_3 1.000 .526 

C_4 1.000 .405 

Extraction Method: Principal 

Component Analysis. 
 

Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 2.214 55.362 55.362 2.214 55.362 55.362 

2 .781 19.523 74.885    
3 .546 13.658 88.543    
4 .458 11.457 100.000    
Extraction Method: Principal Component Analysis. 

 
 
 

Component Matrixa 

 
Component 

1 

C_1 .775 

C_2 .826 

C_3 .726 

C_4 .637 

Extraction Method: 

Principal Component 

Analysis. 

a. 1 components 

extracted. 
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Appendix 13A: Factor analysis result for autonomy T1 

 
Communalities 

 Initial Extraction 

A_1 1.000 .663 

A_2 1.000 .688 

A_3 1.000 .643 

A_4 1.000 .519 

Extraction Method: Principal 

Component Analysis. 

 
 

Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 2.512 62.802 62.802 2.512 62.802 62.802 

2 .628 15.691 78.492    
3 .510 12.756 91.248    
4 .350 8.752 100.000    
Extraction Method: Principal Component Analysis. 

 
 

Component Matrixa 

 
Component 

1 

A_1 .814 

A_2 .829 

A_3 .802 

A_4 .720 

Extraction Method: 

Principal Component 

Analysis. 

a. 1 components 

extracted. 
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Appendix 13B: Factor analysis result for autonomyT2 

 
Communalities 

 Initial Extraction 

A_1 1.000 .681 

A_2 1.000 .670 

A_3 1.000 .739 

A_4 1.000 .616 

Extraction Method: Principal 

Component Analysis. 

 
 

Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 2.706 67.651 67.651 2.706 67.651 67.651 

2 .564 14.106 81.757    
3 .401 10.037 91.795    
4 .328 8.205 100.000    
Extraction Method: Principal Component Analysis. 

 
 

Component Matrixa 

 
Component 

1 

A_1 .825 

A_2 .819 

A_3 .860 

A_4 .785 

Extraction Method: 

Principal Component 

Analysis. 

a. 1 components 

extracted. 
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Appendix 14A: Factor analysis result for relatedness T1 

 
Communalities 

 Initial Extraction 

R_1 1.000 .253 

R_2 1.000 .453 

R_3 1.000 .524 

R_4 1.000 .572 

R_5 1.000 .635 

Extraction Method: Principal 

Component Analysis. 

 
Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 2.437 48.739 48.739 2.437 48.739 48.739 

2 .860 17.209 65.948    
3 .643 12.860 78.808    
4 .603 12.061 90.869    
5 .457 9.131 100.000    
Extraction Method: Principal Component Analysis. 

 
 

Component Matrixa 

 
Component 

1 

R_1 .503 

R_2 .673 

R_3 .724 

R_4 .756 

R_5 .797 

Extraction Method: 

Principal Component 

Analysis. 

a. 1 components 

extracted. 
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Appendix 14B: Factor analysis result for relatednessT2 

 
Communalities 

 Initial Extraction 

R_1 1.000 .309 

R_2 1.000 .487 

R_3 1.000 .558 

R_4 1.000 .584 

R_5 1.000 .529 

Extraction Method: Principal 

Component Analysis. 

 
 

Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 2.466 49.313 49.313 2.466 49.313 49.313 

2 .842 16.838 66.151    
3 .665 13.296 79.447    
4 .574 11.473 90.920    
5 .454 9.080 100.000    
Extraction Method: Principal Component Analysis. 

 
 

Component Matrixa 

 
Component 

1 

R_1 .555 

R_2 .698 

R_3 .747 

R_4 .764 

R_5 .727 

Extraction Method: 

Principal Component 

Analysis. 

a. 1 components 

extracted. 
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Appendix 15A: Factor analysis result for acculturation T1 

 
Communalities 

 Initial Extraction 

AA_1 1.000 .324 

AA_2 1.000 .392 

AA_3 1.000 .459 

AA_4 1.000 .475 

AA_5 1.000 .418 

AA_6 1.000 .605 

AA_7 1.000 .420 

AA_8 1.000 .377 

AA_9 1.000 .434 

AA_10 1.000 .419 

AA_11 1.000 .373 

Extraction Method: Principal 

Component Analysis. 
 

Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 4.696 42.690 42.690 4.696 42.690 42.690 

2 .978 8.889 51.579    
3 .931 8.465 60.044    
4 .867 7.881 67.925    
5 .764 6.942 74.866    
6 .613 5.576 80.443    
7 .530 4.819 85.262    
8 .512 4.656 89.919    
9 .424 3.852 93.770    
10 .376 3.414 97.184    
11 .310 2.816 100.000    
Extraction Method: Principal Component Analysis. 
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Component Matrixa 

 
Component 

1 

AA_1 .569 

AA_2 .626 

AA_3 .677 

AA_4 .689 

AA_5 .647 

AA_6 .778 

AA_7 .648 

AA_8 .614 

AA_9 .659 

AA_10 .647 

AA_11 .610 

Extraction Method: 

Principal Component 

Analysis. 

a. 1 components 

extracted. 
 

 

 

Appendix 15B: Factor analysis result for acculturation T2 

 
Communalities 

 Initial Extraction 

AA_1 1.000 .147 

AA_2 1.000 .396 

AA_3 1.000 .391 

AA_4 1.000 .559 

AA_5 1.000 .467 

AA_6 1.000 .516 

AA_7 1.000 .277 

AA_8 1.000 .377 

AA_9 1.000 .462 

AA_10 1.000 .440 

AA_11 1.000 .422 

Extraction Method: Principal 

Component Analysis. 
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Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 4.454 40.488 40.488 4.454 40.488 40.488 

2 .992 9.017 49.506    
3 .965 8.769 58.275    
4 .911 8.279 66.554    
5 .806 7.326 73.879    
6 .746 6.782 80.661    
7 .605 5.500 86.161    
8 .459 4.176 90.337    
9 .415 3.772 94.109    
10 .356 3.234 97.343    
11 .292 2.657 100.000    
Extraction Method: Principal Component Analysis. 

 
 

Component Matrixa 

 
Component 

1 

AA_1 .384 

AA_2 .629 

AA_3 .625 

AA_4 .748 

AA_5 .683 

AA_6 .719 

AA_7 .527 

AA_8 .614 

AA_9 .679 

AA_10 .663 

AA_11 .650 

Extraction Method: 

Principal Component 

Analysis. 

a. 1 components 

extracted. 
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Appendix 16A: Factor analysis result for acculturation social T1 

 
Communalities 

 Initial Extraction 

AS_1 1.000 .374 

AS_2 1.000 .480 

AS_3 1.000 .229 

AS_4 1.000 .425 

AS_5 1.000 .423 

AS_6 1.000 .363 

AS_7 1.000 .437 

AS_8 1.000 .431 

AS_9 1.000 .467 

Extraction Method: Principal 

Component Analysis. 

 
 

 
Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 3.629 40.324 40.324 3.629 40.324 40.324 

2 .991 11.011 51.335    
3 .866 9.627 60.963    
4 .791 8.786 69.749    
5 .661 7.348 77.097    
6 .612 6.802 83.900    
7 .574 6.377 90.277    
8 .464 5.152 95.429    
9 .411 4.571 100.000    
Extraction Method: Principal Component Analysis. 
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Component Matrixa 

 
Component 

1 

AS_1 .612 

AS_2 .693 

AS_3 .479 

AS_4 .652 

AS_5 .650 

AS_6 .603 

AS_7 .661 

AS_8 .657 

AS_9 .684 

Extraction Method: 

Principal Component 

Analysis. 

a. 1 components 

extracted. 

 
 

Appendix 16B: Factor analysis result for acculturation social T2 

 
Communalities 

 Initial Extraction 

AS_1 1.000 .462 

AS_2 1.000 .400 

AS_3 1.000 .460 

AS_4 1.000 .437 

AS_5 1.000 .429 

AS_6 1.000 .229 

AS_7 1.000 .370 

AS_8 1.000 .448 

AS_9 1.000 .485 

Extraction Method: Principal 

Component Analysis. 
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Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 3.720 41.338 41.338 3.720 41.338 41.338 

2 .966 10.739 52.076    
3 .855 9.495 61.571    
4 .777 8.638 70.209    
5 .636 7.062 77.270    
6 .625 6.949 84.219    
7 .560 6.225 90.444    
8 .433 4.811 95.255    
9 .427 4.745 100.000    
Extraction Method: Principal Component Analysis. 

 
 

Component Matrixa 

 
Component 

1 

AS_1 .680 

AS_2 .632 

AS_3 .678 

AS_4 .661 

AS_5 .655 

AS_6 .479 

AS_7 .608 

AS_8 .670 

AS_9 .696 

Extraction Method: 

Principal Component 

Analysis. 

a. 1 components 

extracted. 
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Appendix 17A: Factor analysis result for acculturation daily T1 

 
 

Communalities 

 Initial Extraction 

AD_1 1.000 .547 

AD_2 1.000 .402 

AD_3 1.000 .370 

AD_4 1.000 .463 

AD_5 1.000 .474 

AD_6 1.000 .375 

AD_7 1.000 .658 

AD_8 1.000 .507 

AD_9 1.000 .509 

AD_10 1.000 .610 

Extraction Method: Principal 

Component Analysis. 

 
 

Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 4.917 49.166 49.166 4.917 49.166 49.166 

2 .866 8.658 57.824    
3 .759 7.592 65.416    
4 .672 6.722 72.137    
5 .611 6.114 78.251    
6 .514 5.138 83.389    
7 .484 4.840 88.229    
8 .450 4.504 92.733    
9 .418 4.178 96.911    
10 .309 3.089 100.000    
Extraction Method: Principal Component Analysis. 
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Component Matrixa 

 
Component 

1 

AD_1 .740 

AD_2 .634 

AD_3 .608 

AD_4 .681 

AD_5 .689 

AD_6 .613 

AD_7 .811 

AD_8 .712 

AD_9 .713 

AD_10 .781 

Extraction Method: 

Principal Component 

Analysis. 

a. 1 components 

extracted. 

 
 

Appendix 17B: Factor analysis result for acculturation daily T2 

 
Communalities 

 Initial Extraction 

AD_1 1.000 .500 

AD_2 1.000 .454 

AD_3 1.000 .274 

AD_4 1.000 .417 

AD_5 1.000 .371 

AD_6 1.000 .143 

AD_7 1.000 .553 

AD_8 1.000 .441 

AD_9 1.000 .402 

AD_10 1.000 .564 

Extraction Method: Principal 

Component Analysis. 
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Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 4.119 41.185 41.185 4.119 41.185 41.185 

2 .965 9.653 50.839    
3 .939 9.387 60.225    
4 .906 9.060 69.286    
5 .752 7.516 76.802    
6 .668 6.680 83.482    
7 .520 5.204 88.685    
8 .457 4.568 93.254    
9 .381 3.810 97.064    
10 .294 2.936 100.000    
Extraction Method: Principal Component Analysis. 

 
 

Component Matrixa 

 
Component 

1 

AD_1 .707 

AD_2 .674 

AD_3 .524 

AD_4 .646 

AD_5 .609 

AD_6 .378 

AD_7 .744 

AD_8 .664 

AD_9 .634 

AD_10 .751 

Extraction Method: 

Principal Component 

Analysis. 

a. 1 components 

extracted. 
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Appendix 18A: Factor analysis result for perception language T1 

 
Communalities 

 Initial Extraction 

PL_1 1.000 .709 

PL_2 1.000 .635 

PL_3 1.000 .755 

PL_4 1.000 .729 

PL_5 1.000 .527 

Extraction Method: Principal 

Component Analysis. 

 
 

Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 3.355 67.095 67.095 3.355 67.095 67.095 

2 .629 12.574 79.669    
3 .424 8.479 88.148    
4 .317 6.347 94.494    
5 .275 5.506 100.000    
Extraction Method: Principal Component Analysis. 

 
 

Component Matrixa 

 
Component 

1 

PL_1 .842 

PL_2 .797 

PL_3 .869 

PL_4 .854 

PL_5 .726 

Extraction Method: 

Principal Component 

Analysis. 

a. 1 components 

extracted. 
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Appendix 18B: Factor analysis result for perception language T2 

 
Communalities 

 Initial Extraction 

PL_1 1.000 .582 

PL_2 1.000 .461 

PL_3 1.000 .713 

PL_4 1.000 .510 

PL_5 1.000 .239 

Extraction Method: Principal 

Component Analysis. 

 
 

Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 2.504 50.086 50.086 2.504 50.086 50.086 

2 .852 17.047 67.132    
3 .648 12.968 80.100    
4 .612 12.234 92.334    
5 .383 7.666 100.000    
Extraction Method: Principal Component Analysis. 

 
 

Component Matrixa 

 
Component 

1 

PL_1 .763 

PL_2 .679 

PL_3 .845 

PL_4 .714 

PL_5 .489 

Extraction Method: 

Principal Component 

Analysis. 

a. 1 components 

extracted. 
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Appendix 19A: Factor analysis result for perception English T1 

 
Communalities 

 Initial Extraction 

PE_1 1.000 .341 

PE_2 1.000 .678 

PE_3 1.000 .432 

PE_4 1.000 .483 

PE_5 1.000 .468 

Extraction Method: Principal 

Component Analysis. 

 
 

Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 2.401 48.020 48.020 2.401 48.020 48.020 

2 .924 18.473 66.493    
3 .729 14.588 81.081    
4 .555 11.103 92.184    
5 .391 7.816 100.000    
Extraction Method: Principal Component Analysis. 

 
 

Component Matrixa 

 
Component 

1 

PE_1 .584 

PE_2 .823 

PE_3 .657 

PE_4 .695 

PE_5 .684 

Extraction Method: 

Principal Component 

Analysis. 

a. 1 components 

extracted. 
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Appendix 19B: Factor analysis result for perception English T2 

 
Communalities 

 Initial Extraction 

PE_1 1.000 .456 

PE_2 1.000 .373 

PE_3 1.000 .447 

PE_4 1.000 .431 

PE_5 1.000 .634 

Extraction Method: Principal 

Component Analysis. 

