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Abstract

Emerging adulthood is a distinct developmental estdgat follows adolescence and
precedes adulthood. This stage is regarded as @ ainpossibility, instability, identity
exploration, self-focus, and feeling in-betweenews of the future are also prominent. In this
study, the dimensions of emerging adulthood andvibes of the future of emerging adult
students were studied. South African universities extremely diverse, and the student
population consists of students with parents whoewsivileged to attend higher education
(continuous-generation students) and students whersats could not attend university (first-
generation students). Gender was also considerethign study by investigating how

experiences of emerging adulthood of males and |esahffer.

This study followed a mixed-methods research aprol the quantitative section of
the research, 1452 students of the University effftee State between the ages of 18 and 25
completed an online survey. Data were analyseddgnsiof multivariate analysis of variance.
In the qualitative section of the research, patinis were purposively recruited for focus

group discussions, which were analysed using theraaalysis.

It was found that first-generation students expegethe dimensions of emerging
adulthood more intensely than their continuous-gaien peers do and seem to be more
positive about their future. Female students expee the dimensions of emerging adulthood
more intensely. In the qualitative themes, it waglent that many similarities are found
between first-generation and continuous-generaiodents. Among some of the similarities
are how both groups identify with the developmestabe of emerging adulthood and how
they view it as an unstable stage with many unceigs. However, university poses greater
challenges to first-generation students compardaeio continuous-generation peers. Some of
these challenges include facing pressure from htamgerform academically, not having
financial support from home, and having a senseggonsibility to “pay back” in life. First-
generation students also experience difficultiegh adapting to university life, as they have no
knowledgeable other at home who has university kapee. Although these challenges exist,
students were still very optimistic about theirtieg education experience and their future.

This study contributes to the research field of ymg adulthood by extending research

that mostly has been done in Western societiesigvaloping country, South Africa.
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Opsomming

Ontluikende volwassenheid word vandag ’'asontwikkelingsfase erken wat na
adolessensie en voor volwassenheid plaasvind. ididake word gesien ds tyd van
moontlikhede, onstabiliteit, identiteitsontdekkingself-fokus en “tussen-in  voel”.
Toekomsbeskouings is ook prominent in hierdie fasénierdie studie was die aspekte van
ontluikende volwassenheid asook die toekomsbesgeuian hierdie lewensfase ondersoek.
Suid-Afrikaanse universiteite is uiters divers ea studente-bevolking bestaan uit studente
met ouers wat hoér onderrig kon ontvang (deurlopgederasiestudente) en studente met
ouers wat geen hoér onderrig kon ontvang nie @geserasiestudente). Geslagsverskille was
ook oorweeg gedurende hierdie navorsingstudie diewerskille tussen manlike studente en

vroulike studente se ervarings van ontluikende askenheid te ondersoek.

Hierdie studie het varnn gemengdemetodebenadering gebruik gemaak. In die
kwantitatiewe afdeling van hierdie studie het 14&&lente tussen die ouderdom van 18 en 25
aan die Universiteit van die Vrystadt, aanlynopname voltooi. Die data was volgens
meerveranderlike variansie-ontleding ontleed. mldvalitatiewe afdeling van die studie was
deelnemers doelgerig vir fokusgroepbesprekingsegwiftseer en deur middel van tematiese

ontleding ontleed.

Die bevindinge het gewys dat eerstegenerasiesiiadbatdimensies van ontluikende
volwassenheid met hoér intensiteit as hul deurldpganerasie-medestudente ervaar en dat
eerstegenerasiestudente meer positief oor hulleoto® is. Vroulike studente ervaar die
dimensies van ontluikende volwassenheid met haénsiteit. In die kwalitatiewe temas was
dit duidelik dat vele ooreenkomste tussen eerstgsie- en deurlopendegenerasiestudente
bestaan. Beide groepe identifiseer met die ontvitkgefase van ontluikende volwassenheid
en beskou dit as fase wat onstabiel is en baie onsekerhede inhowetsiteitslewe hou egter
meer uitdagings in vir eerstegenerasiestudenteligelyking met hul deurlopendegenerasie-
medestudente. Sommige van die uitdagings wat gersteasie-studente ervaar, sluit druk van
hul families om te presteer, geen finansiéle ornidarsng van hul families nie, ein
verantwoordelikheid om “terug te gee”, in. Eerstegyasiestudente ervaar ook uitdagings met
aanpassing aan die universiteit, siende dat heks @uers met universiteitservaring het nie.
Alhoewel hierdie uitdagings bestaan, is studenteeds baie optimisties oor hulle

hoéronderwyservaring en hulle toekoms.

viii



Hierdie studie dra by tot die navorsingsveld vartludkende volwassenheid deur
navorsing, wat grotendeels in Westerse samelevgadsen is, uit te brei riaontwikkelende
land, Suid-Afrika.

Sleutelwoordeontluikende volwassenheid, sienings van die toekasrstegenerasie,

deurlopendegenerasie, geslag
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Chapter 1: Overview and Rationale of the Study

“Diversity is about all of us, and about us havitgfigure out how to walk through this

world together” — Jacqueline Woodson

In South Africa (SA), student populations are ueigconsidering the uniqueness of the
country. Students from diverse backgrounds andimsgdtare found at institutions, where they
learn and live together. First-generation and camtus-generation students are two categories
that exist among student populations at univessilae to their diverse backgrounds. In
general, students find themselves in the emergingitaood (EA) developmental stage, which
is characterised by certain dimensions experieresgukcially in a higher education (HE)
environment. Research involving students who aréher development stage of emerging
adulthood is found globally. However, research agnBA student populations is limited in
SA. This study was aimed at exploring studentst@gtions of EA and the experiences of this
stage among different generational and gender grdapthis chapter, the rationale for the
present study, the theoretical framework, and #search design and methods used are

presented. This is followed by a delineation of¢hapters and a chapter summary.
1.1 Context and Rationale of the Study

The theorist Jeffrey Arnett was the first to propasnew developmental concept called
“emerging adulthood”, which describes the developt@lestage of an 18- to 25-year-old
person (Arnett, 2000a, 2000b, 2004a, 2004b). Adogrtb Arnett (2010), this life stage is a
distinct and unique period that entails import#&etéhanges and decisions. Individuals in their
EA years feel they have not entirely reached adolthyet and state that they feel caught in
between adolescence and adulthood (Arnett & Walk@i5). EA consists of five primary
components, namely the age of instability, the @fgpossibilities, the age of self-focus, the
age of feeling in between, and the age of idemtigloration (Arnett, 2000a). Having a view
of the future is also considered a characteridtiEAy, as important life choices take primacy
during this stage (Arnett, 2014).

Even though the theory of EA is accepted widelye(§y2015), it has been criticised
widely as a theory that does not apply across géseultural and social groups (Arnett, 2015a,
2016a). Therefore, it was deemed necessary to dddyn a developing country, more

specifically in the SA context. Because of the ueitjistory of SA, EAs live in a very different



SA than was known formerly. The EA theory, introdddy Arnett (2000a), was used as a
framework for the current study. Arnett (2016awseEA as a developmental stage that applies
broadly to diverse EA populations from varying s@aonomic status (SES) backgrounds.
However, Arnett (2015b) states that research irigheé of EA is focussed on Americans from
middle-class groups, and he emphasises the neszskarch in countries with diverse cultures.
In this study, Arnett’s theory was applied to a endiverse HE setting, hamely the South
African HE student populations. It is importanstady these dimensions among EAs, as they
lie central to this stage among individuals fromeas social classes and backgrounds (Arnett,
2014). With a view of the future also being regards a central characteristic of EA, it was
necessary to study this phenomenon among EAs ito SAderstand their HE experiences and

EA experiences better.

Many HE institutions in SA are struggling to ackneglge and facilitate the difficulties
students experience when going to university (Non20d 7). Non-traditional student groups
have become the object of great attention in resestvout HE (Wildhagen, 2015). These non-
traditional students include ‘first-generation stots’ (Wildhagen, 2015), who are students
with parents who have had no HE experience. In &4teat number of students who enter
university are first-generation students (FGSsinfteackgrounds with a low SES (Heymann
& Carolissen, 2011). Most HE institutions in SA bdveen operating under the assumption
that FGSs will be able to adapt to HE and perfocadamically as their continuous-generation
peers do (Nomdo, 2017). Unfortunately, high failtakes among FGSs in SA prove that these
students are ill equipped to adapt to HE and deti ®all the academic challenges that
university entails (Nomdo, 2017; Scott, Yeld, & ey 2007).

Not enough is known about the characteristics amdtioning of diverse EA student
group populations in the SA context (Badenhorst &, 2013; Heymann & Carolissen,
2011), and gender differences among EAs seem yoaezaoss countries (Crocetti et al., 2015).
Therefore, it was deemed necessary to study therdilmns of EA and views of the future

among SA student populations from different genenal and gender groups.

Therefore, the aim of this study was to exploredshis’ perceptions of EA and the
experiences of this stage among different generalt@nd gender groups. To achieve this aim,

the following research questions were investigated:



1.  Are there significant differences in the dimensi of EA and views of the future

of first-generation students (FGSs) and continugerseration students (CGSs)?

2. Are there significant differences in the dimensi of EA and views of the future

of male and female students?
3. How do FGSs and CGSs experience the dimensida&d
4. How do FGSs and CGSs perceive their future?
1.2 Research Design and Methods

A concurrent or parallel form (Mertens, 2010) oé tmixed-methods research design
(Hadi & Closs, 2016; Tashakkori & Creswell, 200@sisting of a quantitative section and a
gualitative section was utilised to reach the afrtihis study. A prominent strength of a mixed-
methods approach is that it is considered moreflogmetrustworthy, and relevant than using
approaches separately (Creswell, 2009). Mixed-ntethsearch assists in acknowledging the
importance of context in a certain study togethig vocussing on attaining multidimensional
results that entail both lived experience and magei (Greene, 2008). This form of research
results in rich understanding of complex concedtriper, 2011). It also assists the researcher
to recognise the general and particular when shggdgonstructs in a certain field (Greene,
2008). For the reasons mentioned above, this apprwas deemed most suitable to study the
constructs of this study. The concepts that werdiadl in this research were the dimensions

of EA and views of the future of different geneoatl and gender groups.

Students of the University of the Free State, betwthe ages of 18 and 25, formed the
population of interest. In the quantitative sectioh the research, a non-probability,
convenience sampling method was used. Participaets recruited by means of an e-mail
invitation that linked participants to an onlinengy to complete. In the qualitative section of
the study, a nested sampling procedure (Merten$Q)2@as utilised to sample students

purposively, based on their biographic informatitantake part in focus group discussions.

Self-report measures were used during the quawmétaéction of this study and included
a biographic questionnaire, therentory of Dimensions of Emerging Adulthood —rS8Rorm
(IDEA-8) (Baggio, Iglesias, Studer, & Gmel, 2015), and\ies of the Future Questionnaire



(VFQ) (Arnett, 2000b). During the qualitative sectidntlois study, focus group discussions

were held, and a semi-structured interviewing siyés used.

Parallel mixed data analysis (Teddlie & Tashakk®@09) was used in this study. To
analyse the data for the quantitative section, chascriptive statistics were utilised.
Multivariate analysis of variance (MANOVA) was usedanalyse the data that were collected
from the questionnaires. MANOVA allows a researctwerstudy the differences between
different groups when more than one dependent haria studied (Aron, Aron, & Coups,
2009; Stangor, 2011). In the current study, MANOWAS used to determine any differences
in the experiences of EA and views of the futureomgdifferent student groups, more
specifically, whether significant differences beénd=GSs and CGSs, and between males and
females, exist. Focus group discussions were agtilpy means of thematic analysis. This
process allows the researcher to identify, analysd,report on themes that surface in a data
set and provides a rich and detailed account ofittte (Braun & Clarke, 2006).

This research was performed in an utmost ethicahma Ethical clearance was obtained
from the University of the Free State. Informed s&mt was obtained from all participants
during the quantitative and the qualitative sectiohthe study. The anonymity of participants
was respected, and the data gathered were treatédantially at all times. Participants could
withdraw from the study at any given time withonyaegative repercussions, and participants

were given contact information of counselling seegi, if the need for such services arose.

Rigour was ensured throughout this study in both duantitative and qualitative
sections. In the quantitative section of the stutlypur was ensured by adhering to the
principles of internal validity, internal relialiyi, external validity, objectivity, and reflexivity
During the qualitative section, trustworthiness \eatablished by applying the principles of
credibility, dependability, transferability, corfiability, and reflexivity.