 
 

Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 2.340 46.808 46.808 2.340 46.808 46.808 

2 .914 18.276 65.084    
3 .761 15.228 80.312    
4 .541 10.825 91.137    
5 .443 8.863 100.000    
Extraction Method: Principal Component Analysis. 

 
 

Component Matrixa 

 
Component 

1 

PE_1 .675 

PE_2 .611 

PE_3 .669 

PE_4 .656 

PE_5 .796 

Extraction Method: 

Principal Component 

Analysis. 

a. 1 components 

extracted. 
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Appendix 20A: Factor analysis result for assimilation T1 

 

 
Communalities 

 Initial Extraction 

ASSIM_1 1.000 .608 

ASSIM_2 1.000 .700 

ASSIM_3 1.000 .688 

ASSIM_4 1.000 .539 

Extraction Method: Principal 

Component Analysis. 

 
 

Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 2.534 63.362 63.362 2.534 63.362 63.362 

2 .620 15.495 78.858    
3 .441 11.015 89.872    
4 .405 10.128 100.000    
Extraction Method: Principal Component Analysis. 

 
 

Component Matrixa 

 
Component 

1 

ASSIM_1 .780 

ASSIM_2 .836 

ASSIM_3 .829 

ASSIM_4 .734 

Extraction Method: 

Principal Component 

Analysis. 

a. 1 components extracted. 
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Appendix 20B: Factor analysis result for assimilation T2 

 
Communalities 

 Initial Extraction 

ASSIM_1 1.000 .433 

ASSIM_2 1.000 .486 

ASSIM_3 1.000 .691 

ASSIM_4 1.000 .664 

Extraction Method: Principal 

Component Analysis. 

 
 

Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 2.274 56.840 56.840 2.274 56.840 56.840 

2 .755 18.870 75.709    
3 .635 15.875 91.584    
4 .337 8.416 100.000    
Extraction Method: Principal Component Analysis. 

 
 

Component Matrixa 

 
Component 

1 

ASSIM_1 .658 

ASSIM_2 .697 

ASSIM_3 .831 

ASSIM_4 .815 

Extraction Method: 

Principal Component 

Analysis. 

a. 1 components extracted. 
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Appendix 21A: Factor analysis result for integration T1 

 
Communalities 

 Initial Extraction 

INTEGR_1 1.000 .741 

INTEGR_2 1.000 .822 

INTEGR_3 1.000 .788 

Extraction Method: Principal 

Component Analysis. 

 
 

Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 2.351 78.376 78.376 2.351 78.376 78.376 

2 .385 12.842 91.218    
3 .263 8.782 100.000    
Extraction Method: Principal Component Analysis. 

 
 

Component Matrixa 

 
Component 

1 

INTEGR_1 .861 

INTEGR_2 .907 

INTEGR_3 .888 

Extraction Method: Principal 

Component Analysis. 

a. 1 components extracted. 
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Appendix 21B: Factor analysis result for integration T2 

 
Communalities 

 Initial Extraction 

INTEGR_1 1.000 .818 

INTEGR_2 1.000 .797 

INTEGR_3 1.000 .777 

Extraction Method: Principal 

Component Analysis. 

 
 

Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 2.392 79.728 79.728 2.392 79.728 79.728 

2 .336 11.185 90.913    
3 .273 9.087 100.000    
Extraction Method: Principal Component Analysis. 

 
 

Component Matrixa 

 
Component 

1 

INTEGR_1 .905 

INTEGR_2 .893 

INTEGR_3 .881 

Extraction Method: Principal 

Component Analysis. 

a. 1 components extracted. 

 
 

 

 

 

 

 

 

 



320 
 

Appendix 22A: Factor analysis result for separation T1 

 
Communalities 

 Initial Extraction 

SEP_1 1.000 .757 

SEP_2 1.000 .890 

SEP_3 1.000 .817 

Extraction Method: Principal 

Component Analysis. 

 
 

Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 2.464 82.149 82.149 2.464 82.149 82.149 

2 .372 12.392 94.541    
3 .164 5.459 100.000    
Extraction Method: Principal Component Analysis. 

 
 

Component Matrixa 

 
Component 

1 

SEP_1 .870 

SEP_2 .943 

SEP_3 .904 

Extraction Method: 

Principal Component 

Analysis. 

a. 1 components 

extracted. 
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Appendix 22B: Factor analysis result for separation T2 

 
Communalities 

 Initial Extraction 

SEP_1 1.000 .825 

SEP_2 1.000 .900 

SEP_3 1.000 .839 

Extraction Method: Principal 

Component Analysis. 

 
 

Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 2.563 85.445 85.445 2.563 85.445 85.445 

2 .283 9.430 94.875    
3 .154 5.125 100.000    
Extraction Method: Principal Component Analysis. 

 
 

Component Matrixa 

 
Component 

1 

SEP_1 .908 

SEP_2 .949 

SEP_3 .916 

Extraction Method: 

Principal Component 

Analysis. 

a. 1 components 

extracted. 
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Appendix 23A: Factor analysis result for marginalisation T1 

 
Communalities 

 Initial Extraction 

MAR_1 1.000 .794 

MAR_2 1.000 .799 

MAR_3 1.000 .602 

Extraction Method: Principal 

Component Analysis. 

 
 

Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 2.195 73.166 73.166 2.195 73.166 73.166 

2 .548 18.276 91.442    
3 .257 8.558 100.000    
Extraction Method: Principal Component Analysis. 

 
 

Component Matrixa 

 
Component 

1 

MAR_1 .891 

MAR_2 .894 

MAR_3 .776 

Extraction Method: 

Principal Component 

Analysis. 

a. 1 components 

extracted. 
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Appendix 23B: Factor analysis result for marginalisation T2 

 
Communalities 

 Initial Extraction 

MAR_1 1.000 .736 

MAR_2 1.000 .560 

MAR_3 1.000 .776 

Extraction Method: Principal 

Component Analysis. 

 
 

Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 2.072 69.083 69.083 2.072 69.083 69.083 

2 .607 20.222 89.306    
3 .321 10.694 100.000    
Extraction Method: Principal Component Analysis. 

 
 

Component Matrixa 

 
Component 

1 

MAR_1 .858 

MAR_2 .749 

MAR_3 .881 

Extraction Method: 

Principal Component 

Analysis. 

a. 1 components 

extracted. 
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Appendix 24A: Internal consistency test result for amotivation (T1) 

 
 

Case Processing Summary 

 N % 

Cases Valid 138 100.0 

Excludeda 0 .0 

Total 138 100.0 

a. Listwise deletion based on all variables in the 

procedure. 

 
 

Reliability Statistics 

Cronbach's 

Alpha N of Items 

.851 5 

 
 
Appendix 24B: Internal consistency test result for amotivation (T2) 

 
Case Processing Summary 

 N % 

Cases Valid 138 100.0 

Excludeda 0 .0 

Total 138 100.0 

a. Listwise deletion based on all variables in the 

procedure. 

 
 

Reliability Statistics 

Cronbach's 

Alpha N of Items 

.847 5 
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Appendix 25A: Internal consistency test result for external (T1) 

 
 

Case Processing Summary 

 N % 

Cases Valid 138 100.0 

Excludeda 0 .0 

Total 138 100.0 

a. Listwise deletion based on all variables in the 

procedure. 

 
 

Reliability Statistics 

Cronbach's 

Alpha N of Items 

.719 3 

 
 

Appendix 25B: Internal consistency test result for external (T2) 

 

 
Case Processing Summary 

 N % 

Cases Valid 138 100.0 

Excludeda 0 .0 

Total 138 100.0 

a. Listwise deletion based on all variables in the 

procedure. 

 
 

Reliability Statistics 

Cronbach's 

Alpha N of Items 

.728 3 
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Appendix 26A: Internal consistency test result for introjected (T1) 

 
Case Processing Summary 

 N % 

Cases Valid 138 100.0 

Excludeda 0 .0 

Total 138 100.0 

a. Listwise deletion based on all variables in the 

procedure. 

 
 

Reliability Statistics 

Cronbach's 

Alpha N of Items 

.746 5 

 
 

Appendix 26B: Internal consistency test result for intrpjected (T2) 

 
Case Processing Summary 

 N % 

Cases Valid 138 100.0 

Excludeda 0 .0 

Total 138 100.0 

a. Listwise deletion based on all variables in the 

procedure. 

 
 

Reliability Statistics 

Cronbach's 

Alpha N of Items 

.745 5 
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Appendix 27A: Internal consistency test result for identified (T1) 

 
Case Processing Summary 

 N % 

Cases Valid 138 100.0 

Excludeda 0 .0 

Total 138 100.0 

a. Listwise deletion based on all variables in the 

procedure. 

 
 

Reliability Statistics 

Cronbach's 

Alpha N of Items 

.819 5 

 
 

Appendix 27B: Internal consistency test result for identified (T2) 

 
Case Processing Summary 

 N % 

Cases Valid 138 100.0 

Excludeda 0 .0 

Total 138 100.0 

a. Listwise deletion based on all variables in the 

procedure. 

 
 

Reliability Statistics 

Cronbach's 

Alpha N of Items 

.806 5 
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Appendix 28A: Internal consistency test result for professional (T1) 

 
Case Processing Summary 

 N % 

Cases Valid 138 100.0 

Excludeda 0 .0 

Total 138 100.0 

a. Listwise deletion based on all variables in the 

procedure. 

 
 

Reliability Statistics 

Cronbach's 

Alpha N of Items 

.741 4 

 
 

 

Appendix 28B: Internal consistency test result for professional (T2) 

 

 
Case Processing Summary 

 N % 

Cases Valid 138 100.0 

Excludeda 0 .0 

Total 138 100.0 

a. Listwise deletion based on all variables in the 

procedure. 

 
 

Reliability Statistics 

Cronbach's 

Alpha N of Items 

.775 4 
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Appendix 29A: Internal consistency test result for academic (T1) 

 
Case Processing Summary 

 N % 

Cases Valid 138 100.0 

Excludeda 0 .0 

Total 138 100.0 

a. Listwise deletion based on all variables in the 

procedure. 

 
 

Reliability Statistics 

Cronbach's 

Alpha N of Items 

.810 3 

 
 

Appendix 29B: Internal consistency test result for academic (T2) 

 
Case Processing Summary 

 N % 

Cases Valid 138 100.0 

Excludeda 0 .0 

Total 138 100.0 

a. Listwise deletion based on all variables in the 

procedure. 

 
 

Reliability Statistics 

Cronbach's 

Alpha N of Items 

.801 3 
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Appendix 30A: Internal consistency test result for personal (T1) 

 
Case Processing Summary 

 N % 

Cases Valid 138 100.0 

Excludeda 0 .0 

Total 138 100.0 

a. Listwise deletion based on all variables in the 

procedure. 

 
 

Reliability Statistics 

Cronbach's 

Alpha N of Items 

.722 5 

 
 

Appendix 30B: Internal consistency test result for personal (T2) 

 
Case Processing Summary 

 N % 

Cases Valid 138 100.0 

Excludeda 0 .0 

Total 138 100.0 

a. Listwise deletion based on all variables in the 

procedure. 

 
 

Reliability Statistics 

Cronbach's 

Alpha N of Items 

.710 5 
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Appendix 31A: Internal consistency test result for integrated   (T1) 

 
Case Processing Summary 

 N % 

Cases Valid 138 100.0 

Excludeda 0 .0 

Total 138 100.0 

a. Listwise deletion based on all variables in the 

procedure. 

 
 

Reliability Statistics 

Cronbach's 

Alpha N of Items 

.731 5 

 
 

Appendix 31B: Internal consistency test result for integrated (T2) 

 
Case Processing Summary 

 N % 

Cases Valid 138 100.0 

Excludeda 0 .0 

Total 138 100.0 

a. Listwise deletion based on all variables in the 

procedure. 

 
 

Reliability Statistics 

Cronbach's 

Alpha N of Items 

.701 5 
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Appendix 32A: Internal consistency test result for internal (T1) 

 
Case Processing Summary 

 N % 

Cases Valid 138 100.0 

Excludeda 0 .0 

Total 138 100.0 

a. Listwise deletion based on all variables in the 

procedure. 

 
 

Reliability Statistics 

Cronbach's 

Alpha N of Items 

.788 6 

 
 

Appendix 32B: Internal consistency test result for internal (T2) 

 
Case Processing Summary 

 N % 

Cases Valid 138 100.0 

Excludeda 0 .0 

Total 138 100.0 

a. Listwise deletion based on all variables in the 

procedure. 

 
 

Reliability Statistics 

Cronbach's 

Alpha N of Items 

.749 6 
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Appendix 33A: Internal consistency test result for competency (T1) 

 
Case Processing Summary 

 N % 

Cases Valid 138 100.0 

Excludeda 0 .0 

Total 138 100.0 

a. Listwise deletion based on all variables in the 

procedure. 

 
 

Reliability Statistics 

Cronbach's 

Alpha N of Items 

.747 4 

 
 

Appendix 33B: Internal consistency test result for competency (T2) 

 
Case Processing Summary 

 N % 

Cases Valid 138 100.0 

Excludeda 0 .0 

Total 138 100.0 

a. Listwise deletion based on all variables in the 

procedure. 

 
 

Reliability Statistics 

Cronbach's 

Alpha N of Items 

.718 4 
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Appendix 34A: Internal consistency test result for autonomy (T1) 

 
Case Processing Summary 

 N % 

Cases Valid 138 100.0 

Excludeda 0 .0 

Total 138 100.0 

a. Listwise deletion based on all variables in the 

procedure. 

 
 

Reliability Statistics 

Cronbach's 

Alpha N of Items 

.802 4 

 
 

 

Appendix 34B: Internal consistency test result for autonomy (T2) 

 
Case Processing Summary 

 N % 

Cases Valid 138 100.0 

Excludeda 0 .0 

Total 138 100.0 

a. Listwise deletion based on all variables in the 

procedure. 

 
 

Reliability Statistics 

Cronbach's 

Alpha N of Items 

.839 4 
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Appendix 35A: Internal consistency test result for relatedness (T1) 

 
Case Processing Summary 

 N % 

Cases Valid 138 100.0 

Excludeda 0 .0 

Total 138 100.0 

a. Listwise deletion based on all variables in the 

procedure. 