1.3 Delineation of Chapters

Chapter 2 includes an overview of the relevantdiigre that was utilised for this study.
The main concept, emerging adulthood (EA), the dsians of this stage, and the views of the
future of EAs are conceptualised. EA in varioustesgts is discussed, and attention is drawn
to the SA context and the diverse EA student pajauis. More specifically, the diverse student
populations in SA, FGSs, and CGSs are discusseadggalifferences among EAs are also

mentioned in this chapter.



Chapter 3 consists of an overview of the methodoleged in this study. The research
aim and questions are presented, followed by aigsson of the research design and approach
that was followed. The identification of researétizipants, the sampling procedures, and the
procedures of collecting data are explained. Dagdyais for both sections is discussed, as well
as the relevant ethical aspects that had to bed=myes. Rigour and the techniques that ensure

rigour are also presented in this chapter.

Chapter 4 contains the results of both sectiorthisfstudy. The quantitative results are
presented, including descriptive and inferentiatistics. Next, the qualitative results of the
thematic analysis are presented. The themes thertgexh from the focus groups discussions
are mentioned and supported by direct quotationsaycipants. The most significant themes

that emerged are highlighted in this chapter.

Chapter 5 is a discussion of the results of thuslyst The most significant findings are
highlighted, and reference is made to how othezaneh compares to the results of this study.
Both quantitative and qualitative results are dised. Similarities and differences found
among the generational and gender groups are gigbtd and compared to other research in
the field. The unique themes that emerged and l@wvSA HE setting contributes to the
findings are mentioned. The chapter concludes awghmmary of the most significant results
of this study that correlate with the findings @fher research in the field of EA and student

research.

Chapter 6 concludes this study with a brief sumnadrthe most significant findings.
The limitations that were faced during the coursthis research and the possible reasons for
the limitations that were experienced are discusRetommendations are made for future

research in the field of EA and student development
1.4 Chapter Summary

This chapter aimed to introduce the current studgiting an overview of the rationale
and the setting of this study. Specific attentioaswdrawn to SA and the students at HE
institutions. SA, as a developing country, is irecheed of more research among EA student
populations and research on FGSs and their strsigghe research methods were discussed,
and the sampling procedures and data analysis itees used for the quantitative and
gualitative sections were mentioned. A delineatibthe chapters was presented to summarise

the aim of each chapter and give a brief overviewtat could be expected from each chapter.



Chapter 2: Literature Review

In this chapter, the aim is to give an overviewtltd literature that is relevant to the
current study. The chapter begins with a genesaludision of the theory relating to the research
topic and then conceptualises the main phenomdi®nThis is followed by a discussion of
the dimensions of this life stage and the concépiews of the future. The rest of the chapter

focuses on EA in various contexts. A chapter surgroancludes the chapter.
2.1 The Theory of Emerging Adulthood

In the following section, EA is conceptualised ateaelopmental stage, followed by an
explication of the five dimensions of this stage,identified by Arnett (2000a). After that,

views of the future of EAs are discussed.

2.1.1 Conceptualising emerging adulthoadl oday, for the majority of young people
in developed countries, the life stage of roughBytd@ 25 years of age appears to be very
different from that of people in their 30s and gd0s (Arnett, 2016a). In the past half century,
similar demographic changes took place in the lwkegoung people who live in different
developed countries (Arnett, 2000b). For examplesenyoung people attended HE, and full-
time careers were postponed together with marraagkparenthood (Arnett, 2000b, 2004b,
2016a). These demographic changes created awardribssneed to identify a new life stage
characteristic of the changes that were observedngnthese young adults in developed

countries (Arnett, 2016a). Thus, the theory of Edsvsuggested.

In the past, developmental theorists termed theldpmental stage from 18 to 25 years
of age as either late adolescence, early twerdregpung adulthood (Arnett, 2007). Several
theorists aimed to create a term for the developahstage that follows adolescence but that
is not yet considered as fully adult (Reifman, Atn& Colwell, 2007). For example, Erikson
(1968) referred to the concept of “prolonged admese”, whereas Keniston (1970) proposed
the term “youth” for this stage. The theorist JejfrArnett was the first to propose a new
developmental concept called “EA”, which has becaaevidely accepted term used to
describe the developmental stage of a (roughly)ta&5-year-old (Arnett, 2000b, 2004a,
2004b). Although Arnett originally proposed thedheof EA to apply to the 18- to 25-year
age range, he sometimes also made use of the 13-year age range (Arnett, 2016a).

However, Arnett (2016a) considers the 18 to 25 eaagjthe heart of EA. According to Arnett



(2010), this life stage is a distinct and uniqueqzkin which important life changes take place.
Arnett (2000b) states, “Having left the dependeoicghildhood and adolescence, and having
not yet entered the enduring responsibilities #iatnormative in adulthood, emerging adults
(EAS) often explore a variety of possible life diiens in love, work, and worldviews” (p.
469).

EAs respond to the question of whether they fded they have reached adulthood
already with neither yes or no, but that they rathel they have reached it in some ways but
not in others (Arnett & Walker, 2015). This gradpabcess of becoming an adult is a result of
the criteria determining adulthood, which can bgarded as gradual processes (Arnett &
Walker, 2015). The need for a stronger focus os $itage of development emerged from
societal changes and the expectations and resjldiesitithat accompany these changes. Over
the past half century, many factors have alteredniéture of development (Arnett, 2000Db).
EAs regard commitment to long-term relationshiparmage, established careers, and having
a family as some of the markers of adulthood (Mplg@07; Nelson & Barry, 2005). Full-time
careers, marriage, and parenthood seem to haveposgooned to the late twenties, which
suggests that adolescence ends much later thahirt the past (Arnett, 2010). The EA years
are considered more than just the years of vocatimaining, as EAs nowadays can explore
different fields of study, change their directiaistudy easily, and are exposed to a multitude
of possibilities for love (Arnett, 2016b). With esr changes occurring more often and paths
towards careers being unstable (Savickas et &9)2&As postpone stable careers and study
longer. As adulthood is traditionally marked as skege when people marry or have children
(Arnett & Walker, 2015), EAs, who are in a flexitdad opportunity-filled stage of life, could
view marriage and parenthood as daunting tasks.

Accepting responsibility for oneself, financial emkndence, and making decisions
independently have also been suggested as markegsldlthood (Arnett & Walker, 2015;
Nelson & Luster, 2015). The end of adolescenchasacterised by moving away from the role
of being a dependent child towards the role ofdpammindependent member of society (Arnett,
2016b). EAs are in a life stage where they havad&e decisions on their own, without their
parents’ constant guidance. They have to be sstijglined and live independently from their
parents and their homes (Pitcher, 2005). Theytase the responsibility to make independent
choices that will benefit their academic endeav@Msdipane, 2011). These responsibilities

are often too great and complicated for EAs why oetently were regarded as adolescents.



EAs experience confusion, as they are expecte@ tmdre independent, but rather still rely
heavily on parents or other people for guidancenéfy 2014). Being independent, living
independently, and accepting new responsibiliteasl®e regarded as challenging tasks for EAs
(Reifman et al., 2007); therefore, they often rent@pendent on parents or others for financial
security and guidance. Adulthood can also be posigpavhen EAs are not willing to take on

these responsibilities, or when they cannot afforde independent yet.

2.1.2 Dimensions of emerging adulthoadArnett’'s (2000a) theory of EA has five
primary components or dimensions that can be regead the developmental issues and tasks
that take primacy during the EA developmental s{&yed & Mitchell, 2013). Arnett describes
EA as the age of instability, possibilities, saltfis, feeling in between, and identity
exploration. These five distinctive features of prdposed by Arnett (2004a, 2004b) are based

on data from wide-ranging and extensive interviews.

2.1.2.1 The age of instabilityAccording to Arnett (2014), the EA years arenaetiof
excessive instability and might even be regardethasnost unstable of all the life stages.
Arnett (2014) claims that this instability is besawof all the changes that take place while EAs
explore possibilities in education, work, and los.change in itself is unsettling, and EA is
regarded as a period in which change is inevitable,characterised as an age of instability
(Reifman et al., 2007).

Many EAs might experiment with jobs, move arourmhirtemporary living situations,
or negotiate friends and romantic partners (Arrg804b). Residential mobility and exploring
romantic possibilities are fundamental to EA (SgeMlitchell, 2013). The frequent changing
of plans and circumstances causes EA to be chasstes a highly stressful stage with high
levels of uncertainty and instability (Kuwabara,doorhees, Gollan, & Alexander, 2007).
Instability can be experienced in one specific donodlife, for example work, or as a general
feeling during EA (Syed & Mitchell, 2013). In adidinh to the joys of transition, it is likely that
EAs will also experience some aspects of transd@mnegative and less pleasurable (Reifman
et al., 2007).

2.1.2.2 The age of possibilitiegccording to Arnett (2014), EA is mostly a timé o
challenges and struggle; however, it is also rezfhrals a remarkable optimistic time of a
person’s life. EA is considered an age of possiedibecause it seems to be a time of life when

individuals are optimistic about their life partagfriends, careers, opportunities and other



available commitments or causes (Reifman et aD7R0As these possibilities are explored,
EAs accept more responsibility and independence thay did during their younger years

(Reifman et al., 2007). Still, the amount of indegence they enjoy is not associated with the
major responsibilities found in adulthood. Therefathe possibilities seem endless (Waters,
Carr, & Kefalas, 2011).

EAs also often are in a life stage where therecgss to unlimited information, multiple
options for career paths, and a greater chanceingjlexposed to diverse cultures and social
settings (Steyn, 2016). All of these aspects coutei to EA being a time filled with

possibilities in work and relationships.

2.1.2.3 The age of self-focu3 he qualities of greater independence and redpibtys
also relate to another dimension, called self-foéusett (2004a) describes this dimension as
how individuals’ attention is focussed on themsglae they acquire the skills, knowledge, and
self-understanding that are essential for adulthdbds independence and self-focus come to
an end when one becomes committed to others, $tarine by marriage and children (Syed &
Mitchell, 2013).

As parenthood and marriage are more prevalentarate twenties nowadays, people
have relatively few obligations to others, whiclugas them to be more self-focussed (Arnett,
2014). While adolescents have to rely on adultsaie decisions for them and adults again
have to consider others when making decisions, A& the freedom and ability to make
decisions focussing only on themselves (Syed & Milic 2013). This emphasises the

characteristic dimension of self-focus in this depenental stage.

Being oriented to others may be more evident antohg than was thought previously
(Skulborstad & Hermann, 2016), and more attenti@as been given to studying EAS’
orientation towards others. Although EA has beensimered a “narcissistic” life stage in
which EAs are labelled as “Generation Me” due therease in narcissistic traits and
selfishness (Twenge & Foster, 2010), Arnett (2@i8isses this notion by proving that EAs
do not score higher on narcissistic traits thary td in the past. Arnett (2013) even goes so
far to say that this group should be labelled asri€ation We”, as they are a “generous
generation” who can greatly improve the state & World. Although it is common in

individualistic cultures to be self-oriented thriwagit adulthood, focusing on others and social



evaluation requires greater effort and is consuler®re virtuous than self-evaluation in

identity exploration (Skulborstad & Hermann, 2016).

2.1.2.4 The age of feeling in betweehhe majority of EAs believe they have moved
on from adolescence but have not reached propdthadd yet which leads to this life stage
being characterised as the age of feeling in betW&mett, 2001). Feeling in between can be
caused by insufficient attainment of self-suffi@gmvhen EAs continue to rely on their parents
or others (Arnett, 2014). However, some compleself-sufficient EAs also believe they have
not reached adulthood yet (Arnett, 2014). This sstgythat feeling self-sufficient will not
diminish the feeling of being in between, whictcharacteristic of EA. This dimension most
likely stems from the dimensions of the age ofabsity, self-focus, and identity exploration

and can be considered as the simplest of all tnemkions (Syed & Mitchell, 2013).

2.1.25 The age of identity explorationin Erikson’s (1950) theory, identity
development and adolescence are associated, lay, tontity development is regarded as
more prominent in EA (Arnett, 2014). Although adsence marks the beginning of identity
development, identity issues are more intense dugih as these issues escalate due to major
life choices that have to be made (Arnett, 20084,52). During the psychosocial moratorium
described by Erikson (1968), which takes placerdulate adolescence, a person can try on
several identities before committing to one speddentity. EA is the age of exploring one’s
identity (Reifman et al., 2007), as this stage |so aoften regarded as late adolescence.
Therefore, identity formation and the deepeningidgntity processes that began during
adolescence are of cardinal importance (Evans gyofauido, Patton, & Renn, 2010; Jones &
Abes, 2013), even in EA. This dimension is viewsdhe most central aspect of the EA life
stage (Arnett, 2004b), and some argue that alhefdther dimensions can be regarded as
characteristics of the identity development pro¢&sygd & Mitchell, 2013).

2.1.3 Views of the future In a time balanced by instability and possibjliBAs
are in the process of constructing the qualitymetdire of their future. Their views of the
future, including study and career prospects, petiscelationships, and quality of life
become important topics of reflection (Arnett, 2BCEAs have the desire to imagine
their future and think beyond their present lifeisfibp & Willis, 2014). In fact,
ruminating about the future is considered cenwahuman life (Arnett, 2000a, 2014);
therefore, EAsS’ views of the future can be regardsdan important aspect of their
developmental stage. For many, this stage is ctearsed by important questions
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regarding the future and speculating what life fo@k like years ahead (Arnett, 2014).
Therefore, in essence, EA and important life chome interconnected (Arnett, 2014).
This seems like a valid statement, as people agidelen 18 and 25 still have the major
part of adult life ahead of them.

Even though EAs are somewhat concerned about tHd ewd its current state, they are
mostly optimistic about their future (Bishop & W& 2014). EAs are optimistic about their
future because of having many possibilities ancefloee seem to be confident in reaching their
dreams (Waters et al., 2011). The majority of #gie group also believe that they will achieve
what they want in life; consequently, most EAs assuhat their future will be more positive
than their parents’ lives are (Arnett & Schwab, 20More specifically, EAs consider their
financial standing, career successes, relationsmpistheir ultimate quality of life as more
optimistic compared to those of their parents (An2000a). Arnett and Walker (2014)
indicate that 77% of the EAs in their study vievtbadir future as more promising than their
parents’ lives. Compared to EAs from high socioeroit status (SES) backgrounds, EAs who
come from low SES backgrounds to an even greatentkelieve that their future will be
better than their parents’ lives (Arnett, 2000a).

2.2 Emerging Adulthood in Developing Countries

In the following section, debates regarding theliappon of the theory of EA in
developed and developing countries of the worlddiseussed. SA, as a developing country
with specific historical challenges, is considerdthe section aims to make connections
between the theory of EA and the unique SA context.

2.2.1 Debates regarding emerging adulthood in deading countries Although EA
is now considered a widely accepted life stageoés not necessarily indicate a universal life
stage (Syed, 2015) as it emerged in industrialssaeties where specific socioeconomic
changes took place (Arnett, 2000b, 2011). This ldgweental stage has also been studied
predominantly in developed countries and more $ipally among middle-class Americans in
America (Arnett, 2015a). Thus, the theory of EA bhagn criticised widely as a theory that
does not apply across all cultural groups and soldases (Arnett, 2015a, 2016a). In fact, one
of the debates among theorists surrounding EA istér or not the theory applies to young

people across different SES backgrounds (Arnetbegl Hendry, & Tanner, 2011; Silva,
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2013). It can be problematic when researchers géserabout EA, especially when one is

interested in the study of EAs in developing coiestr

According to Arnett (2016a), critics are of therpn that it applies only to the middle-
and upper-class youth who attend university, aranftially supported by their parents, and
experience leisure and freedom that the workingscta poor seldom have the opportunity to
experience. Also, Furstenberg (2010) and Silva 320dfer to critics who argue that youth in
the middle and upper classes can afford to expsziem period of self-focus, identity
exploration, and endless possibilities. In conttaghis, following adolescence, people from
the lower social class experience a life stagehpossibilities but rather of struggling to earn

a decent income to make a living (Furstenberg, 28il@a, 2013).

Arnett (2016a) responds to these criticisms by eatigg that such statements are often
a misinterpretation or distortion of the EA thedre (Arnett, 2016a) mentions that his original
work stressed the importance of considering fadikessocial class when studying EAs and
that enough similarity is found across social @astw apply the theory widely. , Arnett’s
(2004b) theory was based on a sample from a witgeraf social class backgrounds. In even
earlier work, Arnett (2000b) prides himself in tfaet that the theory would draw specific
attention to individuals who do not attend HE. Matgmmonalities are also found in the
experiences of EA across different social classeshe United States (Arnett, 2016a).
Therefore, according to Arnett (2014), EA is mostltime of challenges and struggle across
different social classes.

The five dimensions of EA, which were never saibéauniversal features, are based on
research conducted among EAs in America from deveegions, ethnicity, social class and
SES backgrounds (Arnett, 2004b). This researclcatds that enough similarity was found
across different social contexts and that EA cduddapplied to the age group as a whole in
America and therefore across the United States. (8&3ing that the US has the starkest social
class differences and greatest levels of inequafigil developed countries (Malik, 2014), the
features most likely are also applicable to marheoteveloped countries across the world
(Arnett, 2016a). EAs from lower social class areremore likely to perceive their future as
more optimistic compared to their higher socialsslgeers (Arnett & Walker, 2014).
Therefore, EA can be applied comfortably acrossediht social class groups in most
developed countries, as many forms of the expegené EA are likely to be found across
different social classes, cultures, genders or egkgions (Arnett, 2011).
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As mentioned previously, SES is considered a agpkect of the study of EA and should
always be considered (Arnett, 2016b). EA shoulddgarded as a cultural theory (Arnett,
2011), as it is formed by various aspects like eoans, ethnicity, class, religion, and gender
(Syed, 2015). For EAs from both the lower and nedchss, the EA years are characterised
by exploring different identities in work and lowand ultimately moving toward stable
commitments. For both groups, these years are cieaised by instability because of frequent
changes (Arnett, 2016a). High hopes for the futame found among EAs from different
socioeconomic groups, even though the reality atess for those with less educational
experience is less promising (Arnett, 2016a). Tthesexperiences of EA go beyond developed
countries. Therefore, it is important to exploree thultural and social aspects of this
developmental stage (Arnett & Walker, 2015). Thie Istage can be a useful tool in
understanding development only if it is rooted udtwral, historical, and social contexts
(Arnett, 2016a).

2.2.2 South Africa as a developing countryAs a developing country, SA is known
as a country rich with diversity, specifically witbgard to race, culture, ethnicity, language,
and religion. In the following section, some of #wpects that contributed to the unique SA

context are discussed, as well as how this coimilyences EAs in the country.

Unfortunately, SA is known as one of the most uéqgauntries in the world, which can
be explained by considering the unique SA histtgKeever, 2017). SA is characterised by
great levels of inequality and vulnerability to oty (Davids & Gouws, 2013) and is still
regarded as one of the countries with the higlees lof income inequality globally (Nomdo,
2017). Although poverty levels in SA have been pedl they remain high, and the gap
between urban and rural poverty has remained axe8lagombeyi & Odhiambo, 2015).
This inequality originated from different culturahd racial groups having different rights and
opportunities. After the victory of the National rBa(NP) in 1948, the system of racial
inequality became most established (McKeever, 20IR)s system of laws was called
Apartheid.

Apartheid was a system of legalised racial segr@gdhat upheld earlier policies of
separation by race. This legislation classifiedc&&ens into separate black, white, coloured,
and Indian racial groups who had unequal civil tsgfifhe system of apartheid benefitted the
whites as they had more access to basic resowvees better educated, and had better living
standards than all the other groups (Davids & Go@843; Lund, 2008). The Apartheid era
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resulted in unequal development of cultural gro(fipautenbach, 2010); therefore, diverse
cultures were now more diverse due to differingarfymities and resources available. After
Apartheid, the people of SA tried to not only resotonflict but also reunite as a nation
(Ludemann, 2009). The term “rainbow nation” wasnfed and used in SA to create unity

among the citizens of the country, as the histevients had greatly divided the nation.

During the Apartheid years, only a very distincbyp of individuals were allowed to
receive HE, which was not at all representativéhefdiverse SA population. In an attempt to
rectify the inequality of the past, the SA govermtiatroduced policies based on the premise
that education is one of the most critical inteti@m platforms for creating a democratic SA
(Schutz, 2010). Since then, HE has allowed EAsandigss of SES, intellect, social, or
emotional abilities, to apply and study at HE maions (Steyn, 2016). The end of the apartheid
era allowed HE and especially students of the Epufadions to become more representative
of the diverse, multicultural country (Heymann &r@Glaéssen, 2011; Strydom, Mentz, & Kuh,
2010). Because of the great diversity found in EAs are now exposed to diverse cultures
and a broadening of knowledge about the world (5t2916). Today, EAs are living in a very
different SA than was known by their parents, a&sehd of Apartheid resulted in SA youth of
different races being allowed to interact with €iffnt cultures and races of their own country
(Ferguson & Adams, 2016). However, this educatiaagansion does not diminish class
inequalities (Arum, Gamoran, & Shavitt, 2012), amadny differences can still be noted
between students from diverse backgrounds. Unfatélyy the system of old continues to
affect economic and educational inequality in SAitdormed the early achievement of a great

part of the population (McKeever, 2017).

Today, however, EAs in developing countries hawe lewfound opportunity to be
exposed to a globalised world of countries thatoses them to many different cultures,
including those of America (Arnett, 2002). Amerigation in SA is approximately twice as
prevalent as it is in Jamaica (Ferguson & Bornst2@15), which indicates that acculturation
also relies on the relative cultural influence @hérican culture in a local setting (Ferguson &
Adams, 2016). Therefore, SA culture is already mered as more westernised compared to
other developing countries; consequently, EA isveie as a developmental stage found among
18- to 25-year-olds in SA.
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The arguments above emphasise the unique circuoest&8A as a developing country
faced in the past and how this has paved the weyA@eople and more specifically, education
and EAs.

2.3 Emerging Adulthood in the Higher Education Envionment

Students, who are in the EA developmental stagedt#r2000a) are regarded as a unique
type of EA (Arnett, 2016b). Although university dents do not represent all EAs, university
is the ideal setting for EA dimensions to be exgrazed. University life creates opportunities
for personal growth (Taylor & Baxter Magolda, 201&)d identity development (Arnett,
2016b). The university environment is considergdagform where all of the dimensions of
EA are prevalent largely due to the many possieditand challenges found with regard to
professional, social and personal life (Arnett, @)1 The transition to university life is also
considered a central characteristic of EA, astthissition brings about many of the dimensions
that are characteristic of this life stage. Thestability” and “feeling in between” are two of

the dimensions that lie central to this major trtors.

Years before Arnett’s theory of EA, Chickering avidCormick (1973) proposed seven
vectors (developmental dimensions) that serve@sde for student development. The work
of Chickering and McCormick (1973) corresponds wimett's views. Chickering and
McCormick’s (1973) vectors include the following vddopmental tasks: developing
competence; managing emotions; moving through auatgn toward interdependence;
developing mature interpersonal relationships;bdistaing identity; developing purpose; and
developing integrity. These vectors and dimensafriSA seem to correlate with one another

and explain students’ experiences and developnsethiey proceed in university life.

2.3.1 Students experience instabilityEntering university is regarded as disruptive
and anxiety provoking (Conley, Kirsch, Dickson, &yBnt, 2014). University students
experience high levels of stress due to the unogytand instability they face with the multiple
adjustments from high school to HE, as well asrdpuHE towards their professional careers
(Peila-Shuster, 2016). Students find themselvesimgdvom their homes to temporary living
situations and often changing living situations.m®omight move into a residence and
thereafter move in with a friend or romantic parti@thers experiment with career possibilities
and relationships. Today's students are living imstable societies that often change

frameworks for what is acceptable and creates mgd@uichard, 2015). These HE students
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also experience a world where career paths arstaloie anymore and career changes are more

frequent (Savickas et al., 2009).

Tension is sometimes experienced on campuses lgeobds/erse student populations
from different backgrounds who understand camgadiiferently (Cross & Johnson, 2008).
The transition from being an adolescent to a usiterattending EA is associated with a
decline in psychological and social well-being amd increase in psychological distress
(Conley et al., 2014).

Instability in EA can be linked to Chickering andc®lormick’s (1973) vector of
movement from autonomy to interdependence, asdestinas to learn how to rely on others
when faced with the many uncertainties found is tiie stage. Being exposed to the diverse
student population, individuals learn how to int¢raith people from different cultures and
backgrounds and learn how to work with others a&adn from one another. They ultimately

learn to adapt to a very unstable life stage bgdeiterdependent.