 
 

Reliability Statistics 

Cronbach's 

Alpha N of Items 

.735 5 

 
 

 

Appendix 35B: Internal consistency test result for relatedness (T2) 

 
Case Processing Summary 

 N % 

Cases Valid 138 100.0 

Excludeda 0 .0 

Total 138 100.0 

a. Listwise deletion based on all variables in the 

procedure. 

 
 

Reliability Statistics 

Cronbach's 

Alpha N of Items 

.738 5 
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Appendix 36A: Internal consistency test result for acculturation (T1) 

 
Case Processing Summary 

 N % 

Cases Valid 138 100.0 

Excludeda 0 .0 

Total 138 100.0 

a. Listwise deletion based on all variables in the 

procedure. 

 
 

Reliability Statistics 

Cronbach's 

Alpha N of Items 

.864 11 

 
 

Appendix 36B: Internal consistency test result for acculturation (T2) 

 
Case Processing Summary 

 N % 

Cases Valid 138 100.0 

Excludeda 0 .0 

Total 138 100.0 

a. Listwise deletion based on all variables in the 

procedure. 

 
 

Reliability Statistics 

Cronbach's 

Alpha N of Items 

.846 11 
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Appendix 37A: Internal consistency test result for acculturation social   (T1) 

 
Case Processing Summary 

 N % 

Cases Valid 138 100.0 

Excludeda 0 .0 

Total 138 100.0 

a. Listwise deletion based on all variables in the 

procedure. 

 
 

Reliability Statistics 

Cronbach's 

Alpha N of Items 

.813 9 

 
 

Appendix 37B: Internal consistency test result for acculturation social (T2) 

 
Case Processing Summary 

 N % 

Cases Valid 138 100.0 

Excludeda 0 .0 

Total 138 100.0 

a. Listwise deletion based on all variables in the 

procedure. 

 
 

 
Reliability Statistics 

Cronbach's 

Alpha N of Items 

.821 9 
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Appendix 38A: Internal consistency test result for acculturation daily life (T1) 

 
Case Processing Summary 

 N % 

Cases Valid 138 100.0 

Excludeda 0 .0 

Total 138 100.0 

a. Listwise deletion based on all variables in the 

procedure. 

 
 

Reliability Statistics 

Cronbach's 

Alpha N of Items 

.882 10 

 
 

 

Appendix 38B: Internal consistency test result for acculturation daily life (T2) 

 
Case Processing Summary 

 N % 

Cases Valid 138 100.0 

Excludeda 0 .0 

Total 138 100.0 

a. Listwise deletion based on all variables in the 

procedure. 

 
 

Reliability Statistics 

Cronbach's 

Alpha N of Items 

.832 10 
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Appendix 39A: Internal consistency test result for perception language (T1) 

 
Case Processing Summary 

 N % 

Cases Valid 138 100.0 

Excludeda 0 .0 

Total 138 100.0 

a. Listwise deletion based on all variables in the 

procedure. 

 
 

Reliability Statistics 

Cronbach's 

Alpha N of Items 

.874 5 

 
 

Appendix 39B: Internal consistency test result for perception language (T2) 

 
Case Processing Summary 

 N % 

Cases Valid 138 100.0 

Excludeda 0 .0 

Total 138 100.0 

a. Listwise deletion based on all variables in the 

procedure. 

 
 

Reliability Statistics 

Cronbach's 

Alpha N of Items 

.744 5 
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Appendix 40A: Internal consistency test result for perception English (T1) 

 
Case Processing Summary 

 N % 

Cases Valid 138 100.0 

Excludeda 0 .0 

Total 138 100.0 

a. Listwise deletion based on all variables in the 

procedure. 

 
 

Reliability Statistics 

Cronbach's 

Alpha N of Items 

.716 5 

 
 

 

Appendix 40B: Internal consistency test result for English (T2) 

 
Case Processing Summary 

 N % 

Cases Valid 138 100.0 

Excludeda 0 .0 

Total 138 100.0 

a. Listwise deletion based on all variables in the 

procedure. 

 
 

Reliability Statistics 

Cronbach's 

Alpha N of Items 

.705 5 
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Appendix 41A: Internal consistency test result for assimilation (T1) 

 
Case Processing Summary 

 N % 

Cases Valid 138 100.0 

Excludeda 0 .0 

Total 138 100.0 

a. Listwise deletion based on all variables in the 

procedure. 

 
 

Reliability Statistics 

Cronbach's 

Alpha N of Items 

.807 4 

 
 

Appendix 41B: Internal consistency test result for assimilation (T2) 

 

 
Case Processing Summary 

 N % 

Cases Valid 138 100.0 

Excludeda 0 .0 

Total 138 100.0 

a. Listwise deletion based on all variables in the 

procedure. 

 
 

Reliability Statistics 

Cronbach's 

Alpha N of Items 

.742 4 
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Appendix 42A: Internal consistency test result for integration (T1) 

 
Case Processing Summary 

 N % 

Cases Valid 138 100.0 

Excludeda 0 .0 

Total 138 100.0 

a. Listwise deletion based on all variables in the 

procedure. 

 
 

Reliability Statistics 

Cronbach's 

Alpha N of Items 

.861 3 

 
 

 

Appendix 42B: Internal consistency test result for integration (T2) 

 
Case Processing Summary 

 N % 

Cases Valid 138 100.0 

Excludeda 0 .0 

Total 138 100.0 

a. Listwise deletion based on all variables in the 

procedure. 
 
 

Reliability Statistics 

Cronbach's 

Alpha N of Items 

.871 3 

 
 

 

 

 



343 
 

Appendix 43A: Internal consistency test result for separation (T1) 

 
Case Processing Summary 

 N % 

Cases Valid 138 100.0 

Excludeda 0 .0 

Total 138 100.0 

a. Listwise deletion based on all variables in the 

procedure. 

 
 

 

 
Reliability Statistics 

Cronbach's 

Alpha N of Items 

.890 3 

 
Appendix 43B: Internal consistency test result for separation (T2) 

 
Case Processing Summary 

 N % 

Cases Valid 138 100.0 

Excludeda 0 .0 

Total 138 100.0 

a. Listwise deletion based on all variables in the 

procedure. 

 
 

Reliability Statistics 

Cronbach's 

Alpha N of Items 

.915 3 
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Appendix 44A: Internal consistency test result for marginalisation (T1) 

 
Case Processing Summary 

 N % 

Cases Valid 138 100.0 

Excludeda 0 .0 

Total 138 100.0 

a. Listwise deletion based on all variables in the 

procedure. 

 
 

Reliability Statistics 

Cronbach's 

Alpha N of Items 

.807 3 

 
 

Appendix 44B: Internal consistency test result for marginalisation (T2) 

 

 
Case Processing Summary 

 N % 

Cases Valid 138 100.0 

Excludeda 0 .0 

Total 138 100.0 

a. Listwise deletion based on all variables in the 

procedure. 

 
 

Reliability Statistics 

Cronbach's 

Alpha N of Items 

.772 3 
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Appendix 45: Mlticoliniarity diagnostic result for amotivation (T1) 

 
Variables Entered/Removeda 

Model 

Variables 

Entered 

Variables 

Removed Method 

1 AM_5, AM_4, 

AM_3, AM_2b 
. Enter 

a. Dependent Variable: AM_1 

b. All requested variables entered. 

 
 

Coefficientsa 

Model 

Collinearity Statistics 

Tolerance VIF 

1 AM_2 .539 1.855 

AM_3 .567 1.763 

AM_4 .569 1.759 

AM_5 .605 1.654 

a. Dependent Variable: AM_1 

 
 

Collinearity Diagnosticsa 

Model Dimension Eigenvalue Condition Index 

Variance Proportions 

(Constant) AM_2 AM_3 AM_4 AM_5 

1 1 4.954 1.000 .00 .00 .00 .00 .00 

2 .013 19.306 .02 .00 .00 .35 .76 

3 .013 19.549 .94 .08 .01 .16 .02 

4 .011 21.550 .03 .40 .79 .01 .00 

5 .009 22.881 .01 .52 .20 .49 .22 

a. Dependent Variable: AM_1 
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Appendix 46: Mlticoliniarity diagnostic result for external (T1) 

 
Variables Entered/Removeda 

Model 

Variables 

Entered 

Variables 

Removed Method 

1 E_3, E_2b . Enter 

a. Dependent Variable: E_1 

b. All requested variables entered. 

 
 

Coefficientsa 

Model 

Collinearity Statistics 

Tolerance VIF 

1 E_2 .830 1.205 

E_3 .830 1.205 

a. Dependent Variable: E_1 

 
 

Collinearity Diagnosticsa 

Model Dimension Eigenvalue Condition Index 

Variance Proportions 

(Constant) E_2 E_3 

1 1 2.976 1.000 .00 .00 .00 

2 .014 14.409 .14 .25 .99 

3 .010 17.183 .86 .75 .01 

a. Dependent Variable: E_1 

 
 

Appendix 47: Mlticoliniarity diagnostic result for  introjected (T1) 

 
Variables Entered/Removeda 

Model 

Variables 

Entered 

Variables 

Removed Method 

1 IJ_5, IJ_3, IJ_2, 

IJ_4b 
. Enter 

a. Dependent Variable: IJ_1 

b. All requested variables entered. 
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Coefficientsa 

Model 

Collinearity Statistics 

Tolerance VIF 

1 IJ_2 .774 1.292 

IJ_3 .786 1.272 

IJ_4 .749 1.336 

IJ_5 .674 1.483 

a. Dependent Variable: IJ_1 
 

Collinearity Diagnosticsa 

Model Dimension Eigenvalue Condition Index 

Variance Proportions 

(Constant) IJ_2 IJ_3 IJ_4 IJ_5 

1 1 4.941 1.000 .00 .00 .00 .00 .00 

2 .019 15.973 .00 .42 .10 .40 .08 

3 .016 17.648 .03 .48 .64 .01 .05 

4 .013 19.483 .07 .04 .01 .35 .86 

5 .010 21.848 .90 .06 .24 .24 .01 

a. Dependent Variable: IJ_1 
 

 

Appendix 48: Mlticoliniarity diagnostic result for identified (T1) 

 
Variables Entered/Removeda 

Model 

Variables 

Entered 

Variables 

Removed Method 

1 ID_5, ID_3, 

ID_2, ID_4b 
. Enter 

a. Dependent Variable: ID_1 

b. All requested variables entered. 

 
 

Coefficientsa 

Model 

Collinearity Statistics 

Tolerance VIF 

1 ID_2 .586 1.707 

ID_3 .623 1.606 

ID_4 .567 1.765 

ID_5 .526 1.900 

a. Dependent Variable: ID_1 
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Collinearity Diagnosticsa 

Model Dimension Eigenvalue Condition Index 

Variance Proportions 

(Constant) ID_2 ID_3 ID_4 ID_5 

1 1 4.918 1.000 .00 .00 .00 .00 .00 

2 .027 13.456 .47 .00 .03 .11 .36 

3 .021 15.372 .00 .01 .13 .75 .36 

4 .018 16.422 .02 .53 .53 .12 .04 

5 .016 17.770 .51 .45 .31 .02 .25 

a. Dependent Variable: ID_1 
 

Appendix 49: Mlticoliniarity diagnostic result for professional (T1) 

 
Variables Entered/Removeda 

Model 

Variables 

Entered 

Variables 

Removed Method 

1 PRO_4, 

PRO_3, 

PRO_2b 

. Enter 

a. Dependent Variable: PRO_1 

b. All requested variables entered. 

 
 

Coefficientsa 

Model 

Collinearity Statistics 

Tolerance VIF 

1 PRO_2 .654 1.530 

PRO_3 .668 1.497 

PRO_4 .844 1.185 

a. Dependent Variable: PRO_1 
 

Collinearity Diagnosticsa 

Model Dimension Eigenvalue Condition Index 

Variance Proportions 

(Constant) PRO_2 PRO_3 PRO_4 

1 1 3.902 1.000 .00 .00 .00 .00 

2 .046 9.232 .00 .13 .12 .87 

3 .029 11.622 .78 .45 .00 .10 

4 .024 12.844 .22 .41 .88 .03 

a. Dependent Variable: PRO_1 
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Appendix 50: Mlticoliniarity diagnostic result for academic (T1) 

 
Variables Entered/Removeda 

Model 

Variables 

Entered 

Variables 

Removed Method 

1 ACA_3, ACA_2b . Enter 

a. Dependent Variable: ACA_1 

b. All requested variables entered. 

 
 

Coefficientsa 

Model 

Collinearity Statistics 

Tolerance VIF 

1 ACA_2 .536 1.864 

ACA_3 .536 1.864 

a. Dependent Variable: ACA_1 

 
 

Collinearity Diagnosticsa 

Model Dimension Eigenvalue Condition Index 

Variance Proportions 

(Constant) ACA_2 ACA_3 

1 1 2.894 1.000 .01 .01 .01 

2 .069 6.493 .98 .12 .19 

3 .038 8.776 .01 .87 .80 

a. Dependent Variable: ACA_1 

 
 

 

 

Appendix 51: Mlticoliniarity diagnostic result for personal (T1) 

 
Variables Entered/Removeda 

Model 

Variables 

Entered 

Variables 

Removed Method 

1 PER_5, PER_4, 

PER_3, PER_2b 
. Enter 

a. Dependent Variable: PER_1 

b. All requested variables entered. 
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Coefficientsa 

Model 

Collinearity Statistics 

Tolerance VIF 

1 PER_2 .673 1.485 

PER_3 .756 1.322 

PER_4 .732 1.365 

PER_5 .726 1.378 

a. Dependent Variable: PER_1 
 

Collinearity Diagnosticsa 

Model Dimension Eigenvalue Condition Index 

Variance Proportions 

(Constant) PER_2 PER_3 PER_4 PER_5 

1 1 4.790 1.000 .00 .00 .00 .00 .00 

2 .067 8.455 .00 .09 .26 .24 .42 

3 .056 9.212 .00 .08 .60 .51 .04 

4 .045 10.348 .00 .79 .03 .17 .41 

5 .042 10.637 .99 .04 .11 .07 .12 

a. Dependent Variable: PER_1 
 

 

Appendix 52: Mlticoliniarity diagnostic result for integrated (T1) 

 
Variables Entered/Removeda 

Model 

Variables 

Entered 

Variables 

Removed Method 

1 IG_5, IG_2, 

IG_4, IG_3b 
. Enter 

a. Dependent Variable: IG_1 

b. All requested variables entered. 
 
 

Coefficientsa 

Model 

Collinearity Statistics 

Tolerance VIF 

1 IG_2 .835 1.198 

IG_3 .762 1.312 

IG_4 .859 1.165 

IG_5 .828 1.208 

a. Dependent Variable: IG_1 
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Collinearity Diagnosticsa 

Model Dimension Eigenvalue Condition Index 

Variance Proportions 

(Constant) IG_2 IG_3 IG_4 IG_5 

1 1 4.928 1.000 .00 .00 .00 .00 .00 

2 .023 14.741 .00 .52 .05 .47 .06 

3 .021 15.243 .00 .19 .10 .39 .46 

4 .017 16.933 .02 .15 .84 .02 .28 

5 .011 21.146 .98 .14 .02 .12 .20 

a. Dependent Variable: IG_1 

 
 

Appendix 53: Mlticoliniarity diagnostic result for internal (T1) 

 
Variables Entered/Removeda 

Model 

Variables 

Entered 

Variables 

Removed Method 

1 IT_6, IT_2, 

IT_3, IT_4, 

IT_5b 

. Enter 

a. Dependent Variable: IT_1 

b. All requested variables entered. 

 
 

Coefficientsa 

Model 

Collinearity Statistics 

Tolerance VIF 

1 IT_2 .806 1.240 

IT_3 .698 1.434 

IT_4 .662 1.511 

IT_5 .547 1.830 

IT_6 .681 1.468 

a. Dependent Variable: IT_1 
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Collinearity Diagnosticsa 

Model Dimension Eigenvalue Condition Index 

Variance Proportions 

(Constant) IT_2 IT_3 IT_4 IT_5 IT_6 

1 1 5.815 1.000 .00 .00 .00 .00 .00 .00 

2 .055 10.268 .00 .32 .02 .06 .23 .14 

3 .045 11.307 .04 .31 .36 .13 .02 .09 

4 .035 12.905 .22 .13 .23 .16 .32 .04 

5 .032 13.455 .04 .20 .26 .64 .14 .04 

6 .017 18.551 .69 .04 .12 .01 .30 .70 

a. Dependent Variable: IT_1 

 
 

Appendix 54: Mlticoliniarity diagnostic result for competency (T1) 

 
Variables Entered/Removeda 

Model 

Variables 

Entered 

Variables 

Removed Method 

1 C_4, C_2, C_3b . Enter 

a. Dependent Variable: C_1 

b. All requested variables entered. 

 
 

Coefficientsa 

Model 

Collinearity Statistics 

Tolerance VIF 

1 C_2 .614 1.628 

C_3 .601 1.663 

C_4 .898 1.113 

a. Dependent Variable: C_1 

 
 

Collinearity Diagnosticsa 

Model Dimension Eigenvalue Condition Index 

Variance Proportions 

(Constant) C_2 C_3 C_4 

1 1 3.961 1.000 .00 .00 .00 .00 

2 .020 14.141 .01 .17 .10 .67 

3 .010 19.619 .99 .09 .06 .33 

4 .009 21.441 .00 .74 .84 .00 

a. Dependent Variable: C_1 
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Appendix 55: Mlticoliniarity diagnostic result for autonomy (T1) 

 
Variables Entered/Removeda 

Model 

Variables 

Entered 

Variables 

Removed Method 

1 A_4, A_2, A_3b . Enter 

a. Dependent Variable: A_1 

b. All requested variables entered. 

 
 

Coefficientsa 

Model 

Collinearity Statistics 

Tolerance VIF 

1 A_2 .648 1.542 

A_3 .603 1.658 

A_4 .749 1.335 

a. Dependent Variable: A_1 

 
 

Collinearity Diagnosticsa 

Model Dimension Eigenvalue Condition Index 

Variance Proportions 

(Constant) A_2 A_3 A_4 

1 1 3.965 1.000 .00 .00 .00 .00 

2 .014 16.637 .06 .36 .12 .58 

3 .011 18.642 .85 .00 .21 .28 

4 .010 20.279 .09 .63 .67 .14 

a. Dependent Variable: A_1 

 
 

Appendix 56: Mlticoliniarity diagnostic result for relatedness (T1) 

 
Variables Entered/Removeda 

Model 

Variables 

Entered 

Variables 

Removed Method 

1 R_5, R_2, R_3, 

R_4b 
. Enter 

a. Dependent Variable: R_1 

b. All requested variables entered. 
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Coefficientsa 

Model 

Collinearity Statistics 

Tolerance VIF 

1 R_2 .761 1.313 

R_3 .743 1.346 

R_4 .667 1.500 

R_5 .619 1.615 

a. Dependent Variable: R_1 

 
 

Collinearity Diagnosticsa 

Model Dimension Eigenvalue Condition Index 

Variance Proportions 

(Constant) R_2 R_3 R_4 R_5 

1 1 4.799 1.000 .00 .00 .00 .00 .00 

2 .064 8.658 .02 .28 .87 .01 .01 

3 .058 9.107 .01 .59 .12 .30 .08 

4 .041 10.757 .95 .08 .00 .09 .16 

5 .037 11.370 .01 .04 .01 .60 .75 

a. Dependent Variable: R_1 

 
 

Appendix 57: Mlticoliniarity diagnostic result for acculturation (T1) 

 
Variables Entered/Removeda 

Model 

Variables 

Entered 

Variables 

Removed Method 

1 AA_11, AA_5, 

AA_8, AA_2, 

AA_7, AA_10, 

AA_3, AA_9, 

AA_4, AA_6b 

. Enter 

a. Dependent Variable: AA_1 

b. All requested variables entered. 
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Coefficientsa 

Model 

Collinearity Statistics 

Tolerance VIF 

1 AA_2 .667 1.500 

AA_3 .606 1.649 

AA_4 .534 1.872 

AA_5 .553 1.808 

AA_6 .434 2.305 

AA_7 .653 1.531 

AA_8 .671 1.491 

AA_9 .624 1.602 

AA_10 .614 1.630 

AA_11 .681 1.469 

a. Dependent Variable: AA_1 

 
Collinearity Diagnosticsa 

 Dimension Eigenvalue C index 

Variance Proportions 

(Constant) AA_2 AA_3 AA_4 AA_5 AA_6 AA_7 AA_8 AA_9 AA_10 AA_11 

 1 10.470 1.000 .00 .00 .00 .00 .00 .00 .00 .00 .00 .00 .00 

2 .089 10.850 .00 .01 .08 .13 .03 .00 .15 .11 .13 .00 .00 

3 .078 11.584 .00 .14 .15 .00 .18 .08 .01 .00 .02 .00 .06 

4 .076 11.759 .02 .01 .18 .01 .02 .00 .00 .01 .20 .06 .26 

5 .057 13.515 .03 .00 .00 .02 .00 .01 .38 .48 .03 .02 .03 

6 .053 14.082 .00 .00 .16 .02 .02 .00 .32 .03 .53 .00 .11 

7 .046 15.157 .08 .53 .25 .00 .02 .01 .01 .01 .00 .05 .20 

8 .039 16.388 .22 .16 .00 .04 .07 .36 .06 .00 .01 .09 .06 

9 .037 16.814 .17 .05 .01 .00 .04 .02 .00 .22 .07 .42 .24 

10 .033 17.742 .03 .00 .15 .78 .25 .01 .02 .14 .00 .01 .04 

11 .022 21.849 .45 .09 .01 .00 .37 .50 .05 .00 .01 .33 .00 

a. Dependent Variable: AA_1 
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Appendix 58: Mlticoliniarity diagnostic result for acculturation social (T1) 

 
Variables Entered/Removeda 

Model 

Variables 

Entered 

Variables 

Removed Method 

1 AS_9, AS_3, 

AS_4, AS_5, 

AS_6, AS_7, 

AS_8, AS_2b 

. Enter 

a. Dependent Variable: AS_1 

b. All requested variables entered. 

 
 

Coefficientsa 

Model 

Collinearity Statistics 

Tolerance VIF 

1 AS_2 .646 1.548 

AS_3 .849 1.179 

AS_4 .687 1.456 

AS_5 .652 1.534 

AS_6 .729 1.372 

AS_7 .691 1.446 

AS_8 .677 1.478 

AS_9 .664 1.506 

a. Dependent Variable: AS_1 
 

Collinearity Diagnosticsa 

 Dimension 

Eigen

value 

Condition 

Index 

Variance Proportions 

(Constant) AS_2 AS_3 AS_4 AS_5 AS_6 AS_7 AS_8 AS_9 

 1 8.586 1.000 .00 .00 .00 .00 .00 .00 .00 .00 .00 

2 .082 10.228 .00 .05 .03 .04 .16 .29 .04 .08 .02 

3 .066 11.432 .00 .30 .06 .15 .00 .03 .08 .25 .01 

4 .064 11.545 .05 .02 .17 .04 .05 .09 .00 .43 .03 

5 .052 12.869 .01 .03 .02 .55 .18 .22 .07 .01 .01 

6 .047 13.532 .03 .02 .24 .00 .00 .00 .37 .14 .30 

7 .042 14.370 .00 .09 .02 .00 .07 .30 .21 .03 .57 

8 .037 15.286 .00 .49 .00 .17 .52 .01 .21 .04 .06 

9 .025 18.629 .90 .00 .45 .04 .02 .06 .01 .01 .00 

a. Dependent Variable: AS_1 
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Appendix 59: Mlticoliniarity diagnostic result for acculturation daily life (T1) 

 
Variables Entered/Removeda 

Model 

Variables 

Entered 

Variables 

Removed Method 

1 AD_10, AD_2, 

AD_3, AD_5, 

AD_6, AD_8, 

AD_4, AD_9, 

AD_7b 

. Enter 

a. Dependent Variable: AD_1 

b. All requested variables entered. 

 
 

Coefficientsa 

Model 

Collinearity Statistics 

Tolerance VIF 

1 AD_2 .679 1.472 

AD_3 .709 1.411 

AD_4 .600 1.667 

AD_5 .613 1.630 

AD_6 .672 1.487 

AD_7 .452 2.211 

AD_8 .579 1.727 

AD_9 .557 1.796 

AD_10 .498 2.009 

a. Dependent Variable: AD_1 
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Collinearity Diagnosticsa 

 Dimension 

Eigen 

value 

Condition 

Index 

Variance Proportions 

(Constant

) AD_2 AD_3 AD_4 AD_5 AD_6 AD_7 AD_8 AD_9 AD_10 

 1 9.669 1.000 .00 .00 .00 .00 .00 .00 .00 .00 .00 .00 

2 .062 12.483 .01 .44 .20 .00 .05 .09 .00 .01 .00 .01 

3 .054 13.365 .01 .36 .10 .00 .45 .00 .01 .00 .01 .00 

4 .045 14.644 .01 .02 .39 .21 .07 .09 .01 .02 .09 .01 

5 .039 15.779 .00 .07 .00 .02 .29 .20 .10 .21 .04 .03 

6 .032 17.397 .44 .00 .12 .08 .01 .03 .06 .01 .11 .13 

7 .028 18.478 .03 .06 .02 .57 .00 .26 .00 .12 .09 .09 

8 .028 18.511 .03 .01 .15 .03 .09 .08 .09 .39 .29 .05 

9 .023 20.504 .16 .00 .01 .00 .00 .17 .22 .07 .01 .67 

10 .019 22.455 .32 .03 .00 .09 .03 .07 .51 .17 .35 .01 

a. Dependent Variable: AD_1 
 

Appendix 60: Mlticoliniarity diagnostic result for perception language (T1) 

 
Variables Entered/Removeda 

Model 

Variables 

Entered 

Variables 

Removed Method 

1 PL_5, PL_2, 

PL_4, PL_3b 
. Enter 

a. Dependent Variable: PL_1 

b. All requested variables entered. 

 
 

Coefficientsa 

Model 

Collinearity Statistics 

Tolerance VIF 

1 PL_2 .600 1.666 

PL_3 .409 2.443 

PL_4 .420 2.383 

PL_5 .627 1.596 

a. Dependent Variable: PL_1 
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Collinearity Diagnosticsa 

Model Dimension Eigenvalue Condition Index 

Variance Proportions 

(Constant) PL_2 PL_3 PL_4 PL_5 

1 1 4.867 1.000 .00 .00 .00 .00 .00 

2 .043 10.622 .10 .41 .05 .00 .48 

3 .041 10.875 .78 .04 .09 .06 .14 

4 .030 12.766 .11 .54 .16 .17 .36 

5 .019 15.857 .02 .02 .70 .77 .01 

a. Dependent Variable: PL_1 

 
 

Appendix 61: Mlticoliniarity diagnostic result for perception English (T1) 

 
Variables Entered/Removeda 

Model 

Variables 

Entered 

Variables 

Removed Method 

1 PE_5, PE_3, 

PE_4, PE_2b 
. Enter 

a. Dependent Variable: PE_1 

b. All requested variables entered. 
 

Coefficientsa 

Model 

Collinearity Statistics 

Tolerance VIF 

1 PE_2 .554 1.805 

PE_3 .807 1.240 

PE_4 .787 1.271 

PE_5 .672 1.488 

a. Dependent Variable: PE_1 
 

Collinearity Diagnosticsa 

Model Dimension Eigenvalue Condition Index 

Variance Proportions 

(Constant) PE_2 PE_3 PE_4 PE_5 

1 1 4.931 1.000 .00 .00 .00 .00 .00 

2 .025 13.974 .02 .00 .21 .85 .01 

3 .022 14.972 .00 .01 .35 .08 .55 

4 .012 19.975 .87 .00 .37 .03 .15 

5 .009 23.218 .10 .98 .07 .03 .29 

a. Dependent Variable: PE_1 
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Appendix 62: Mlticoliniarity diagnostic result for assimilation (T1) 

 
Variables Entered/Removeda 

Model 

Variables 

Entered 

Variables 

Removed Method 

1 ASSIM_4, 

ASSIM_3, 

ASSIM_2b 

. Enter 

a. Dependent Variable: ASSIM_1 

b. All requested variables entered. 