2.3.2 Students have many possibilitieg\t university, EA is especially regarded as a
time when possibilities for social exploration andtural exposure are inevitable (Cross &
Johnson, 2008). The HE system is accessible, res@grand consists of the opportunity to
enrol in degree programmes that are flexible (Satait., 2007). Therefore, students can change
their field of study more easily or adjust it aatiog to their future career interests. Ultimately,
this results in students having a broader persgeatn the world, people, and all the
possibilities that are readily available (Steynl @0 In addition, participation in university life
and campus initiatives provides students with opities related to increased social and
cultural awareness, leadership development, anthaement of familial support by new

resource networks (Cross & Johnson, 2008).

Student populations have differing interests ini@pcultural, leisure, recreation, and
sporting activities and are therefore consideregrde (Cross & Johnson, 2008). Therefore,
students are exposed to a great diversity thavalfor many possibilities in social settings.
Therefore, universities can be regarded as agémtisamge in that HE empowers students to
consider new possibilities in terms of culture amerrelatedness (Cross & Johnson, 2008).
Possibility in EA corresponds with Chickering and@brmick’s (1973) vectors of developing
mature interpersonal relationships and developirggse. By making use of the opportunities

found in this life stage, an individual has the ogpnity to make a difference and ultimately
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find purpose. With the vast amount of opportunif@ssocial development, students have the

opportunity to establish multiple, meaningful redaships.

2.3.3 Students are self-focuse&tudents at university find themselves learningua
their future careers and even mastering the skiky might need to excel in certain jobs.
Students are concerned about their own acadenmdasids, as they need to pass their modules
to complete their studies. Deciding to move frommioto other residences, deciding on
romantic partners, or what careers to pursue aexamples of steps that students take. These
steps are taken without fully committing to anythior anyone (Skulborstad & Hermann,

2016); thus, students remain in a stage whereothesfis more on the self rather than on others.

To negotiate a new identity, great pressure isgalan the ‘self’ (Cornell & Kessi, 2017),
which is regarded as the part of a person’s ideftiat has to find a sense of purpose in the
world (Giddens, 1991). Students at university eigpere pride, desperation, marginalisation,
and alienation, depending on how they personabyvviniversity (Cross & Johnson, 2008).
Students at university experience a multitude o$@eal changes including changes in their
thought patterns, emotions, behaviour, values, leowd they relate to others or themselves
(Chickering & Reisser, 1993). When first-year studeovercome challenges, they experience
an increase in self-esteem (Liversage, Naudé, &&d2017) and learn from past mistakes.
For students to be able to pursue careers in tedagild of work, they need to work harder,
have greater self-knowledge and have even moredsorde than in the past (Savickas, 2012,
2013). In essence, students are required to haaegrself-knowledge and thus self-focus.
Therefore, the vectors of developing competence madaging emotions introduced by
Chickering and McCormick (1973) can be linked te ttimension of self-focus in EA. In
essence, EA is considered a time of life when aquers expected to be self-focussed to find

meaning, increase self-esteem, and become competent

2.3.4 Students feel in betweerStudents have the tendency to feel in betwedhegs
move out of their homes, do not have stable cangsrsand are still attempting to complete
HE. Adjusting to university life is said to be ddflt for most students, and factors such as
financial strain (Liamputtong, 2011) and being dtameously dependent (i.e., with regard to
finances) and independent (i.e., with regard taad)yacan exacerbate this experience. Entering
university often brings about new responsibilitiegh which students are not always familiar,
for example the freedom to choose whether or nattemd class, complete assignments, study,
and with whom to socialise (Modipane, 2011). Far tinst time in their lives, students are
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away from home and have to make their own decisipractise self-discipline, and lead an
independent life without parents monitoring theiey move and giving guidance (Pitcher,
2005). Because of this, students feel respongsibéet as adults; yet, they are still dependent
on their parents and have to adhere to their psirdatmands as well. This causes them to feel

in between.

A great responsibility to make wise choices restthe student, as inappropriate choices
may lead to poor academic performance or otheregprences (Modipane, 2011). However,
there is also a need to enjoy university life ane $ocial aspects it provides. Students are
expected to make wise choices, as adults are nitest @xpected to make, yet also enjoy the
university experience as youths with newfound fosedThus, the feeling of being in between
life stages surfaces. Therefore, feeling in betweeRkA can be linked to Chickering and
McCormick’s (1973) vector of moving from autononowards interdependence, as students
are simultaneously dependent and independent. Mdaments are forced to be autonomous
when they enter university and have these new-faesgdonsibilities. However, still being
financially dependent on parents or institutionsynm@&lp students realise how important

interdependence in societies is.

2.3.5 Students explore their identity University provides an environment that is
dynamic and consists of new social groups thatwaftr greater self-discovery and identity
development (Liversage et al., 2017). Studentstlasinselves the difficult questions Arnett
(2004b) highlights, for example, “Who am 1?” andd\M can | find fulfilment and satisfaction
in a career?” Students are expected to assimitadeaulturate into an established HE culture,
which can include changing one’s personal attrb@ross & Johnson, 2008) and ultimately
one’s identity. Having a secure sense of idensitgssociated with higher self-confidence and
learning (Mann, 2008), which are crucial aspectsstadents. Therefore, identity exploration

is not only evident among students, but is critfoaltheir success in HE.

Students are in a phase of identity exploratiorthag have to make important choices
that will affect their entire lives (Arnett, 2015@y example with regard to which careers they
will pursue, with whom they will associate, and wtteeir values will be. They will then have
to decide how these aspects will define their idiest All of these choices will form a person’s
identity, for example career identity, social idgntor personal identity. Compared with
Chickering and McCormick’s (1973) vectors, idengtyploration in EA seems to be the most
similar dimension to the vectors of establishingdentity and developing integrity.
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The arguments above indicate that students areedhde a unique life stage that is

characteristic of EA.
2.4 First-generation Students and Continuous-genet@an Students

Since the early 2000s, non-traditional student gsasuch as ‘first-generation students’
(FGSs) have become the object of heightened aitemtiHE and research (Wildhagen, 2015).
‘First-generation student’ (FGS) is a term useddéine a student who comes from a family
where neither parents nor guardians have had fueithecation after high school (Dumais &
Ward, 2010) or whose parents or guardians atterdedut did not graduate (Jehangir, 2009;
Soria & Gorny, 2012). In contrast, ‘continuous-gettien students’ (CGSs) are students who
have at least one parent or guardian who has coedplmiversity (Choy, 2001). Social class
is mediated by school and family (Weiss & Dolby12D Therefore, FGSs can be characterised
by low social class, as their parents did not atteniversity, in contrast to the ‘privileged’

CGSs who have parents who attended HE and obtaigedlification.

Owing to the socio-political climate in SA, a greatmber of students who enter
university are FGSs from a low SES background (Heaym& Carolissen, 2011). Education in
the SA democracy is specifically aimed at enabdiocess for previously disadvantaged groups
into HE institutions (Nomdo, 2017). SA legislaticeven requires HE institutions to
accommodate applicants who are part of previouslgdyantaged groups and to make every
effort to assist these students to succeed (Depattof Education, 1997). In SA, previously
disadvantaged students mostly refer to black stsd@omdo, 2017). Therefore, the term
‘previously disadvantaged student’ ‘and ‘FGS’ afteim used to refer to students whose parents

did not attend university.

Not enough is known about the characteristics andtioning of FGSs in the SA context
(Badenhorst & Kapp, 2013; Heymann & Carolissen, 120However, FGSs face more
challenges compared to CGSs and are at a greafriskpping out (Martinez, Sher, Krull, &
Wood, 2009; Strydom et al., 2010). One of thesdleges is that FGSs are usually from a
lower SES compared to CGSs (Heymann & Caroliss@hl R In SA, high levels of academic
unpreparedness and frequent failing are found amepgcially black students because of low
SES backgrounds (Nomdo, 2017). The transition froral settings to urban HE institutions
pose many challenges for students from these bagkds (Vincent & Idahosa, 2014) and
contributes to the high rate of failing. Finana#hin results in a lack of support for academic
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achievement and motivation from home and affectS$Gtudies negatively (Modipane,
2011). Because of not having financial support fleome, FGSs view HE as a way to ensure
a brighter future for themselves and their commesi(Steyn, 2016). When families and
communities make financial sacrifices for acadeopportunities, which are part of black
collectivistic culture (Van Bavel & Cunningham, Z)1 FGSs experience a sense of
responsibility to succeed (Steyn, 2016). CGSs tenaave financial support from home, as
they have a parent or parents with academic goatiins and professional careers. In the light
of the value placed on support from family, religican also be regarded as a protective factor
for students from diverse backgrounds in the HErgptCompared to white students, black
students mention religion more often when referttmgcademic experiences (Packard, 2011).
It has been found that religion, and more spedificahristianity, is a source of perseverance,
especially among FGSs (Steyn, 2016), which aggmpats the tendency found among these
students for a greater need of support. In facG$&ruggle to find a balance between being
independent, enjoying a newfound freedom, and ¢eel they still have for support (Liversage
et al., 2017).

FGSs are not as prepared for university as theis @8ers are and have different
experiences at university (Heymann & Carolissei,120In a study of black first-year students
in SA, the majority of the students experiencedeutainty, anxiety, and excitement during
their first year at university (Liversage et alQ17). A ‘culture shock’ (Thaver, 2006) is
experienced, as there is a great contrast betwe&&&’s culture at home and the university
culture. FGSs experience immense emotional traurhanwattending universities that
historically were for white privileged students {Ndo, 2017), compared to CGSs who come
from ‘privileged’ families that are familiar witthe HE setting. For FGSs at historically white,
privileged universities, the norm for academic agkment is based on white students’
achievement, which causes high drop-out rates ara@®p with no HE backgrounds (Nomdo,
2017). This reveals some unpreparedness for uiitiy@araong FGSs. The traumatic transition
from home to university often causes FGSs to natpt new sense of self to adapt to the new
HE culture (Nomdo, 2017).

Another challenge that FGSs face because of nahf¢pan immediate family member
who attended HE and who can act as a resourcdficullly understanding what is expected
of them at university level (Badenhorst & Kapp, 3DICGSs typically attend higher-quality
secondary education (Stephens, Fryberg, Markusisdoh & Covarrubias, 2012). However, a
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great contrast is found between the HE and secgmdcation systems of FGSs (Badenhorst
& Kapp, 2013). Acculturation is more likely to bei@gent among students whose parents are
more educated (Ferguson & Adams, 2016) and isfttrerenore common among CGSs. While
CGSs have academic role models to learn from, Fa®s never been exposed to role models
with academic skills or academic discipline (Ste3@1.6). The knowledge and skills typically
provided to CGSs by their parents when they enkeak¢ not available to FGSs (Liversage et
al., 2017). FGSs’ parents find it difficult to rédao their children’s struggles and experiences
at HE institutions, and FGSs often feel overwhelmgdhe new environment and the amount
of new aspects of university life to which they amposed (Liversage et al., 2017). A lack of
time management skills and a lack of self-discplare also challenges that FGSs face, as
opposed to CGSs who score higher on self-reguldtehaviour (Heymann & Carolissen,
2011).

HE is regarded as an investment for the future fainaily, a means to improve social
status (Ru-Jer, 2012), and an opportunity for peabkand financial success (Kamper & Steyn,
2011). These sentiments are clearly found amongsF@8 differ from those of CGSs, as their
families most likely have many individuals with Hjtialifications and professional careers.
Although families are mostly important support stuwes for FGSs (Gofen, 2009), family
dynamics can also cause pressure to perform aceaddéynMany FGSs experience a great and
often burdensome responsibility to succeed (Livggsat al., 2017), as they are often deemed
the ‘only hope’ for their families. The majority 61GSs make decisions based on what would
be beneficial for them and their families and aerfocussed on achieving interdependence
than independence (Stephens et al., 2012). Thaderds have the desire to ‘give back’ to their
communities. Gofen (2009) mentions the concepaofiice, where students feel pressured to
succeed and not disappoint their parents becausatpdave sacrificed many things in order
for them to attend HE.

Support from family can be regarded as a fact@ctly linked to academic performance
among FGSs. FGSs have a strong sense of respapsibwards their families or even
extended families and often have to take care ahger siblings (Steyn, 2016). This is most
likely not the case among CGSs who have parenkspritfessional qualifications who are able
to provide and care for their families. Student®ware first to enter HE, are usually the eldest
child in a family, see themselves as victors whao o@spire others to escape from their
circumstances and lead successful lives (Gofern9;266ffin, 2006). Consequently, they are
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motivated to achieve academically, view the opputyuas a privilege, and are regarded as
role models for young and old in their communi{i@geyn, 2016). This is in contrast to CGSs
who regard HE as an anticipated endeavour thaftes the ‘next step’ in their educational
paths.