 
 

Coefficientsa 

Model 

Collinearity Statistics 

Tolerance VIF 

1 ASSIM_2 .581 1.722 

ASSIM_3 .614 1.629 

ASSIM_4 .692 1.444 

a. Dependent Variable: ASSIM_1 

 
 

Collinearity Diagnosticsa 

Model Dimension Eigenvalue Condition Index 

Variance Proportions 

(Constant) ASSIM_2 ASSIM_3 ASSIM_4 

1 1 3.820 1.000 .01 .00 .00 .01 

2 .071 7.323 .49 .23 .27 .12 

3 .059 8.068 .43 .04 .18 .72 

4 .050 8.725 .07 .73 .54 .16 

a. Dependent Variable: ASSIM_1 
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Appendix 63: Mlticoliniarity diagnostic result for integration (T1) 

 
Variables Entered/Removeda 

Model 

Variables 

Entered 

Variables 

Removed Method 

1 INTEGR_3, 

INTEGR_2b 
. Enter 

a. Dependent Variable: INTEGR_1 

b. All requested variables entered. 

 
 

Coefficientsa 

Model 

Collinearity Statistics 

Tolerance VIF 

1 INTEGR_2 .467 2.142 

INTEGR_3 .467 2.142 

a. Dependent Variable: INTEGR_1 

 
 

Collinearity Diagnosticsa 

Model Dimension Eigenvalue Condition Index 

Variance Proportions 

(Constant) INTEGR_2 INTEGR_3 

1 1 2.883 1.000 .01 .01 .01 

2 .081 5.964 .98 .15 .11 

3 .036 8.905 .00 .84 .89 

a. Dependent Variable: INTEGR_1 

 
 

Appendix 64: Mlticoliniarity diagnostic result for separation (T1) 

 
Variables Entered/Removeda 

Model 

Variables 

Entered 

Variables 

Removed Method 

1 SEP_3, SEP_2b . Enter 

a. Dependent Variable: SEP_1 

b. All requested variables entered. 
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Coefficientsa 

Model 

Collinearity Statistics 

Tolerance VIF 

1 SEP_2 .335 2.989 

SEP_3 .335 2.989 

a. Dependent Variable: SEP_1 

 
 

Collinearity Diagnosticsa 

Model Dimension Eigenvalue Condition Index 

Variance Proportions 

(Constant) SEP_2 SEP_3 

1 1 2.890 1.000 .01 .00 .01 

2 .085 5.814 .95 .05 .13 

3 .025 10.829 .03 .94 .87 

a. Dependent Variable: SEP_1 

 
 

Appendix 65: Mlticoliniarity diagnostic result for marginalisation (T1) 

 
Variables Entered/Removeda 

Model 

Variables 

Entered 

Variables 

Removed Method 

1 MAR_3, 

MAR_2b 
. Enter 

a. Dependent Variable: MAR_1 

b. All requested variables entered. 

 
 

Coefficientsa 

Model 

Collinearity Statistics 

Tolerance VIF 

1 MAR_2 .727 1.376 

MAR_3 .727 1.376 

a. Dependent Variable: MAR_1 
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Collinearity Diagnosticsa 

Model Dimension Eigenvalue Condition Index 

Variance Proportions 

(Constant) MAR_2 MAR_3 

1 1 2.894 1.000 .01 .01 .01 

2 .063 6.778 .50 .02 .81 

3 .043 8.232 .49 .98 .18 

a. Dependent Variable: MAR_1 

 
 

Appendix 66: Mlticoliniarity diagnostic result for amotivation (T2) 

 
Variables Entered/Removeda 

Model 

Variables 

Entered 

Variables 

Removed Method 

1 AM_5, AM_4, 

AM_2, AM_3b 
. Enter 

a. Dependent Variable: AM_1 

b. All requested variables entered. 

 
 

Coefficientsa 

Model 

Collinearity Statistics 

Tolerance VIF 

1 AM_2 .650 1.538 

AM_3 .477 2.096 

AM_4 .653 1.530 

AM_5 .399 2.506 

a. Dependent Variable: AM_1 

 
 

Collinearity Diagnosticsa 

Model Dimension Eigenvalue Condition Index 

Variance Proportions 

(Constant) AM_2 AM_3 AM_4 AM_5 

1 1 4.953 1.000 .00 .00 .00 .00 .00 

2 .014 18.602 .24 .07 .33 .16 .12 

3 .014 19.088 .01 .61 .00 .58 .00 

4 .012 19.997 .74 .28 .03 .22 .00 

5 .006 27.711 .02 .04 .63 .05 .87 

a. Dependent Variable: AM_1 
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Appendix 67: Mlticoliniarity diagnostic result for external (T2) 

 
Variables Entered/Removeda 

Model 

Variables 

Entered 

Variables 

Removed Method 

1 E_3, E_2b . Enter 

a. Dependent Variable: E_1 

b. All requested variables entered. 

 
 

Coefficientsa 

Model 

Collinearity Statistics 

Tolerance VIF 

1 E_2 .757 1.321 

E_3 .757 1.321 

a. Dependent Variable: E_1 

 
 

Collinearity Diagnosticsa 

Model Dimension Eigenvalue Condition Index 

Variance Proportions 

(Constant) E_2 E_3 

1 1 2.976 1.000 .00 .00 .00 

2 .012 15.507 .36 .15 .98 

3 .012 15.818 .64 .85 .02 

a. Dependent Variable: E_1 

 
 

Appendix 68: Mlticoliniarity diagnostic result for introjected (T2) 

 
Variables Entered/Removeda 

Model 

Variables 

Entered 

Variables 

Removed Method 

1 IJ_5, IJ_2, IJ_3, 

IJ_4b 
. Enter 

a. Dependent Variable: IJ_1 

b. All requested variables entered. 
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Coefficientsa 

Model 

Collinearity Statistics 

Tolerance VIF 

1 IJ_2 .746 1.340 

IJ_3 .758 1.319 

IJ_4 .752 1.330 

IJ_5 .721 1.386 

a. Dependent Variable: IJ_1 

 
 

Collinearity Diagnosticsa 

Model Dimension Eigenvalue Condition Index 

Variance Proportions 

(Constant) IJ_2 IJ_3 IJ_4 IJ_5 

1 1 4.944 1.000 .00 .00 .00 .00 .00 

2 .017 16.886 .01 .01 .74 .28 .07 

3 .015 18.309 .02 .62 .10 .00 .45 

4 .013 19.331 .00 .22 .13 .54 .45 

5 .010 21.796 .97 .15 .03 .18 .02 

a. Dependent Variable: IJ_1 

 
 

Appendix 69: Mlticoliniarity diagnostic result for identified (T2) 

 
Variables Entered/Removeda 

Model 

Variables 

Entered 

Variables 

Removed Method 

1 ID_5, ID_3, 

ID_4, ID_2b 
. Enter 

a. Dependent Variable: ID_1 

b. All requested variables entered. 
 

Coefficientsa 

Model 

Collinearity Statistics 

Tolerance VIF 

1 ID_2 .624 1.602 

ID_3 .704 1.421 

ID_4 .635 1.574 

ID_5 .625 1.600 

a. Dependent Variable: ID_1 
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Collinearity Diagnosticsa 

Model Dimension Eigenvalue Condition Index 

Variance Proportions 

(Constant) ID_2 ID_3 ID_4 ID_5 

1 1 4.908 1.000 .00 .00 .00 .00 .00 

2 .031 12.650 .09 .02 .82 .09 .06 

3 .026 13.857 .15 .88 .17 .00 .01 

4 .018 16.293 .65 .09 .02 .57 .03 

5 .017 17.096 .10 .01 .00 .34 .91 

a. Dependent Variable: ID_1 

 
 

Appendix 70: Mlticoliniarity diagnostic result for  professional(T2) 

 
Variables Entered/Removeda 

Model 

Variables 

Entered 

Variables 

Removed Method 

1 PRO_4, 

PRO_2, 

PRO_3b 

. Enter 

a. Dependent Variable: PRO_1 

b. All requested variables entered. 
 

Coefficientsa 

Model 

Collinearity Statistics 

Tolerance VIF 

1 PRO_2 .823 1.216 

PRO_3 .709 1.410 

PRO_4 .731 1.368 

a. Dependent Variable: PRO_1 
 

Collinearity Diagnosticsa 

Model Dimension Eigenvalue Condition Index 

Variance Proportions 

(Constant) PRO_2 PRO_3 PRO_4 

1 1 3.967 1.000 .00 .00 .00 .00 

2 .014 16.807 .07 .41 .05 .57 

3 .010 19.463 .00 .12 .87 .42 

4 .009 21.502 .93 .47 .08 .01 

a. Dependent Variable: PRO_1 
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Appendix 71: Mlticoliniarity diagnostic result for academic (T2) 

 
Variables Entered/Removeda 

Model 

Variables 

Entered 

Variables 

Removed Method 

1 AC_3, AC_2b . Enter 

a. Dependent Variable: AC_1 

b. All requested variables entered. 

 
 

Coefficientsa 

Model 

Collinearity Statistics 

Tolerance VIF 

1 AC_2 .762 1.312 

AC_3 .762 1.312 

a. Dependent Variable: AC_1 

 
 

Collinearity Diagnosticsa 

Model Dimension Eigenvalue Condition Index 

Variance Proportions 

(Constant) AC_2 AC_3 

1 1 2.875 1.000 .01 .01 .01 

2 .063 6.735 .73 .00 .75 

3 .062 6.803 .26 .99 .24 

a. Dependent Variable: AC_1 

 
 

Appendix 72: Mlticoliniarity diagnostic result for personal (T2) 

 

 
Variables Entered/Removeda 

Model 

Variables 

Entered 

Variables 

Removed Method 

1 PER_5, PER_3, 

PER_4, PER_2b 
. Enter 

a. Dependent Variable: PER_1 

b. All requested variables entered. 
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Coefficientsa 

Model 

Collinearity Statistics 

Tolerance VIF 

1 PER_2 .707 1.414 

PER_3 .694 1.442 

PER_4 .772 1.295 

PER_5 .892 1.121 

a. Dependent Variable: PER_1 

 
 

Collinearity Diagnosticsa 

Model Dimension Eigenvalue Condition Index 

Variance Proportions 

(Constant) PER_2 PER_3 PER_4 PER_5 

1 1 4.945 1.000 .00 .00 .00 .00 .00 

2 .020 15.735 .04 .29 .18 .01 .36 

3 .015 18.314 .00 .52 .14 .36 .17 

4 .012 20.345 .00 .19 .62 .50 .08 

5 .008 24.560 .95 .00 .06 .13 .40 

a. Dependent Variable: PER_1 

 
 

Appendix 73: Mlticoliniarity diagnostic result for integrated (T2) 

 
Variables Entered/Removeda 

Model 

Variables 

Entered 

Variables 

Removed Method 

1 IG_5, IG_2, 

IG_3, IG_4b 
. Enter 

a. Dependent Variable: IG_1 

b. All requested variables entered. 
 

Coefficientsa 

Model 

Collinearity Statistics 

Tolerance VIF 

1 IG_2 .873 1.146 

IG_3 .763 1.310 

IG_4 .748 1.336 

IG_5 .745 1.343 

a. Dependent Variable: IG_1 
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Collinearity Diagnosticsa 

Model Dimension Eigenvalue Condition Index 

Variance Proportions 

(Constant) IG_2 IG_3 IG_4 IG_5 

1 1 4.961 1.000 .00 .00 .00 .00 .00 

2 .014 18.882 .04 .29 .00 .01 .65 

3 .010 22.239 .01 .07 .05 .97 .15 

4 .009 23.517 .01 .33 .72 .00 .20 

5 .006 29.353 .95 .31 .23 .02 .00 

a. Dependent Variable: IG_1 

 
 

Appendix 74: Mlticoliniarity diagnostic result for internal (T2) 

 
Variables Entered/Removeda 

Model 

Variables 

Entered 

Variables 

Removed Method 

1 IT_6, IT_5, 

IT_3, IT_2, 

IT_4b 

. Enter 

a. Dependent Variable: IT_1 

b. All requested variables entered. 

 
 

Coefficientsa 

Model 

Collinearity Statistics 

Tolerance VIF 

1 IT_2 .721 1.386 

IT_3 .816 1.226 

IT_4 .646 1.549 

IT_5 .785 1.273 

IT_6 .712 1.405 

a. Dependent Variable: IT_1 
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Collinearity Diagnosticsa 

Model Dimension Eigenvalue Condition Index 

Variance Proportions 

(Constant) IT_2 IT_3 IT_4 IT_5 IT_6 

1 1 5.773 1.000 .00 .00 .00 .00 .00 .00 

2 .059 9.885 .00 .00 .68 .15 .16 .00 

3 .055 10.257 .03 .57 .02 .05 .30 .00 

4 .045 11.373 .00 .01 .16 .28 .01 .76 

5 .042 11.784 .13 .31 .02 .45 .10 .24 

6 .027 14.615 .84 .11 .12 .06 .43 .00 

a. Dependent Variable: IT_1 

 
 

Appendix 75: Mlticoliniarity diagnostic result for competency (T2) 

 
Variables Entered/Removeda 

Model 

Variables 

Entered 

Variables 

Removed Method 

1 C_4, C_3, C_2b . Enter 

a. Dependent Variable: C_1 

b. All requested variables entered. 

 
 

Coefficientsa 

Model 

Collinearity Statistics 

Tolerance VIF 

1 C_2 .678 1.474 

C_3 .783 1.277 

C_4 .814 1.229 

a. Dependent Variable: C_1 

 
 

Collinearity Diagnosticsa 

Model Dimension Eigenvalue Condition Index 

Variance Proportions 

(Constant) C_2 C_3 C_4 

1 1 3.976 1.000 .00 .00 .00 .00 

2 .013 17.664 .01 .00 .65 .39 

3 .007 23.531 .43 .09 .28 .59 

4 .004 30.266 .56 .91 .06 .03 

a. Dependent Variable: C_1 
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Appendix 76: Mlticoliniarity diagnostic result for autonomy (T2) 

 
Variables Entered/Removeda 

Model 

Variables 

Entered 

Variables 

Removed Method 

1 A_4, A_2, A_3b . Enter 

a. Dependent Variable: A_1 

b. All requested variables entered. 

 
 

Coefficientsa 

Model 

Collinearity Statistics 

Tolerance VIF 

1 A_2 .616 1.624 

A_3 .484 2.066 

A_4 .604 1.656 

a. Dependent Variable: A_1 

 
 

Collinearity Diagnosticsa 

Model Dimension Eigenvalue Condition Index 

Variance Proportions 

(Constant) A_2 A_3 A_4 

1 1 3.958 1.000 .00 .00 .00 .00 

2 .017 15.278 .39 .62 .03 .13 

3 .016 15.976 .59 .10 .09 .43 

4 .010 20.205 .01 .28 .88 .44 

a. Dependent Variable: A_1 

 
 

Appendix 77: Mlticoliniarity diagnostic result for relatedness (T2) 

 
Variables Entered/Removeda 

Model 

Variables 

Entered 

Variables 

Removed Method 

1 R_5, R_2, R_3, 

R_4b 
. Enter 

a. Dependent Variable: R_1 

b. All requested variables entered. 
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Coefficientsa 

Model 

Collinearity Statistics 

Tolerance VIF 

1 R_2 .765 1.306 

R_3 .713 1.402 

R_4 .628 1.591 

R_5 .691 1.447 

a. Dependent Variable: R_1 

 
 

Collinearity Diagnosticsa 

Model Dimension Eigenvalue Condition Index 

Variance Proportions 

(Constant) R_2 R_3 R_4 R_5 

1 1 4.949 1.000 .00 .00 .00 .00 .00 

2 .018 16.490 .05 .24 .03 .03 .65 

3 .012 20.293 .04 .60 .56 .00 .06 

4 .011 20.951 .04 .03 .02 .97 .28 

5 .010 22.755 .87 .13 .39 .00 .00 

a. Dependent Variable: R_1 

 
 

 

Appendix 78: Mlticoliniarity diagnostic result for acculturation (T2) 

 
Variables Entered/Removeda 

Model 

Variables 

Entered 

Variables 

Removed Method 

1 AA_11, AA_8, 

AA_7, AA_2, 

AA_5, AA_9, 

AA_3, AA_10, 

AA_6, AA_4b 

. Enter 

a. Dependent Variable: AA_1 

b. All requested variables entered. 
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Coefficientsa 

Model 

Collinearity Statistics 

Tolerance VIF 

1 AA_2 .631 1.584 

AA_3 .609 1.643 

AA_4 .490 2.041 

AA_5 .519 1.927 

AA_6 .507 1.972 

AA_7 .771 1.297 

AA_8 .623 1.606 

AA_9 .616 1.624 

AA_10 .589 1.697 

AA_11 .544 1.838 

a. Dependent Variable: AA_1 

 
 
 
 
 
 
 
 

Collinearity Diagnosticsa 

 Dimension Eigenvalue 

Condition 

Index 

Variance Proportions 

(Constant) AA_2 AA_3 AA_4 AA_5 AA_6 AA_7 AA_8 AA_9 AA_10 AA_11 

 1 10.538 1.000 .00 .00 .00 .00 .00 .00 .00 .00 .00 .00 .00 

2 .081 11.377 .00 .01 .38 .00 .00 .01 .23 .03 .00 .00 .05 

3 .080 11.495 .01 .00 .04 .00 .01 .00 .12 .01 .53 .01 .04 

4 .067 12.525 .00 .00 .00 .03 .00 .00 .26 .02 .25 .02 .23 

5 .060 13.210 .01 .32 .04 .00 .05 .05 .17 .08 .00 .01 .02 

6 .044 15.430 .06 .01 .08 .06 .06 .08 .00 .16 .04 .22 .00 

7 .039 16.454 .08 .41 .20 .00 .07 .01 .17 .02 .00 .01 .19 

8 .029 19.067 .00 .00 .13 .34 .00 .29 .00 .21 .03 .15 .00 

9 .023 21.536 .08 .16 .03 .15 .02 .20 .04 .46 .05 .24 .17 

10 .021 22.333 .68 .08 .07 .10 .01 .03 .00 .01 .09 .34 .13 

11 .017 25.071 .07 .00 .02 .32 .77 .35 .00 .00 .00 .00 .16 

a. Dependent Variable: AA_1 
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Appendix 79: Mlticoliniarity diagnostic result for acculturation social (T2) 

 
Variables Entered/Removeda 

Model 

Variables 

Entered 

Variables 

Removed Method 

1 AS_9, AS_6, 

AS_7, AS_5, 

AS_4, AS_2, 

AS_8, AS_3b 

. Enter 

a. Dependent Variable: AS_1 

b. All requested variables entered. 

 
 

Coefficientsa 

Model 

Collinearity Statistics 

Tolerance VIF 

1 AS_2 .695 1.438 

AS_3 .631 1.584 

AS_4 .691 1.447 

AS_5 .675 1.481 

AS_6 .832 1.202 

AS_7 .697 1.436 

AS_8 .670 1.493 

AS_9 .642 1.558 

a. Dependent Variable: AS_1 

 
Collinearity Diagnosticsa 

 Dimension 

Eigenval

ue 

Conditio

n Index 

Variance Proportions 

(Constant) AS_2 AS_3 AS_4 AS_5 AS_6 AS_7 AS_8 AS_9 

 1 8.599 1.000 .00 .00 .00 .00 .00 .00 .00 .00 .00 

2 .078 10.530 .00 .02 .11 .24 .03 .03 .29 .02 .03 

3 .071 11.028 .01 .09 .05 .43 .06 .00 .19 .00 .03 

4 .064 11.553 .04 .00 .12 .01 .04 .23 .01 .01 .32 

5 .047 13.532 .00 .17 .01 .15 .05 .03 .01 .62 .03 

6 .045 13.763 .02 .15 .04 .01 .58 .23 .01 .02 .03 

7 .039 14.872 .01 .03 .64 .12 .00 .01 .25 .00 .40 

8 .033 16.241 .01 .51 .02 .04 .22 .06 .22 .32 .14 

9 .025 18.640 .92 .03 .00 .00 .01 .41 .02 .01 .01 

a. Dependent Variable: AS_1 
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Appendix 80: Mlticoliniarity diagnostic result for acculturation daily life (T2) 

Variables Entered/Removeda 

Model 

Variables 

Entered 

Variables 

Removed Method 

1 AD_10, AD_6, 

AD_3, AD_8, 

AD_5, AD_2, 

AD_9, AD_7, 

AD_4b 

. Enter 

a. Dependent Variable: AD_1 

b. All requested variables entered. 
 

Coefficientsa 

Model 

Collinearity Statistics 

Tolerance VIF 

1 AD_2 .648 1.542 

AD_3 .804 1.244 

AD_4 .557 1.796 

AD_5 .670 1.492 

AD_6 .910 1.098 

AD_7 .624 1.604 

AD_8 .595 1.681 

AD_9 .634 1.577 

AD_10 .547 1.828 

a. Dependent Variable: AD_1 

 
Collinearity Diagnosticsa 

 

Dimensio

n 

Eigenval

ue 

Condition 

Index 

Variance Proportions 

(Constant) AD_2 AD_3 AD_4 AD_5 AD_6 AD_7 AD_8 AD_9 AD_10 

 1 9.557 1.000 .00 .00 .00 .00 .00 .00 .00 .00 .00 .00 

2 .084 10.674 .02 .57 .05 .00 .00 .15 .00 .01 .00 .00 

3 .081 10.871 .00 .01 .15 .08 .46 .00 .01 .00 .04 .00 

4 .071 11.633 .00 .00 .61 .11 .02 .09 .00 .02 .01 .01 

5 .059 12.743 .01 .20 .01 .21 .11 .29 .00 .00 .03 .05 

6 .041 15.178 .03 .13 .02 .00 .17 .26 .00 .20 .28 .02 

7 .035 16.636 .00 .00 .14 .07 .05 .02 .64 .14 .00 .07 

8 .029 18.165 .01 .02 .00 .01 .15 .00 .24 .16 .29 .39 

9 .023 20.199 .26 .02 .00 .35 .01 .08 .07 .11 .34 .30 

10 .020 21.700 .67 .04 .02 .17 .02 .11 .03 .36 .00 .16 
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a. Dependent Variable: AD_1 
 

Appendix 81: Mlticoliniarity diagnostic result for perception language (T2) 

 
Variables Entered/Removeda 

Model 

Variables 

Entered 

Variables 

Removed Method 

1 PL_5, PL_2, 

PL_4, PL_3b 
. Enter 

a. Dependent Variable: PL_1 

b. All requested variables entered. 

 
 

Coefficientsa 

Model 

Collinearity Statistics 

Tolerance VIF 

1 PL_2 .759 1.318 

PL_3 .627 1.596 

PL_4 .731 1.368 

PL_5 .895 1.118 

a. Dependent Variable: PL_1 

 
 

Collinearity Diagnosticsa 

Model Dimension Eigenvalue Condition Index 

Variance Proportions 

(Constant) PL_2 PL_3 PL_4 PL_5 

1 1 4.826 1.000 .00 .00 .00 .00 .00 

2 .061 8.860 .05 .41 .03 .02 .37 

3 .052 9.676 .01 .39 .03 .65 .05 

4 .036 11.588 .06 .11 .92 .25 .00 

5 .025 13.864 .87 .09 .02 .08 .57 

a. Dependent Variable: PL_1 
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Appendix 82: Mlticoliniarity diagnostic result for perception English (T2) 

 
Variables Entered/Removeda 

Model 

Variables 

Entered 

Variables 

Removed Method 

1 PE_5, PE_2, 

PE_3, PE_4b 
. Enter 

a. Dependent Variable: PE_1 

b. All requested variables entered. 

 
 

Coefficientsa 

Model 

Collinearity Statistics 

Tolerance VIF 

1 PE_2 .789 1.268 

PE_3 .785 1.275 

PE_4 .768 1.302 

PE_5 .729 1.371 

a. Dependent Variable: PE_1 

 
 
 
 
 

Collinearity Diagnosticsa 

Model Dimension Eigenvalue Condition Index 

Variance Proportions 

(Constant) PE_2 PE_3 PE_4 PE_5 

1 1 4.926 1.000 .00 .00 .00 .00 .00 

2 .027 13.631 .00 .11 .73 .19 .00 

3 .023 14.566 .04 .85 .02 .12 .08 

4 .014 18.523 .25 .01 .24 .68 .19 

5 .010 21.956 .71 .02 .01 .00 .73 

a. Dependent Variable: PE_1 
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Appendix 83: Mlticoliniarity diagnostic result for assimilation (T2) 

 
Variables Entered/Removeda 

Model 

Variables 

Entered 

Variables 

Removed Method 

1 ASSIM_4, 

ASSIM_2, 

ASSIM_3b 

. Enter 

a. Dependent Variable: ASSIM_1 

b. All requested variables entered. 

 
 

Coefficientsa 

Model 

Collinearity Statistics 

Tolerance VIF 

1 ASSIM_2 .808 1.237 

ASSIM_3 .529 1.892 

ASSIM_4 .560 1.787 

a. Dependent Variable: ASSIM_1 
 

Collinearity Diagnosticsa 

Model Dimension Eigenvalue Condition Index 

Variance Proportions 

(Constant) ASSIM_2 ASSIM_3 ASSIM_4 

1 1 3.842 1.000 .00 .00 .00 .00 

2 .076 7.113 .16 .29 .16 .23 

3 .046 9.168 .73 .58 .11 .05 

4 .037 10.258 .10 .13 .72 .72 

a. Dependent Variable: ASSIM_1 

 
 

Appendix 84: Mlticoliniarity diagnostic result for integration (T2) 

 
Variables Entered/Removeda 

Model 

Variables 

Entered 

Variables 

Removed Method 

1 INTEGR_3, 

INTEGR_2b 
. Enter 

a. Dependent Variable: INTEGR_1 

b. All requested variables entered. 
 



379 
 

Coefficientsa 

Model 

Collinearity Statistics 

Tolerance VIF 

1 INTEGR_2 .553 1.807 

INTEGR_3 .553 1.807 

a. Dependent Variable: INTEGR_1 

 
 

Collinearity Diagnosticsa 

Model Dimension Eigenvalue Condition Index 

Variance Proportions 

(Constant) INTEGR_2 INTEGR_3 

1 1 2.887 1.000 .01 .01 .01 

2 .073 6.278 .90 .05 .32 

3 .040 8.508 .09 .95 .67 

a. Dependent Variable: INTEGR_1 
 

Appendix 85: Mlticoliniarity diagnostic result for separation (T2) 

 
Variables Entered/Removeda 

Model 

Variables 

Entered 

Variables 

Removed Method 

1 SEP_3, SEP_2b . Enter 

a. Dependent Variable: SEP_1 

b. All requested variables entered. 
 

Coefficientsa 

Model 

Collinearity Statistics 

Tolerance VIF 

1 SEP_2 .324 3.084 

SEP_3 .324 3.084 

a. Dependent Variable: SEP_1 
 

Collinearity Diagnosticsa 

Model Dimension Eigenvalue Condition Index 

Variance Proportions 

(Constant) SEP_2 SEP_3 

1 1 2.914 1.000 .01 .00 .00 

2 .067 6.595 .96 .12 .06 

3 .019 12.445 .03 .88 .94 

a. Dependent Variable: SEP_1 
 



380 
 

Appendix 86: Mlticoliniarity diagnostic result for marginalisation (T2) 

 
Variables Entered/Removeda 

Model 

Variables 

Entered 

Variables 

Removed Method 

1 MAR_3, 

MAR_2b 
. Enter 

a. Dependent Variable: MAR_1 

b. All requested variables entered. 