Even though moving on to university is regardediiffgcult (Conley et al., 2014), it is
clear that FGSs have greater and different strggjlan CGSs have and might experience

university as more negative or more difficult taptlto.
2.5 Gender Differences in Emerging Adulthood

Gender differences regarding the dimensions of Ki8tebut vary across cultures and
countries (Crocetti et al., 2015). This emphasikedact that gender differences are prevalent
in EA, but not universally consistent. Therefotasiimportant to study gender differences in
different settings to fully understand gender paten the perceptions of EA (Crocetti et al.,
2015).

When studying gender differences with regard todingensions of EA, Reifman et al.
(2007) found that females scored higher on selfdaban males did. In a study on Austrian
EAs, significant differences in all of the dimenssowere found, with females scoring higher
than males did on each of the dimensions (Sirsobh&, Mayr, & Willinger, 2009).

The pathways to adulthood also differ between raatefemale EAs (Roberson, Norona,
Zorotovich, & Dirnberger, 2017). In Swiss and Ancan samples, male EAs followed a
general pathway of firstly pursuing HE, followed &yworking career, whereas female EAS’
pathway shifted more between school, work, and lfa@sgood, Ruth, Eccles, Jacobs, &
Barber, 2005; Widmer & Ritschard, 2009). Therefdhe, pathway to adulthood for a female
student is considered vague compared to a malergtagpathway (Sharon, 2016). However,
both female and male EAs are more likely to essaldi career identity first before committing

to romantic relationships and starting a family lfRison et al., 2017).

When considering the adjustment to university amfamgale and male EAs, similar
patterns are found for both genders during thest fyear, with only a few significant
differences (Conley et al., 2014). In addition t@eriencing the dimensions of EA more
intensely, Conley et al. (2014) report that females also more likely to experience greater

levels of psychological distress during this trdosal time than their male counterparts do.
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More recently, a study of Romanian students redelat females scored higher in the identity
exploration and self-focus dimensions, whereas snaleored higher on the remaining
dimensions (Negru, 2012). However, male EAs shoeaigr externalising behaviour and
dropout rates, and are more likely to struggle vatignitive strength aspects like coping,
compared to female EAs (Conley et al., 2014).

Females report less adult-like experiences actossdimensions of EA that can be
explained by women having less status in sociatelsmore options regarding identity, career,
and family in the past (Skulborstad & Hermann, 208®mpared to males, females are more
socially oriented, as females often define theneseiln terms of socialisations with friends and
goals that are communal in nature (Diekman & St&igp2013; Sharp, Coatsworth, Darling,
Cumsille, & Ranieri, 2007). Having all of the opt®with regard to identity, career, and family
but not having the social status of males, womesy feal greater uncertainty about their
positions as adults in today’s society (Skulborst&adHermann, 2016). Therefore, the
differences noted between female and male studmmisbe explained by social status and

gender roles.
2.6 Chapter Summary

In this chapter, the theoretical framework of tlherent research study was discussed.
EA was conceptualised as a life stage followinglegt®nce that is characterised by five
dimensions. Views of the future of EA were alsacdssed, as having a view of the future lies
central to EA and being a student. Students asnaibnfronted with questions regarding their
future and career prospects. EA in developing amsitwas then explained, with specific
reference to unique challenges in SA as a devajopountry. This was followed by the
argument that students at university are in fadcheEA life stage, as university creates the
ideal platform for the EA dimensions to be experesh FGSs and CGSs in SA and the
challenges they face at university were also dsetisThis chapter ended with a discussion of

gender differences in EA and how gender differemresaot consistent across studies.
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Chapter 3: Methodology

This chapter consists of an overview of the methaglofollowed in the current study.
Firstly, the research aim and questions relatinghto study are presented followed by a
discussion of the research design and approachirif@med this study. Thereafter, the
research participants and sampling proceduresxgtaieed, followed by a discussion of the
procedures of data collection. Data analysis isudised as it pertains to this study, as well as
the ethical aspects that were considered. The impobs employed to ensure rigour are
presented next. The chapter concludes with a chaptemary.

3.1 Research Aim and Questions

Considering the theory discussed in the previouapters, the importance of
development during EA and the need for researchrdagg the dimensions of EA, especially
among SA students (FGSs and CGSs) were apparentlifitensions of EA, as proposed by

Arnett (2000a), with special reference to viewshaf future, were highlighted.

The aim of the current study was to explore stusleperceptions of EA and the
experiences of this stage among different generaltind gender groups. To achieve this aim,

the following research questions were investigated:

1.  Are there significant differences in the dimensi of EA and views of the future
of FGSs and CGSs?

2. Are there significant differences in the dimensi of EA and views of the future

of male and female students?
3. How do FGSs and CGSs experience the dimensida&d
4. How do FGSs and CGSs perceive their future?
3.2 Research Design and Approach

To investigate the above-mentioned research quessteomixed-methods approach was
followed with questions one and two pertaininghe guantitative section and questions three

and four to the qualitative section. Mixed-methodsearch entails the collection, analysis,
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integration, and interpretation of both quantitatand qualitative data in a single study (Hadi
& Closs, 2016; Tashakkori & Creswell, 2007).

A mixed-method design results in a detailed undeding of complex concepts (Harper,
2011) and enables the researcher to explore a \natgie of research questions (Teddlie &
Tashakkori, 2006). Mixed-method research requiltes tesearcher to be an expert in
guantitative and qualitative approaches (Merte@%02and can be regarded as a daunting task
for the lay researcher. Some weaknesses of thigrdage that it can be difficult for a single
researcher to do, might be more time consumingsante form of conflict is always involved,
as methodological purists do not view the mixingnoéthods as acceptable (Johnson &
Onwuegbuzie, 2004). The fact that this approaahwadtl the researcher to manage a wider
range of questions (Johnson & Onwuegbuzie, 2004entahe best approach for this specific
study — to fully analyse and explore the experienoé EA as they relate to different
generational and gender groups. In this study,qieentitative data provided information
regarding the statistical trends in the dimensioihEA and views of the future of male and
female FGSs and CGSs, while the qualitative dateiged rich data regarding the experiences

of students as EAs.

A concurrent mixed-method design, also referredsta parallel form design (Mertens,
2010) was utilised in this study, consisting of aamitative section (utilising a self-
administered online survey), followed by a qualMatsection (with semi-structured focus
group discussions). A concurrent mixed-method daesansists of two independent, separate
processes that are shaped by the specific resgaestions for the quantitative section and the
gualitative section respectively (Teddlie & Tashakk2009). Because concurrent research
designs allow sections to occur either with someetlapse or simultaneously (Cronholm, &
Hjalmarsson, 2011), data gathering in the two eastiof this study could proceed

independently.
3.3 Research Participants and Sampling Procedures

A specific subgroup of the EA population, namelydents between 18 and 25 years of
age, was of interest to this study. This populateas of importance, as Arnett (2000a)
describes the EA period as a developmental staga wleople explore various identities,
possibilities, and future perspectives. Howeveneir (2015b) admits that research on EA is

more focussed on middle-class Americans and theretis a need for more research in

25



countries representing diverse cultures. In additto this, the rapidly changing HE
environment (Heymann & Carolissen, 2011) providesilé ground for this exploration.
Therefore, undergraduate students of the Universityhe Free State in their EA years
constituted the population of interest. Male anudée students, as well as FGSs and CGSs,
between the ages of 18 and 25 were included. Staifiem all faculties, gender groups, and
racial groups were included. Students younger fl@and older than 25 were excluded from

the study.

3.3.1 Quantitative sampling procedure In the quantitative section of the research,
non-probability, convenience sampling was used.-piatability sampling implies that the
probability of a participant being selected fortady is unknown (Acharya, Prakash, Saxena,
& Nigam, 2013). Convenience sampling refers torttethod of selecting a sample based on
the availability of the group (Stangor, 2011). #shbeen found that this method is the most
popular sampling method in quantitative researslt,ia efficient, convenient, and inexpensive
(Acharya et al., 2013; Wilson & Maclean, 2011). Hwer, some limitations to the method
also exist, including the uncontrollability of biasd variability, as well as the fact that results
cannot be generalised to populations beyond th@lsaicharya et al., 2013). Although these
limitations exist, this method was deemed fit fog study, as it allowed the researcher to easily
attain a large number of participants. All registestudents at the University of the Free State
were recruited through an e-mail invitation gensdatby the EvaSys online survey
administration system (see Appendix A). Students ware willing to participate could follow
a link that allowed them to complete the onlineveyr In total, 1452 students participated in
the study. In Table 1, a summary of the biograpleiils of the participants that formed part
of the quantitative sample is provided.
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Table 1

Biographic Characteristics of the Quantitative Saenp

Biographic characteristics N %
Age 18 178 12.3
19 384 26.4
20 293 20.2
21 236 16.3
22 160 11.0
23 106 7.3
24 48 3.3
25 47 3.2
Not answered 0 0
Total 1452 100
Gender Male 497 34.2
Female 945 65.1
Not answered 10 7
Total 1452 100
Race Black 1039 71.6
White 237 16.3
Indian 28 1.9
Coloured 84 5.8
Other 10 v
Prefer no answer 49 3.4
Not answered 5 3
Total 1452 100
Generation  FGS 742 51.1
CGS 691 47.6
Not answered 19 1.3
Total 1452 100
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From the table, it is clear that the highest petagm of participants that took part in the
guantitative section of the study were aged betwl&eand 21 (M = 20.39; SD = 1.791). With
regards to the mean age of the generational gr@(pSs had a mean age of 20.23 (SD = 1.752)
and FGSs had a mean age of 20.52 (SD = 1.82). fdorales (65.1%) than males took part
in the study, and the majority of participants 6B4) were from the black racial group.
Participants were spread evenly with regard to geiomal status, with FGSs at 51.1% and

CGSs at 47.6%. The remaining 1.3% of participardshdt state their generational status.

3.3.2 Qualitative sampling procedure For the qualitative section of the study, a
nested sampling procedure was followed, which alawportion of the participants from the
guantitative section of a study, to be selectedhferqualitative section as well (Mertens, 2010).
Participants in the quantitative section of thedgteould volunteer to participate in the
gualitative section, too, by providing their enadidresses in the online survey they completed.
Participants who volunteered were then purposiveampled using their biographic
information. Purposive sampling refers to a sangpfirocedure where participants are chosen
because they fit the specific inclusion criterilevant to the aim of the research (Acharya et
al., 2013). Seeing that this study explored diffiees between certain generational and gender
groups, it was necessary to purposively samplecgaants to ensure that a diverse group was
obtained. The aim was to include FGSs, CGSs, asasehale and female representatives.
Emails were sent to invite sampled participanettend focus group discussions. Four separate
focus group discussions, consisting of between dna six participants each, were held. In

Table 2, a summary of the participants in the gaiiie sample is provided.
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Table 2

Biographic Characteristics of the Qualitative Sampl

Focus Group Total Sample
1 2 3 4
Biographic characteristics N N N N N %
Age 18-25 2 3 6 7 18 100
Gender Male 1 3 4 1 9 50
Female 1 0 2 6 9 50
Total 2 3 6 7 18 100
Race Black 1 3 6 7 17 94.44
White 1 0 0 0 1 5.56
Total 2 3 6 7 18 100
Generational FGS 0 3 6 0 9
Status
CGS 2 0 0 7 9
Total 2 3 6 7 18 100

Although the highest percentage of participantsewsstween the ages of 18 and 21,
FGSs (20.25) had a marginally higher mean age ceedp®m CGSs (20.23). As with the
guantitative sample, most of the participants ia tjualitative sample were black (94.4%).

There was a relatively equal distribution with nebto age, gender, and generational status.
3.4 Procedures of Data Collection

In this section, the procedures followed to colldata for this study are explained.
Firstly, the procedures of data collection for tipgantitative section of the research are
discussed, followed by the data collection proceddor the qualitative section.

3.4.1 Quantitative data collection For the quantitative section of this research, an
online self-report survey was used to collect d&&lf-report data is a term used to refer to
information obtained from respondents, which thesveer subjectively, and can be in the form

of a paper-and-pencil questionnaire or online sggv@Chan, 2009). Some of the major
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advantages of this type of measure is that itfisient and inexpensive (Paulhus & Vazire,

2007). Thus, the use of self-report questionnaitesvs researchers to collect a great amount
of data inexpensively (Mertens, 2010). Self-repdata have been used widely in many
empirical studies, but some researchers quessoralidity (Chan, 2009). Some limitations of

this type of data collection procedure are tha itnpersonal, does not obtain rich data, and
wording might be biased (Mertens, 2010). Thereforee should always be cognisant of the
risks involved in using self-report measures (Cl2299). For this research study, this method
was deemed most appropriate, as it allowed thereser to obtain data inexpensively and

enabled the researcher to reach a large numbertadipants within a short period.