 
 

Coefficientsa 

Model 

Collinearity Statistics 

Tolerance VIF 

1 MAR_2 .762 1.313 

MAR_3 .762 1.313 

a. Dependent Variable: MAR_1 

 
 

Collinearity Diagnosticsa 

Model Dimension Eigenvalue Condition Index 

Variance Proportions 

(Constant) MAR_2 MAR_3 

1 1 2.878 1.000 .01 .01 .01 

2 .064 6.704 .52 .89 .04 

3 .058 7.026 .47 .10 .95 

a. Dependent Variable: MAR_1 
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Appendix 87: The Kolmogorov-Smirnov and Shapiro-Wilk test result for assessing the 
distribution pattern of data (T1) 

 
Tests of Normality 

 
Kolmogorov-Smirnova Shapiro-Wilk 

Statistic df Sig. Statistic df Sig. 

AMOTIVATION .146 138 .000 .948 138 .000 

EXTERNAL .157 138 .000 .913 138 .000 

INTROJECTED .143 138 .000 .951 138 .000 

IDENTIFIED .199 138 .000 .912 138 .000 

PROFESSIONAL .132 138 .000 .959 138 .000 

ACADEMIC .135 138 .000 .969 138 .003 

PERSONAL .132 138 .000 .976 138 .014 

INTEGRETED .100 138 .002 .966 138 .001 

INTERNAL .132 138 .000 .954 138 .000 

COMPETENCE .173 138 .000 .926 138 .000 

AUTHONOMY .212 138 .000 .745 138 .000 

RELATEDNESS .161 138 .000 .948 138 .000 

ACCULTURATION .080 138 .030 .978 138 .022 

ACCULTURATION_SOCIAL .063 138 .200* .988 138 .294 

ACCULTURATION_DAILYL

IFE 
.075 138 .058 .991 138 .537 

PERCEPTION_LANGUAGE .117 138 .000 .969 138 .003 

PERCEPTION_E .159 138 .000 .884 138 .000 

ASSIMILATION .146 138 .000 .945 138 .000 

INTEGRETION .149 138 .000 .948 138 .000 

SEPERATION .215 138 .000 .900 138 .000 

MARGINALISATION .238 138 .000 .890 138 .000 

*. This is a lower bound of the true significance. 

a. Lilliefors Significance Correction 
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Appendix 88: The Kolmogorov-Smirnov and Shapiro-Wilk test result for assessing the 
distribution pattern of data (T2) 

 
Tests of Normality 

 
Kolmogorov-Smirnova Shapiro-Wilk 

Statistic df Sig. Statistic df Sig. 

AMOTIVATION .161 138 .000 .939 138 .000 

EXTERNAL .168 138 .000 .922 138 .000 

INTROJECTED .117 138 .000 .962 138 .001 

IDENTIFIED .156 138 .000 .909 138 .000 

PROFESSIONAL .228 138 .000 .868 138 .000 

ACADEMIC .116 138 .000 .967 138 .002 

PERSONAL .161 138 .000 .950 138 .000 

INTEGRETED .157 138 .000 .922 138 .000 

INTERNAL .094 138 .005 .974 138 .010 

COMPETENCE .215 138 .000 .854 138 .000 

AUTHONOMY .220 138 .000 .750 138 .000 

RELATEDNESS .151 138 .000 .954 138 .000 

ACCULTURATION .077 138 .042 .993 138 .773 

ACCULTURATION_SOCIAL .061 138 .200* .990 138 .405 

ACCULTURATION_DAYLIF

E 
.086 138 .015 .990 138 .456 

PERCEPTION_LANGUAGE .125 138 .000 .958 138 .000 

PERCEPTION_E .178 138 .000 .873 138 .000 

ASSIMMILATION .156 138 .000 .919 138 .000 

INTEGRETION .167 138 .000 .933 138 .000 

SEPERATION .141 138 .000 .932 138 .000 

MARGINALISATION .241 138 .000 .890 138 .000 

*. This is a lower bound of the true significance. 

a. Lilliefors Significance Correction 
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Appendix 89 : Frequency distribution for the factor ‘academic’ (T1) 

 
ACA_1 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 10 7.2 7.2 7.2 

2.00 38 27.5 27.5 34.8 

3.00 44 31.9 31.9 66.7 

4.00 32 23.2 23.2 89.9 

5.00 14 10.1 10.1 100.0 

Total 138 100.0 100.0  

 
 
 

ACA_2 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 9 6.5 6.5 6.5 

2.00 34 24.6 24.6 31.2 

3.00 48 34.8 34.8 65.9 

4.00 28 20.3 20.3 86.2 

5.00 19 13.8 13.8 100.0 

Total 138 100.0 100.0  

 
 
 

ACA_3 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 12 8.7 8.7 8.7 

2.00 33 23.9 23.9 32.6 

3.00 44 31.9 31.9 64.5 

4.00 33 23.9 23.9 88.4 

5.00 16 11.6 11.6 100.0 

Total 138 100.0 100.0  
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Appendix 90: Frequency distribution for the factor ‘academic’ (T2) 

 
AC_1 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 9 6.5 6.5 6.5 

2.00 34 24.6 24.6 31.2 

3.00 44 31.9 31.9 63.0 

4.00 32 23.2 23.2 86.2 

5.00 19 13.8 13.8 100.0 

Total 138 100.0 100.0  

 
 
 

AC_2 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 10 7.2 7.2 7.2 

2.00 38 27.5 27.5 34.8 

3.00 36 26.1 26.1 60.9 

4.00 37 26.8 26.8 87.7 

5.00 17 12.3 12.3 100.0 

Total 138 100.0 100.0  

 
 

AC_3 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 11 8.0 8.0 8.0 

2.00 32 23.2 23.2 31.2 

3.00 42 30.4 30.4 61.6 

4.00 31 22.5 22.5 84.1 

5.00 22 15.9 15.9 100.0 

Total 138 100.0 100.0  
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Appendix 91: Frequency distribution for the factor ‘personal’ (T1) 

 
PER_1 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 10 7.2 7.2 7.2 

2.00 46 33.3 33.3 40.6 

3.00 73 52.9 52.9 93.5 

4.00 8 5.8 5.8 99.3 

5.00 1 .7 .7 100.0 

Total 138 100.0 100.0  

 
 

PER_2 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 8 5.8 5.8 5.8 

2.00 32 23.2 23.2 29.0 

3.00 59 42.8 42.8 71.7 

4.00 34 24.6 24.6 96.4 

5.00 5 3.6 3.6 100.0 

Total 138 100.0 100.0  

 
 

PER_3 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 7 5.1 5.1 5.1 

2.00 35 25.4 25.4 30.4 

3.00 51 37.0 37.0 67.4 

4.00 37 26.8 26.8 94.2 

5.00 8 5.8 5.8 100.0 

Total 138 100.0 100.0  
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PER_4 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 10 7.2 7.2 7.2 

2.00 52 37.7 37.7 44.9 

3.00 55 39.9 39.9 84.8 

4.00 19 13.8 13.8 98.6 

5.00 2 1.4 1.4 100.0 

Total 138 100.0 100.0  

 
 

PER_5 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 7 5.1 5.1 5.1 

2.00 48 34.8 34.8 39.9 

3.00 51 37.0 37.0 76.8 

4.00 29 21.0 21.0 97.8 

5.00 3 2.2 2.2 100.0 

Total 138 100.0 100.0  

 
 

 

Appendix 92: Frequency distribution for the factor ‘personal’ (T2) 

 
PER_1 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 2.00 1 .7 .7 .7 

3.00 36 26.1 26.1 26.8 

4.00 92 66.7 66.7 93.5 

5.00 9 6.5 6.5 100.0 

Total 138 100.0 100.0  
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PER_2 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 2.00 2 1.4 1.4 1.4 

3.00 24 17.4 17.4 18.8 

4.00 80 58.0 58.0 76.8 

5.00 32 23.2 23.2 100.0 

Total 138 100.0 100.0  

 
 

 
PER_3 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 3.00 35 25.4 25.4 25.4 

4.00 84 60.9 60.9 86.2 

5.00 19 13.8 13.8 100.0 

Total 138 100.0 100.0  

 
 

 
PER_4 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 3.00 35 25.4 25.4 25.4 

4.00 92 66.7 66.7 92.0 

5.00 11 8.0 8.0 100.0 

Total 138 100.0 100.0  

 
 

PER_5 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 2.00 1 .7 .7 .7 

3.00 20 14.5 14.5 15.2 

4.00 98 71.0 71.0 86.2 

5.00 19 13.8 13.8 100.0 

Total 138 100.0 100.0  
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Appendix 93: Frequency distribution of the factor ‘Internal’ in T1 

IT_1 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1.00 8 5.8 5.8 5.8 

2.00 54 39.1 39.1 44.9 

3.00 66 47.8 47.8 92.8 

4.00 9 6.5 6.5 99.3 

5.00 1 .7 .7 100.0 

Total 138 100.0 100.0  
 

IT_2 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1.00 8 5.8 5.8 5.8 

2.00 45 32.6 32.6 38.4 

3.00 79 57.2 57.2 95.7 

4.00 5 3.6 3.6 99.3 

5.00 1 .7 .7 100.0 

Total 138 100.0 100.0  

 
 

IT_3 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1.00 7 5.1 5.1 5.1 

2.00 40 29.0 29.0 34.1 

3.00 82 59.4 59.4 93.5 

4.00 8 5.8 5.8 99.3 

5.00 1 .7 .7 100.0 

Total 138 100.0 100.0  

 
 

IT_4 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1.00 7 5.1 5.1 5.1 

2.00 32 23.2 23.2 28.3 

3.00 88 63.8 63.8 92.0 

4.00 8 5.8 5.8 97.8 

5.00 3 2.2 2.2 100.0 

Total 138 100.0 100.0  
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IT_5 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1.00 4 2.9 2.9 2.9 

2.00 50 36.2 36.2 39.1 

3.00 72 52.2 52.2 91.3 

4.00 7 5.1 5.1 96.4 

5.00 5 3.6 3.6 100.0 

Total 138 100.0 100.0  

 
 

IT_6 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1.00 1 .7 .7 .7 

2.00 46 33.3 33.3 34.1 

3.00 84 60.9 60.9 94.9 

4.00 6 4.3 4.3 99.3 

5.00 1 .7 .7 100.0 

Total 138 100.0 100.0  

 
 

 

Appendix 94: Frequency distribution of the factor ‘Internal’ in T2 

 
IT_1 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1.00 7 5.1 5.1 5.1 

2.00 50 36.2 36.2 41.3 

3.00 65 47.1 47.1 88.4 

4.00 15 10.9 10.9 99.3 

5.00 1 .7 .7 100.0 

Total 138 100.0 100.0  
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IT_2 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1.00 8 5.8 5.8 5.8 

2.00 51 37.0 37.0 42.8 

3.00 64 46.4 46.4 89.1 

4.00 14 10.1 10.1 99.3 

5.00 1 .7 .7 100.0 

Total 138 100.0 100.0  
 

IT_3 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1.00 6 4.3 4.3 4.3 

2.00 59 42.8 42.8 47.1 

3.00 59 42.8 42.8 89.9 

4.00 13 9.4 9.4 99.3 

5.00 1 .7 .7 100.0 

Total 138 100.0 100.0  
 
 

IT_4 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1.00 3 2.2 2.2 2.2 

2.00 60 43.5 43.5 45.7 

3.00 58 42.0 42.0 87.7 

4.00 12 8.7 8.7 96.4 

5.00 5 3.6 3.6 100.0 

Total 138 100.0 100.0  

 
 

IT_5 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1.00 2 1.4 1.4 1.4 

2.00 56 40.6 40.6 42.0 

3.00 65 47.1 47.1 89.1 

4.00 14 10.1 10.1 99.3 

5.00 1 .7 .7 100.0 

Total 138 100.0 100.0  
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IT_6 

 Frequency Percent Valid Percent Cumulative Percent 

Valid 1.00 8 5.8 5.8 5.8 

2.00 32 23.2 23.2 29.0 

3.00 79 57.2 57.2 86.2 

4.00 16 11.6 11.6 97.8 

5.00 3 2.2 2.2 100.0 

Total 138 100.0 100.0  

 
 

Appendix 95: Frequency distribution of the factor authonomy in T1 

 
A_1 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 1 .7 .7 .7 

2.00 3 2.2 2.2 2.9 

3.00 4 2.9 2.9 5.8 

4.00 84 60.9 60.9 66.7 

5.00 46 33.3 33.3 100.0 

Total 138 100.0 100.0  

 
 

A_2 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 1 .7 .7 .7 

2.00 2 1.4 1.4 2.2 

3.00 4 2.9 2.9 5.1 

4.00 79 57.2 57.2 62.3 

5.00 52 37.7 37.7 100.0 

Total 138 100.0 100.0  
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A_3 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 1 .7 .7 .7 

2.00 2 1.4 1.4 2.2 

3.00 4 2.9 2.9 5.1 

4.00 79 57.2 57.2 62.3 

5.00 52 37.7 37.7 100.0 

Total 138 100.0 100.0  

 
 

 
A_4 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 1 .7 .7 .7 

2.00 2 1.4 1.4 2.2 

3.00 3 2.2 2.2 4.3 

4.00 77 55.8 55.8 60.1 

5.00 55 39.9 39.9 100.0 

Total 138 100.0 100.0  

 
 

Appendix 96: Frequency distribution of the factor authonomy in T2 

 

 
A_1 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 1 .7 .7 .7 

2.00 2 1.4 1.4 2.2 

3.00 7 5.1 5.1 7.2 

4.00 86 62.3 62.3 69.6 

5.00 42 30.4 30.4 100.0 

Total 138 100.0 100.0  
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A_2 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 2 1.4 1.4 1.4 

2.00 3 2.2 2.2 3.6 

3.00 7 5.1 5.1 8.7 

4.00 70 50.7 50.7 59.4 

5.00 56 40.6 40.6 100.0 

Total 138 100.0 100.0  

 
 

A_3 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 2 1.4 1.4 1.4 

2.00 2 1.4 1.4 2.9 

3.00 5 3.6 3.6 6.5 

4.00 68 49.3 49.3 55.8 

5.00 61 44.2 44.2 100.0 

Total 138 100.0 100.0  

 
 