Online survey research has advantages and disadynand is not appropriate for all
research projects (Sue & Ritter, 2012). When |aagaple sizes are being studied and there is
a time constraint on the research project, onlimeeying is regarded as a good option (Sue &
Ritter, 2012). Online survey research has the adakbhntage that a wide variety of
participants from various geographical locationsn dae included (Lefever, Dal, &
Matthiasdéttir, 2007). Although some limitationgstxthis data-gathering method is regarded
as a convenient method where data can be trang®eassly to a database for analysis (Lefever
et al., 2007). Online surveys usually result in éowesponse rates compared to paper-and-
pencil surveys (Nulty, 2008). The use of an onBnevey in this study allowed the researcher
to reach many participants at the University of Hree State; therefore, this method was
regarded as the most efficient for data collection.

For the purpose of this study, data were collegiadhe online survey consisting of a
biographic questionnaire, theventory of Dimensions of Emerging Adulthood —rSRorm
(IDEA-8) (Baggio et al., 2015), and thdews of the Future Questionnai(¢FQ) (Arnett,
2000b) (see Appendix B).

3.4.1.1 Biographic questionnaiteA biographic questionnaire was completed by each
participant, which allowed the researcher to gaitifermation regarding the participants’ age,
gender, ethnic group, and generational status. Aicgmnt’'s generational status was
determined by the level of education of his/herepts. Participants of parents who never
attended an HE institution or never obtained aifjcation were considered FGSs, whereas
participants with parents who attended universityobtained an HE qualification were

classified as CGSs.
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3.4.1.2 Inventory of Dimensions of Emerging Adultbd — Short Form (IDEA-8)
The IDEA-8 is a shortened form of the original longer fornuatled thelnventory of
Dimensions of Emerging Adultho@®EA-31), a self-report instrument that was developed to
examine the developmental attributes of EA (Baggial., 2015). This inventory consists of

eight items that are rated on a four-point Likerals (“strongly disagree”, “somewhat
disagree”, “somewhat agree”, or “strongly agre@&h.example of one of the questions in the
guestionnaire is as follows: “Is this period of ydife a time of many possibilities?” A high
score on theDEA-8 indicates greater identification with the devel@mtal trajectories
associated with EA, whereas a lower score is itisdieaf less identification (Smith et al.,
2015). The eight items on the measure can forntah $oore (ranging between 8 and 32), and
can be grouped into four subscales, namely Posigibjlinstability, Identity Exploration and

Feeling in Between (each with a subscale rangedsstviwo and eight) (Baggio et al., 2015).

The internal reliability of the origindDEA-31 for a group of middle-class European
American EAs was established as .85 (Smith e8ll5). ThelDEA-8 has been shown to
reveal satisfactory results, high psychometric proes, strong empirical validity, and high
convergence with the original scale (Baggio et24115). The correlation between tinEA-8
andIDEA-31was established as .91 (Baggio et al., 2015).

To date, no SA studies have used this measure (DB8§ Search 2017). The reliability
of the measure in the current study was determameda Cronbach alpha coefficient of .643
was found which indicated acceptable reliabilityled measure. The reliability of the subscales
were also determined by the researcher (Possibiityp49, Instability = .659, Identity

Exploration = .665 and Feeling in Between = .538.

3.4.1.3 Views of the Future Questionnaire (VFQ)The Views of the Future
Questionnaire (VFQ(Arnett, 2000b) aims to explore individuals’ peption of their future in
comparison to their parents’ lives. This questiarenaomprises four items that are answered

by participants with the responses “worse”, “abih@ same” or “better” (when considering
aspect of their lives in relation to the lives béir parents). Scores of this scale range from a
minimum of four and a maximum of 12 with low scomedicating negative views of the future,
whereas high scores indicate views of the futuat #8ne more positive. The following is an
example of one of the questions: “Overall, do yloink the quality of your life is likely to be

better or worse than your parents’ has been?”
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The measure was used in the current study to getdacation of how participants felt
about their future and whether or not they regead better or worse compared to their parents’
lives. To date, no SA studies have made use ofridgasure (EBSCOhost Search, 2017).
Therefore, it was deemed necessary to determinestiability of this measure in the current
study. Cronbach’s alpha coefficient was determiagd586 for the four items on the scale.
When one item (participants’ views regarding peasarelationships) was excluded, the
reliability was slightly higher, with an alpha cé@efent of .636. Since the improvement in
reliability was only marginal, the decision was ma use all four items in subsequent

analyses.

3.4.2 Qualitative data collection For the qualitative section of the research, $ocu
group discussions were used to collect data akatitipants’ experiences of being emerging

adults. In these focus groups, semi-structureavigeing was used.

Focus group discussions have been found to skafptiwer from the researcher to the
participants and are viewed as highly collabora{iwatton, 2002). Focus groups facilitate
depth of information in a short period and effeelyvconvey the most important information
about a topic (Mertens, 2010). The hallmark of foguoup interviews is the explicit use of
group interaction with data to explore insightd thauld otherwise remain hidden (Ho, 2006).
Some of the challenges surrounding focus group vaoekthat it can be difficult to analyse
responses, focus groups are dependent on a sfalkddator, and the scheduling might be
difficult (Mertens, 2010). For the purposes of thiady, focus groups were regarded as the

most suitable interactive technique to ensure pitddata about the research topic.

Ideally, focus groups should consist of six to ejgguticipants but can be effective with
as few as three participants (Bloor, Frankland,rii&®, & Robson, 2001). Some researchers
are of the opinion that very small focus groups F@&S) can produce rich data (Toner, 2009).
VSFGs also allow researchers to work with groupd #re underrepresented in research;

therefore, it is an important method of interviewifToner, 2009).

Qualitative interviewing styles encourage detadegdwers, which enable researchers to
obtain rich data (Howitt, 2010). In the currentdstithe researcher made use of semi-structured
interviewing. This form of interviewing entails &rectured but flexible interview approach
with a range of open-ended questions in which arswan be in depth and spontaneous (Ryan,

Coughlan, & Cronin, 2009). How the researcher acilifator conducts him- or herself is of
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cardinal importance throughout an interview prodgassrder to ensure success (Baumbusch,
2010). The interview is regarded as an informadriadtion and therefore it is important for the
researcher to create an atmosphere that encoyagiegpation (Baumbusch, 2010). This form
of interviewing was deemed most useful, as it aldwocial interaction between the researcher

and participants, while collecting focussed ant data.

In this study, four focus group discussions werld e explore the unique experiences
of participants pertaining to EA. Groups were assgyaccording to generational status (two
FGS groups and two CGS groups) to assist partitsgandentify with one another and freely

share experiences regarding their EA experiencéviamws of the future.

At the beginning of each focus group, participamése welcomed into the discussion
room and requested to wait patiently for some pasticipants to arrive. They were also
requested to read and sign the informed consent {see Appendix C) handed out to them
while they were waiting. After some time had beeweq for latecomers, the facilitator
introduced herself and explained the events thatldvdollow. As an icebreaker, some
participants shared who they were and what they wtrdying. Throughout the focus group
discussions, a light and humorous tone was estedolito make participants feel comfortable.
A semi-structured interview schedule was followseel( Appendix D). The following are some
examples of the questions raised in the focus groligow do you understand the term
emerging adulthood”? and “Do you experience yderdurrently as being a time of stability
or instability? Why?”

As certain specific questions were asked, lenievay shown in allowing participants to
deviate from questions and elaborate on their éspees. After some set questions had been
asked, the researcher also asked follow-up questmfully understand a response or for the
aim of elaboration. This allowed the researcher@hér group members to understand what
the participant was conveying and to ensure thatitgland depth were gained from the
response. When participants were hesitant to ansiver researcher would rephrase the
guestion to make sure participants fully understwbdt they were asked. Focus groups were
recorded and transcribed verbatim. The participamse also given refreshments to ensure

that they felt welcome and that their basic neeeievinet.
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After the four focus groups had been held, a poinsaturation was reached. Data
collected seemed to be a repetition of data alreatlgcted, which enabled the researcher to

stop the qualitative data collection.
3.5 Data Analysis

Parallel mixed data analysis (Teddlie & Tashakk®@d(9) was used in this study. This
method of analysis consists of two separate presesmmely quantitative data analysis by
means of descriptive and inferential statisticsg gualitative data analysis by means of
thematic analysis (Teddlie & Tashakkori, 2009). the following sections, the various

guantitative and qualitative data analysis procesluised in this study are discussed.

3.5.1 Quantitative data analysis procedureslo analyse the data for the quantitative
section of the study, the Statistical PackageHerSocial Sciences (SPSS) (IBM Corporation,
2013), was used. Firstly, all participants who bathpleted less than 90% of the items were
eliminated from the data set. ltems were coded (anersed scored where needed), and total
scores were calculated. Following this, the relighof each questionnaire was determined by
making use of Cronbach’s alpha coefficient. Crohtmalpha coefficient is the most
commonly used objective measure of reliability aefers to the internal consistency or
correlation among items in the test (Tavakol & Diekn2011). There are different viewpoints
on the acceptable values of reliability, and acaieletvalues of alpha can range from .70 to .95
(Tavakol & Dennick, 2011). A smaller number of qu@ss in a questionnaire can result in
lower alpha scores (Tavakol & Dennick, 2011).

Descriptive statistics refer to techniques usenrg@nise and summarise data to enhance
understanding of the data (Teddlie & Tashakkori,®0Descriptive analysis yields statistics
(Teddlie & Tashakkori, 2010) regarding the gen&ablencies in the data (such as frequency
distributions and the means and standard deviatinmeeasures).

To determine whether significant differences in divaensions of EA and views of the
future exist between various generational and gegomips (Research Questions 1 and 2)
multivariate analysis of variance (MANOVA) (Fiel@009) was used. MANOVA is a
statistical method used in the analysis of theedsifices between groups when there are
multiple dependent variables (Aron et al., 2008gngor, 2011). In the current research,
MANOVA was used to determine whether there werdisstzally significant differences

between FGSs and CGSs, as well as between malderaatks in relation to the dependent
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variables, namely the dimensions of EA and viewsheffuture. Possible interaction effects
were also investigated. Significant findings of tMANOVA were then followed by

independent t-tests. The 1% and 5% levels of saanite p values) were considered.

3.5.2 Qualitative data analysisThe qualitative data from the focus groups, esldb

research questions 3 and 4, were analysed by noé#msmatic analysis.

Thematic analysis is a method of data analysis ithettifies, analyses, and reports
patterns (themes) in data (Braun & Clarke, 2006)sTs done by following a systematic
approach of familiarising oneself with the datanegpating initial codes, searching for themes,
reviewing themes, defining and naming themes aat|yl producing the report (Braun &
Clarke, 2006). Some strengths of this method aeitlorganises and describes data in rich
detail and that it is known as a flexible and ukefiethod in qualitative research (Braun &
Clarke, 2006). Some criticisms of this method drat tit lacks a transparent and reliable
formulation and that it is a demanding task foesearcher to collect, transcribe, code, and

interpret data on his/her own (Howitt, 2010).

In the current study, thematic analysis began thiéhresearcher getting familiar with the
data by reading through all the transcribed focimig discussions (see Appendix E) and
making sure data were captured correctly. Thenaaiatysis was done separately for FGSs and
CGSs, as this allowed the researcher to identifgrdint nuances in the experiences of the two
groups, as well as to identify themes in these re¢paroups. Participants’ responses were
coded to capture the essence of what a particasisaying. After the coding, the researcher
searched for themes that arose from the codedddteonstructed a mind map of these themes.
Each theme then consisted of some of the tendefmigsl in the participants’ responses.
Subthemes emerged from several of the major thame:svere added to the mind map. After
carefully analysing and completing the mind-mape thsearcher then wrote a report that
captured all of the information found in the min@mn explaining what the themes and
subthemes were and what quotes were relevant fierfotus group discussions (see Chapter
5).

3.6 Ethical Considerations

Ethical clearance to conduct this study was obthir@m the Research Ethics Committee

of the Faculty of the Humanities of the Universifythe Free State and the Research Desk of
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the Vice-Rector Research (see Appendix F). Furtbegnthe study respected the principles of

non-maleficence, beneficence, and autonomy ainadist.