A_4 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 2 1.4 1.4 1.4 

2.00 2 1.4 1.4 2.9 

3.00 7 5.1 5.1 8.0 

4.00 81 58.7 58.7 66.7 

5.00 46 33.3 33.3 100.0 

Total 138 100.0 100.0  
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Appendix 97: Frequency distribution of Assimmilation in T1 

 
ASSIM_1 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 5 3.6 3.6 3.6 

2.00 53 38.4 38.4 42.0 

3.00 39 28.3 28.3 70.3 

4.00 35 25.4 25.4 95.7 

5.00 6 4.3 4.3 100.0 

Total 138 100.0 100.0  

 
 

ASSIM_2 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 6 4.3 4.3 4.3 

2.00 55 39.9 39.9 44.2 

3.00 38 27.5 27.5 71.7 

4.00 21 15.2 15.2 87.0 

5.00 18 13.0 13.0 100.0 

Total 138 100.0 100.0  

 
 

ASSIM_3 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 4 2.9 2.9 2.9 

2.00 61 44.2 44.2 47.1 

3.00 35 25.4 25.4 72.5 

4.00 21 15.2 15.2 87.7 

5.00 17 12.3 12.3 100.0 

Total 138 100.0 100.0  
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ASSIM_4 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 5 3.6 3.6 3.6 

2.00 54 39.1 39.1 42.8 

3.00 39 28.3 28.3 71.0 

4.00 28 20.3 20.3 91.3 

5.00 12 8.7 8.7 100.0 

Total 138 100.0 100.0  

 
 

Appendix 98: Frequency distribution of Assimmilation in T2 

 
ASSIM_1 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 6 4.3 4.3 4.3 

2.00 70 50.7 50.7 55.1 

3.00 40 29.0 29.0 84.1 

4.00 14 10.1 10.1 94.2 

5.00 8 5.8 5.8 100.0 

Total 138 100.0 100.0  

 
 

 
ASSIM_2 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 3 2.2 2.2 2.2 

2.00 73 52.9 52.9 55.1 

3.00 41 29.7 29.7 84.8 

4.00 19 13.8 13.8 98.6 

5.00 2 1.4 1.4 100.0 

Total 138 100.0 100.0  
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ASSIM_3 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 4 2.9 2.9 2.9 

2.00 83 60.1 60.1 63.0 

3.00 31 22.5 22.5 85.5 

4.00 13 9.4 9.4 94.9 

5.00 7 5.1 5.1 100.0 

Total 138 100.0 100.0  

 
 
 

ASSIM_4 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 3 2.2 2.2 2.2 

2.00 86 62.3 62.3 64.5 

3.00 29 21.0 21.0 85.5 

4.00 13 9.4 9.4 94.9 

5.00 7 5.1 5.1 100.0 

Total 138 100.0 100.0  

 
 
 
Appendix 99: Frequency distribution of integretion in T1 

 
INTEGR_1 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 6 4.3 4.3 4.3 

2.00 60 43.5 43.5 47.8 

3.00 31 22.5 22.5 70.3 

4.00 33 23.9 23.9 94.2 

5.00 8 5.8 5.8 100.0 

Total 138 100.0 100.0  
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INTEGR_2 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 9 6.5 6.5 6.5 

2.00 52 37.7 37.7 44.2 

3.00 37 26.8 26.8 71.0 

4.00 19 13.8 13.8 84.8 

5.00 21 15.2 15.2 100.0 

Total 138 100.0 100.0  

 
 

INTEGR_3 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 13 9.4 9.4 9.4 

2.00 43 31.2 31.2 40.6 

3.00 43 31.2 31.2 71.7 

4.00 25 18.1 18.1 89.9 

5.00 14 10.1 10.1 100.0 

Total 138 100.0 100.0  

 
 

Appendix 100: Frequency distribution of integretion in T2 

 
INTEGR_1 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 18 13.0 13.0 13.0 

2.00 57 41.3 41.3 54.3 

3.00 37 26.8 26.8 81.2 

4.00 18 13.0 13.0 94.2 

5.00 8 5.8 5.8 100.0 

Total 138 100.0 100.0  

 
 

 

 

 



398 
 

INTEGR_2 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 9 6.5 6.5 6.5 

2.00 68 49.3 49.3 55.8 

3.00 34 24.6 24.6 80.4 

4.00 24 17.4 17.4 97.8 

5.00 3 2.2 2.2 100.0 

Total 138 100.0 100.0  

 
 

INTEGR_3 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 18 13.0 13.0 13.0 

2.00 56 40.6 40.6 53.6 

3.00 38 27.5 27.5 81.2 

4.00 21 15.2 15.2 96.4 

5.00 5 3.6 3.6 100.0 

Total 138 100.0 100.0  

 
 

Appendix 101: Frequency distribution of separation in T1 

 
SEP_1 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 10 7.2 7.2 7.2 

2.00 79 57.2 57.2 64.5 

3.00 28 20.3 20.3 84.8 

4.00 13 9.4 9.4 94.2 

5.00 8 5.8 5.8 100.0 

Total 138 100.0 100.0  
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SEP_2 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 9 6.5 6.5 6.5 

2.00 75 54.3 54.3 60.9 

3.00 32 23.2 23.2 84.1 

4.00 14 10.1 10.1 94.2 

5.00 8 5.8 5.8 100.0 

Total 138 100.0 100.0  

 
 

SEP_3 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 15 10.9 10.9 10.9 

2.00 64 46.4 46.4 57.2 

3.00 36 26.1 26.1 83.3 

4.00 12 8.7 8.7 92.0 

5.00 11 8.0 8.0 100.0 

Total 138 100.0 100.0  

 
 

Appendix 102: Frequency distribution of separation in T2 

 
SEP_1 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 4 2.9 2.9 2.9 

2.00 42 30.4 30.4 33.3 

3.00 32 23.2 23.2 56.5 

4.00 38 27.5 27.5 84.1 

5.00 22 15.9 15.9 100.0 

Total 138 100.0 100.0  
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SEP_2 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 3 2.2 2.2 2.2 

2.00 50 36.2 36.2 38.4 

3.00 27 19.6 19.6 58.0 

4.00 38 27.5 27.5 85.5 

5.00 20 14.5 14.5 100.0 

Total 138 100.0 100.0  

 
 

SEP_3 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 1 .7 .7 .7 

2.00 44 31.9 31.9 32.6 

3.00 32 23.2 23.2 55.8 

4.00 40 29.0 29.0 84.8 

5.00 21 15.2 15.2 100.0 

Total 138 100.0 100.0  

 
 

Appendix 103: Frequency distribution of marginalisation in T1 

MAR_1 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 18 13.0 13.0 13.0 

2.00 84 60.9 60.9 73.9 

3.00 30 21.7 21.7 95.7 

4.00 5 3.6 3.6 99.3 

5.00 1 .7 .7 100.0 

Total 138 100.0 100.0  
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MAR_2 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 15 10.9 10.9 10.9 

2.00 92 66.7 66.7 77.5 

3.00 26 18.8 18.8 96.4 

4.00 4 2.9 2.9 99.3 

5.00 1 .7 .7 100.0 

Total 138 100.0 100.0  

 
 

MAR_3 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 26 18.8 18.8 18.8 

2.00 70 50.7 50.7 69.6 

3.00 35 25.4 25.4 94.9 

4.00 6 4.3 4.3 99.3 

5.00 1 .7 .7 100.0 

Total 138 100.0 100.0  

 
 

 

Appendix 104: Frequency distribution of marginalisation in T2 

 

 

 
MAR_1 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 15 10.9 10.9 10.9 

2.00 92 66.7 66.7 77.5 

3.00 22 15.9 15.9 93.5 

4.00 6 4.3 4.3 97.8 

5.00 3 2.2 2.2 100.0 

Total 138 100.0 100.0  
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MAR_2 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 26 18.8 18.8 18.8 

2.00 70 50.7 50.7 69.6 

3.00 34 24.6 24.6 94.2 

4.00 7 5.1 5.1 99.3 

5.00 1 .7 .7 100.0 

Total 138 100.0 100.0  

 
 

 
MAR_3 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid 1.00 18 13.0 13.0 13.0 

2.00 84 60.9 60.9 73.9 

3.00 28 20.3 20.3 94.2 

4.00 5 3.6 3.6 97.8 

5.00 3 2.2 2.2 100.0 

Total 138 100.0 100.0  

 
 

 

 

 

 

 


	Author’s declaration
	Abstract
	Acknowledgements
	Table of Contents
	Glossary of term and acronyms
	Chapter 1. Introduction
	1.1 Background
	1.2 Research rational
	1.3 Aims and objectives of the study
	1.4 Research limitations
	1.5 Overview of the research structure

	Chapter 2. Literature review
	2.1 Introduction
	2.2 Defining motivation
	2.3 Selecting a plausible and easily applicable motivational theoretical framework.
	2.3.1 SDT and its central tenets.
	2.3.2 SDT and its three constructs
	2.3.2.1 Competence
	2.3.2.2 Positive feedback and Intrinsic Motivation
	2.3.2.3 Negative feedback and Intrinsic Motivation
	2.3.2.4 Autonomy
	2.3.2.5 Relatedness

	2.3.3 Organismic Integration Theory
	2.3.4 Issues related to learning autonomy
	2.3.5 Relatedness and educational context
	2.3.6 Competence and educational context
	2.3.7 Autonomy and educational context
	2.3.8 Motivation and educational context

	2.4 Acculturation defined
	2.4.1 Types of acculturation
	2.4.2 Developmental Model of Intercultural Sensitivity
	2.4.3 Concept of ‘Face’
	2.4.4 Berry’s model
	2.4.5 Conditions for acculturation
	2.4.6 Psychological acculturation and culture shock
	2.4.7 Adaptation phases
	2.4.8 Acculturation framework
	2.4.9 Critique of Berry’s model
	2.4.10 Acculturative stress in education
	2.4.11 Strategies of acculturation in education
	2.4.12 Individual level of acculturation
	2.4.12.1 Academic life adjustment
	2.4.12.2 Social life adjustment
	2.4.12.3 Daily life adjustment


	2.5 Depression

	Chapter 3. Research Methodology
	3.1 Philosophical reasoning
	3.1.1 Ontology
	3.1.2 Epistemology
	3.1.3 Philosophical underpinning

	3.2 Mixed Methods (DUAL vs QUAN)
	3.3 Insider and outsider positioning
	3.3.1 Continuum in action
	3.3.2 Myself and the continuum

	3.4 The design of the study
	3.4.1 Typology

	3.5 Data collection
	3.5.1 The research population
	3.5.2 Sampling techniques
	3.5.3 Pilot study
	3.5.4 The main data collection
	3.5.5 Methods
	3.5.5.1 Instrumentation


	3.6 Validity and reliability of quantitative data
	3.6.1 Validity of quantitative data
	3.6.1.1 Face validity
	3.6.1.2 Content validity
	3.6.1.3 Criterion validity
	3.6.1.4 Construct validity
	3.6.1.5 Method of extraction
	3.6.1.6 Method of rotation
	3.6.1.7 Extraction of variables

	3.6.2 Reliability of quantitative data
	3.6.2.1 Test-retest reliability
	3.6.2.2 Internal consistency reliability


	3.7 Multicollinearity and its issue
	3.8 Data analysis procedures and techniques
	3.8.1 Descriptive statistics
	3.8.2 Cross tabulation, Person chi-square test statistics
	3.8.3 Wilcoxon Signed-Rank test
	3.8.4 The Mann-Whitney U test


	Chapter 4. Results
	4.1 Gender and Depression
	4.1.1 Correlating student’s gender with Depression (T1)
	4.1.2 Correlating student’s gender with Depression (T2)
	4.1.3 Students experience in relation to depression

	4.2 Constructs’ changes over time
	4.2.1 Amotivation
	4.2.1.1 Pouring petrol on to the fire

	4.2.2 External regulations
	4.2.2.1 To make parents happy

	4.2.3 Introjected regulations
	4.2.3.1 Students’ views

	4.2.4 Identified regulations
	4.2.4.1 Students’ identified motives

	4.2.5 Professional goals
	4.2.5.1 Studying abroad to develop professional abilities

	4.2.6 Academic goals
	4.2.6.1 Students’ views on academic reasons

	4.2.7 Personal goals
	4.2.7.1 Students’ views on personal goals to study

	4.2.8 Integrated regulations
	4.2.8.1 Integrating motives, students’ perspective

	4.2.9 Internal regulations
	4.2.9.1 Intrinsic regulations and students’ experience

	4.2.10 Competence
	4.2.10.1 Development of students’ competence

	4.2.11 Autonomy
	4.2.11.1 Autonomy and students’ experience

	4.2.12 Relatedness
	4.2.12.1 Students’ perception towards relatedness

	4.2.13 Acculturation to academic life
	4.2.13.1 Students’ adjustments to academic life

	4.2.14 Acculturation to social life
	4.2.14.1 Students’ development of social interactions

	4.2.15 Acculturation to daily life
	4.2.15.1 Students experience on a daily bases

	4.2.16 Perception of their language
	4.2.16.1 Students’ self-reported perception of their English

	4.2.17 Perception of English people
	4.2.17.1 What do they really think of the English?

	4.2.18 Assimilation strategy
	4.2.18.1 Assimilation and students’ views

	4.2.19 Integration strategy
	4.2.19.1 Integration in practice

	4.2.20 Separation strategy
	4.2.20.1 Separation and students experience

	4.2.21 Marginalisation strategy


	Chapter 5. Discussion and recommendations
	5.1 Overview of the main findings
	5.2 Socio-cultural adjustment
	5.2.1 Academic life
	5.2.2 Daily life
	5.2.3 Social life

	5.3 Strategies of acculturation
	5.4 Depression
	5.5 Students’ motivational changes
	5.6 Contribution to knowledge
	5.7 Personal reflection
	5.8 Recommendations
	5.7 Limitation of the project
	5.8 Future of the research and its impact

	References
	Appendixes
	Appendix A. Questionnaire
	Appendix B Consent
	Appendix C Statistical Analysis

	Front cover.pdf
	Blank Page