Informed consent was obtained after participantsbdeen fully informed about the aims
of the study (see Appendix C). Consent relatebetinciple of autonomy that Allan (2011)
describes as the right that competent people lraneke their own decisions about matters of
importance. In the quantitative section of the aesle study, informed consent was obtained
by inviting participants to take part in the stuafter explaining what the study was about (via
e-mail). The e-mail invitation consisted of an imf@tion section where all information
relevant to the study was shared. Participants Wweiseinformed what the research entailed
and what their participation would add to the reslealn the qualitative section, each
participant received an informed consent letter sigded it before taking part in the focus
group discussion. This letter again stated in tethiat the aim of the study was, what
participation in the study would entail, and thiscdssions would be recorded. Confidentiality
and its limits were explained, and participantsevMencouraged to contact the researcher or
supervisor if they had any questions or if inforim@atwas not clear. Participants were also
allowed to ask questions at any time, and no inébion was deliberately kept from any
participant. Participation was voluntary, and ffaaticipant wished to withdraw from the study,

this could be done without any negative repercussio

Participants’ anonymity was respected, and reswtye treated with utmost
confidentiality. In the quantitative section of teidy, participants’ responses were reported
anonymously, as no names were asked when comptagngnline survey. For administrative
purposes, each participant had to provide his ostwlent number, but this student number
was never used for identification purposes. Indhalitative stage, all transcribed responses
were reported anonymously, and only generationdigamder statuses were reported for each
participant’s response. With regard to the focumsigrdiscussions, all participants were aware
of the fact that a group discussion would be heald #hat participation was voluntary.
Introductions were done solely on a first-name $yaand no identifying particulars, for
example student numbers or identity numbers, wetehanged, which ensured that

participants’ privacy was respected.

If the need arose for counselling, participantsemeferred to the Student Counselling
and Development Centre of the University of theeFs¢ate. The contact information for such
services was included on all informed consent dasum The contact details of the researcher
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and supervisor were also included on all consemuh@ntation, and participants were

encouraged to contact either of the relevant aifti@ny issues arose or in case of uncertainty.
3.7 Rigour of the Study

Rigour was achieved in the quantitative and quali#asections of the study by adhering

to various principles, which are discussed in ti®wing section.

3.7.1 Internal validity/credibility . Credibility can be defined as the truthfulness of
data or the accuracy of interpretation and reptesien of participants’ views by the researcher
(Polit & Beck, 2012). Credibility in qualitative search corresponds with internal validity in
guantitative research and can be achieved by estermhgagement with the research
participants, careful observations, making use eérpdebriefs, researcher reflexivity,
participant validation, checks, or co-analysis (Mar, 2005). Internal validity in the
guantitative section of this research was achieedoerforming data checks and using
measures with acknowledged psychometric propatidsa well-known statistical programme

for data analysis. Data were also co-analysed éydbearcher and the research supervisor.

Credibility in qualitative research is enhancedly fit between the emerging analysis
and data and by in-depth descriptions (Geertz, 1983se principles were ensured in the
gualitative stage of the research by constant &atid of information shared in focus groups.
For example, when a participant answered and diéglaborate, the researcher would ask the
participant to explain what was meant by the respoifhis resulted in detailed responses and
in turn ensured that “thick descriptions” were eoted.

3.7.2 Reliability/dependability. Dependability can be regarded as the constanttyeof
research data across similar situations or simdanditions (Polit & Beck, 2012).
Dependability in qualitative research can be linkedreliability in quantitative research
(Marrow, 2005). These criteria deal with the issfi€onsistency (Gasson, 2004). This was
achieved in the present study for both quantitadivé qualitative sections by ensuring that the

process of deriving findings was explicit and repbke.

For the quantitative section of the study, relityolwas ensured by using reliable and
acknowledged questionnaires. Raw data were analgskdly by the researcher and the
supervisor to ensure consistency. The researclieswgrervisor worked closely to ensure that

no data were analysed incorrectly.
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For the qualitative section of the study, dependgbivas achieved by following a
systematic method when conducting the focus grasqudsions. The use of a semi-structured
interview schedule also contributed to the depetitialbf the qualitative research, as this
allowed the researcher to clarify responses ancersake what was said by participants was
understood fully. This minimised the risk of migrgretation and allowed the researcher to
reflect exactly what had been conveyed by partidigal he researcher listened to recordings
several times, and the supervisor checked the msggoThe researcher kept a research diary
of activities and processes, emerging themes,rdh@nces on the data collection and analysis.

The research supervisor examined this diary (seeAgix G).

3.7.3 External validity/transferability. The principle of transferability refers to
results and interpretations that can be transfaanetdthus applied to other groups or settings
(Houghton, Casey, Shaw, & Murphy, 2013; Polit & Be2012). Transferability in qualitative
research has been found to correspond with exteatidity or generalisability in quantitative
research (Marrow, 2005). These parallel criterfarréo the degree to which the reader can
generalise the findings of the study to his/her cvamtext and also whether or not the
researcher may make claims of a general applicaifohis/her findings (Gasson, 2004).
Although the use of convenience sampling limits gkeeralisability of results, the inclusion

of a large sample might improve representativeiredse quantitative section of the study.

Transferability was achieved in the qualitativetgecof the current study by providing
sufficient information about the researcher, theeagch context, participants, and processes

followed to enable the reader to make decisionsam the findings may be transferred.

3.7.4 Objectivity/confirmability . The principle of confirmability refers to how the
researcher is able to demonstrate that the respitesent participants’ responses and not biases
or opinions of the researcher (Polit & Beck, 201@nnfirmability in qualitative research
corresponds with objectivity in quantitative resga(Marrow, 2005). These two criteria are
based on the assumption that the integrity of figdirests in the data and that the data are
adequately tied together by the researcher, andeticer is able to confirm the adequacy of
the research findings (Marrow, 2005).

It would be inaccurate to equate qualitative regeavith subjectivity and quantitative
research with objectivity; therefore, it would eportant to manage, limit, control, or even

embrace subjectivity to enrich the research finging essence, all research is subject to
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researcher bias (Marrow, 2005) and should be mahageording to the approach used.
Confirmability and objectivity was ensured in titsidy by having an audit trail. Subjectivity
was managed by constant feedback between the chseand the supervisor and by checking

data throughout the study.

3.7.5 Reflexivity. Reflexivity can be regarded as the process tdating critically on

the self and of analysing and taking note of pembalues that can influence the data
collection and interpretation process (Polit & Be@010). Reflexivity, also called self-
reflection, can be carried out by the researchekdsping a self-reflective journal from the
beginning to the completion of the research (Mar@005). Reflexivity is usually associated
with qualitative research methods (Walker, Read®r&st, 2013), but can also be applied in
guantitative approaches, for example by keepingameus records of the data-gathering, -
capturing and -analyses processes. In the curtady,sreflexivity was ensured by a self-
reflective journal of the researcher (see Appef@jixDiscussions between the researcher and

supervisor were valuable in this study and contetuo reflexivity.
3.8 Chapter Summary

This chapter provided an overview of the methodglegployed in the current study. In
this chapter, the specific research questionsttisysaimed to answer were formulated. The
use of a mixed-methods approach was then explod/hy this was the most suitable method
for this study. Specific reference was also madéhéuse of a concurrent mixed-methods

design and the value of using this design.

After this, the population of interest was discussas well as the sampling methods
(convenience sampling for the quantitative sectéind nested and purposive sampling for the
gualitative section) used to reach participantsnfritie student population. Next, the data
collection processes and the data analyses wergamed and discussed. Following this, the
ethical considerations of the study were highlightehis chapter concluded with a discussion
of some issues of rigour that entails the aspeictsealibility, dependability, transferability,

confirmability, and reflexivity.
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Chapter 4: Research Results

In this chapter, the research results of the gtaivie as well as the qualitative sections
of this study are presented. Firstly, the quamiatesults, including both descriptive and
inferential statistics, are presented. This iolekd by the qualitative results that emerged from

the thematic analysis. This chapter concludes avithapter summary.

4.1 Quantitative Results

The two research questions pertaining to the quzive section of the research were as

follows:

1.  Are there significant differences in the dimensi of EA and views of the future
of FGSs and CGSs?

2. Are there significant differences in the dimensi of EA and views of the future

of male and female students?

Before the inferential statistics pertaining toseesearch questions are presented, an

overview of the descriptive statistics is provided.

4.1.1 Descriptive statisticsIn this section, the descriptive statistics ratto the
dimensions of EA and views of the future are presgrirhe mean scores, standard deviations,
and score ranges for items, subscales, and tatld e€thelDEA-8 andVFQ are presented in
Table 3. Although it is not customary to report satistics of each item of a scale separately,

the fact that both scales consisted of only a fems provided opportunity for this analysis.
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Table 3

Mean Scores, Standard Deviations and Score Rangdt®ims, Subscales and Total Scores of
the IDEA-8 and VFQ (n = 1452)

Min Max M SD
IDEA-8
ltem 1 1 4 3.65 572
Item 2 1 4 3.56 .638
ltem 3 1 4 291 .899
Item 4 1 4 3.24 .825
ltem 5 1 4 3.67 .615
Item 6 1 4 3.63 .687
ltem 7 1 4 3.21 751
ltem 8 1 4 3.62 .633
Subscales
Possibility 2 8 7.22 1.007
Instability 2 8 6.15 1.490
|dentity 2 8 7.30 1.129
In between 2 8 6.83 1.149
Total score 8 32 27,49 3.039
VFQ
ltem 1 1 3 2.82 435
ltem 2 1 3 2.72 .538
Item 3 1 3 2.84 400
Item 4 1 3 2.55 .570
Total score 4 12 10.93 1.943

From Table 3, the following information was drawime high score (total score) obtained
on thelDEA-8 indicated a strong association with the dimensi@nEA. Iltem 3 (a time of
feeling stressed out) of thBEA-8 reflected the lowest mean score (M = 2.91), wiieemean

score of Iltem 5 (a time of defining yourself) (M367) was the highest compared to the rest
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of the items of the measure. With regard to thessale scores, identification with the

dimensions of Identity were the highest, and witstability the lowest.

For all items of th&/FQ, participants’ scores were above the midpointc(@aes of two
indicates that participants viewed their futurééahe same as that of their parents). Therefore,
participants consistently viewed their future mpuositively than they viewed their parents’
lives. Compared to the first three items, Itemelafed to personal relationships) reflected a
lower mean score (M = 2.55) than the rest of tam# of the measure. The high mean total
score on th&/FQ (M = 10.93) indicates agreement amongst parti¢gtrat their future was

going to be more positive than their parents’ livese.

In addition to the statistics above, one item wnatuided in the survey where participants
could indicate whether they regarded themselvdsetadolescents, in between, or adults. Of
the 1452 participants who answered this questiomesparticipants regarded themselves as
adolescents (11.8%), more regarded themselves ats g89%), while the majority of

participants regarded themselves as in betweemsckice and adulthood (49.2%).

4.1.2 Inferential statistics The MANOVA that was performed to investigate wiest
significant differences existed in the dimensiof€d and views of the future in various
gender and generational groups, yielded the follgwirhere was a statistically significant
difference (on the 1% level of significance) betweabe two generational groups on the
combined dependent variablés<£ 39.305;p = .000;n? = .053). There was also a statistically
significant difference (on the 5% level) betweee two gender groups on the combined
dependent variable§ & 4.552;p = .011;n? = .006). Interaction effects between gender and

generational group were also tested, but yieldesigmficant results.

The dependent variables were then considered selyaog making use of independent
t-tests (see Table 4 and Table 5). For generatgiaals, significant differences were found for
the dimensions of EA, as well as views of the fatiMean scores indicated that FGSs related
stronger to the dimensions of EA than CGSs didtaatiFGSs were more positive about their

future than CGSs were. These results are summansktble 4.
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Table 4

Mean Scores, Standard Deviations, and t-values tRglao the t-tests for Generational

Groups
Generational status
FGS CGS
(n=742) (n=691)
Dependent variable M SD M SD t p df
Dimensions of EA 27.69 3.172 27.31 2.832 2.408 .0%428'45
1304.26

Views of the Future 11.20 1.112 10.61 1.0425 8.81900 1

For gender, differences were significant for themBmsions of EA, but were not
significant for the Views of the Future. After iresgiing the mean scores (see Table 5) it became
clear that female students seem to associate hgtibimensions of EA more intensely than
male students did.

Table 5

Mean Scores, Standard Deviations, and t-valuestiRgl#o the t-tests for Gender Groups

Gender
Male Female
(n = 497) (n = 945)
Dependent variable M SD M SD t p df

Dimensions of EA 27.14 3.44 27.67 2.796 -2.954003. 846.954

Views of the Future 10.94 1.383 10.91 1.257 .384.701 928.457

In summary, significant differences were found beiw FGSs and CGSs with regard to
the Dimensions of EA as well as Views of the Futuvgh FGSs identifying more with the
Dimensions of EA and being more positive aboutrthéure compared to CGSs. Significant
differences were also found among gender groupshirdimensions of EA, with females

identifying with the dimensions of EA more intenst#ian males did.
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4.2 Qualitative Results

The two research questions pertaining to the quialé section of the research, were as

follows:
1. How do FGSs and CGSs experience the dimensidead
2. How do FGSs and CGSs perceive their future?

Although the thematic analyses were completed sgglgirfor the two focus groups with
FGSs and the two focus groups with CGSs, the osleirsy themes and subthemes are
presented integratively (while highlighting simitees and differences between the two
groups). Nuances with regard to gender are alssepted. A summary of the themes and

subthemes that emerged from the thematic analygiovided in Table 6.
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Table 6

Summary of Themes and Subthemes from the Thematisis

Themes Subthemes

Theme 1:

The idea of and Conceptualisation of EA as a developmental stage
identification with EA Personal identifications with EA

Theme 2: Prioritising relationships with others

Relationships with others  Relationships with family and the community
Finding new relationships

Diversity in relationships with others

Theme 3: Self-focus

Self-discovery New and deeper explorations of self
Hardships contributing to self-reflection and digexy
Spirituality and the self

Attending university and leaving home as facilitgtfactors

Theme 4: Seeing opportunity
Priorities during this stage Hoping to find happiness
Taking responsibility
Striving towards independence
The importance of and challenges regarding decisiaking
Living with uncertainty

Facing expectations and pressure

Theme 5: My opportunity-filled life compared to my parentsgée

A perspective on what's nexfTo marry or not to marry?

In the following section, each of the themes anldtlsemes is presented. Verbatim
guotations are included to substantiate the statesmeaade. Identifiers are used after each
guotation to indicate the gender and generatidatls of the specific participant. The number
of the focus group the participant attended is ptswided. A paragraph number is assigned to
each quotation to enable the reader to trace gbaigsthe original focus group transcriptions

(see Appendix E). Identifiers are placed in bragkanhd quotations were shortened for the
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purpose of relevancy by making use of ellipsesgain.). Words or explanations that were

added for the sake of clarity are indicated by sgjsackets: [ ].

4.2.1 Theme 1: The idea of and identification withEA. This theme captured
participants’ thoughts regarding the onset and detigm of the EA developmental stage and

whether or not they would classify themselves as.EA

4.2.1.1 Conceptualisation of EA as a developmersti@ge Most participants agreed
that the developmental stage of EA is the stager atlolescence and before adulthood:
“Usually the stage is after you have been in yalolescent stage and now you are entering
adulthood” (FGS, male participant, Focus Groupas, B.2). Participants were also inclined to
believe this stage is a transition from a certamedopmental stage to the next: “Emerging
adulthood ... It's the transition when going into Bdaod | guess” (CGS, male participant,
Focus Group 1, par. 1.2). Another participant sdithink it is a transition from late ‘teenage-
hood’ to being an adult” (CGS, female participa&dcus Group 2, par. 2.3).

Varied opinions were raised regarding the rolegaf im the onset and conclusion of EA.
Some participants referred to age ranges. For elearope of the participants was of the
opinion that EA was a stage in the early 20s: ihkht is in the early stages of your twenties,
twenty, twenty-one” (FGS, female participant, Fo@usup 4, par. 4.2). However, the majority
of participants were of the opinion that this stages not necessarily defined by a certain age:
“For some people it will happen sooner than foesshHe [Arnett] is putting ages 18-25 to it,
but then maybe you will find 26-, 27-year olds theg still going through that” (CGS, female
participant, Focus Group 1, par. 1.65).

Participants explained that factors such as a p&rsenvironment would determine
whether maturity would be reached earlier or latdife, for example: “It has to do with the
environment that you grew up in. When | was fingsketh high school, some of the children
start being responsible and took care of theiirgysl but some people start doing that in Grade
10 or Grade 11. It depends on the people you gpewithn. If you grew up with older people,
it might have an impact on you, you might matureaarearlier age” (FGS, male participant,
Focus Group 4, par. 4.10). Another participant aksghlighted the burden of early
responsibilities as a factor that might cause ageto become ‘adult’ sooner in life when he
mentioned, “I think it can happen earlier, but tiyen are still not in that stage. You may start

having responsibilities, you are forced into it'Q8, male participant, Focus Group 4, par.
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4.13). This concept of becoming an adult at a stlagtes still deemed too young for adulthood
was mentioned only by first-generation male pgrtaits. Another example is “Because | grew
up with my uncles and everyone and | learned aflttings when | was still 13 to 15. | didn’t
spend much time with people that are the samehagene. | spent more time with people that
are 5-6 years older than | am ... so they taught loed things when | was still young” (FGS,

male participant, Focus Group 4, par. 4.16).

Participants identified a variety of markers thatld be associated with adulthood, such
as certain thinking patterns, abilities or actidios,example: “For me, | think we cannot say
that age determines adulthood, but | think the wayeact, our thinking pattern, our reasoning
ability — that actually determines that we havechea the adulthood stage. ... | think entering
the adulthood stage has to be visible by the wayrgact, by the way you handle things, but
sometimes it comes to one’s surprise if a 16-yéddoes things that can be done by an adult”
(FGS, male participant, Focus Group 3, par. 3.40).

The participants agreed that this stage is charseteby learning to be an adult: "I think
it is ...where you still learn how to be an adult@§, female participant, Focus Group 4, par.
4.2). Learning to be an adult also included leaynanbe more responsible and independent, as
a participant mentioned: “In my opinion, | think erging adulthood can be like exploring the
adulthood; for example, you do things differentiyrh when we were young or when you were
in the adolescent stage. It is here where the resipiiity starts” (FGS, male participant, Focus
Group 3, par. 3.3).

4.2.1.2 Personal identifications with EABy exploring where participants placed
themselves on the developmental spectrum, mostiparntts identified themselves as EAs.
While they did not consider themselves adults gety felt that they were in the process of
growing towards adulthood. For example: “I thin&nh in this stage because | am, | wouldn’t
say burdened with responsibility but yes, | am uaatl with responsibility and that comes
with being an adult or growing to be one” (CGS, &enparticipant, Focus Group 2, par. 2.2)
and “l also think | am getting there” (FGS, fempdaticipant, Focus Group 4, par. 4.62). One
first-generation participant was unsure whetheh&@ moved beyond EA: “For me, | am not
quite sure yet ... | am just being honest with yoysgu. | don’t know if | am in that stage or
not” (FGS, male participant, Focus Group 4, pat6).Being treated like a child at home
although participants were already attending HEtutgons was also considered a reason for
not reaching adulthood yet, for example: “I thinkrh still very young, far from adulthood.
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(Laughter). I just turned 21 this year, but | wautdsee myself as an adult now. It is my first
year at this university and | am still treated l&kehild at home” (FGS, male participant, Focus
Group 4, par. 4.64).

Many participants felt that they would conclude &#d enter adulthood when they were
financially independent or got married. For examgléhink | will reach adulthood when | get
married or when | start to think about marriageG@; male participant, Focus Group 4, par.
4.60) and “I don't think | have reached adulthoatts | am still depending on other people
financially and things like that. If | can do ths@py myself, that is when | will say | have
reached adulthood” (FGS, male participant, Focusu@i, par. 4.63). Their own financial
stability or, more specifically, not relying on pats for financial support anymore, was
regarded to be the end of EA: “The moment | doavéhto call my dad and ask for some
money on the 15th, | feel like | have made it! Bstill need money sometimes” (CGS, female
participant, Focus Group 2, par. 2.55). A cleatedé@nce between the generational groups was
evident with regard to financial support from fayniFor continuous-generation participants,
financial support from their family was prevaleifot, example: “Even though I still rely on her
for financial reasons, right now it is a bit diféert, because | make my own decisions” (CGS,
female participant, Focus Group 2, par. 2.5). Intiast to continuous-generation participants,
most first-generation participants mentioned hawntack of financial support from their
families: “...with not having a source of income frgrarents so you have to make decisions
that are going to impact your future” (FGS, femaéeticipant, Focus Group 4, par. 4.39).

Another difference that was noted between the mdiffegenerational groups was that
there seemed to be some resistance to becomingu#traenong some continuous-generation
participants, for example: “I don’t know, when bloat adulthood, it seems like a serious thing
... and who wants that” (CGS, male participant, Fdeusup 1, par. 1.112), and “Yes, I'm just
very close to it. You don’t want to get there!” (SGfemale participant, Focus Group 1, par.
1.109). One continuous-generation participant eslered his wish of not wanting to be an
adult yet, but rather staying a child: “I think I'pretty much a child all the time (laughs)”
(CGS, male participant, Focus Group 1, par. 1.5enEthough most participants classified
themselves as EAs, in first-generation participatiisre seemed to be a greater sense of

moving towards the responsibility of being an adult

In conclusion, although there were some variationgarticipants’ responses, the
majority of the participants agreed that EA wasaagitional stage between adolescence and
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adulthood. Most participants agreed that they woafghrd themselves in the developmental
stage of EA and ‘not an adult yet’. Most particifsaalso agreed that EA is marked by learning
to be an adult (such as taking responsibility)ha process of becoming an adult. Although
both generational groups deemed financial indeperedas the start of adulthood, a difference
noted was how first-generation participants memtba lack of financial support from home
whereas continuous-generation participants stillgerents who provided for them financially.
Continuous-generation participants indicated sagsestance to entering adulthood, compared
to their first-generation peers who more readilgegted the responsibility of becoming an
adult. Compared to female participants, male padids were more likely to tend to extend
their childhood.

4.2.2 Theme 2: Relationships with otherdn this theme pertaining to relationships,
the prioritising of relationships, the value of fiyrand community, meeting new people, and

diversity in relationships emerged as subthemes.

4.2.2.1 Prioritising relationships with others Some participants stated that
relationships should be prioritised. Friends wevasidered valuable assets in life, as they
contribute to the process of understanding the dvarid learning how to socialise. Peer
relationships were regarded as instruments to gtateting the environment, socialisation, and
ultimately the self. One participant highlightee thews of the participants when he mentioned
the role of friendships in the process of makingsgeof others and the self: “Friends, because
you learn from people, you learn from friends. Adbout yourself and just how people are”
(CGS, male participant, Focus Group 1, par. 1.1Rdjticipants portrayed insight in aligning
the values of their friends with their own to erestirat these relationships would promote their
future endeavours rather than delay it, for examfAs you evaluate yourself, you start
looking at the way you associate yourself: ‘Whollshassociate myself with? Are they going
to contribute to what | am looking forward to oedhey actually going to hinder me, stop me
from getting to where | want to get?” (FGS, madatipant, Focus Group 3, par. 3.44). Many
participants were of the opinion that feelings eing isolated when facing the challenges in
their new environment could be mitigated by the pgup of their peers. A participant
mentioned, “You realise you can’'t be alone, you'tcsaly you don’'t need friends, you don’t
need anyone — you need to go out and meet pedp&S( female participant, Focus Group 1,

par. 1.34). In general, participants seemed tobessed on how relationships would contribute
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to their own well-being and adaptation. Their matiens were more self-focussed, and they

made less reference to how they could contributbddives of others by means of friendship.

4.2.2.2 Relationships with family and the communiBarticipants emphasised the role
played by family and the community in their devehgpinto interdependent individuals of
society. Some participants viewed parents and tmenaunities in which they grew up as
valuable resources that contributed to self-knogdedor example: “Family, parents definitely
... formed who | am” (CGS, male participant, Focuso@r 1, par. 1.140). Participants
suggested that their upbringing formed the fouraatf who they are today and that family
was regarded as the platform from which relatiopshvere viewed. Some participants said
the following: “How your parents raise you alsoydaa big role in identity” (FGS, male
participant, Focus Group 3, par. 3.57), and “Myntity is based on a lot of external factors
like my family. That is where | identify myself arsthare their history. | also identify myself
with the people | spend a lot of time with. How yidentify yourself is part of learning” (FGS,
male participant, Focus Group 4, par. 4.76). ThHauémce of the community in which
participants were brought up, and how members efdbmmunity influenced their lives
became clear in statements by some participantgxeimple: “I think the environment plays
a central role in making up your identity — the pleathat you are surrounded with, churches,
schools...” (FGS, male participant, Focus Group 8, &5). In these statements, participants
acknowledged the role of relationships with fam#yd community in their identity
development.

Some participants mentioned being isolated at usityeand not having the familial
support that was evident while still residing witiirents. University and the major changes it
entails seemed to cause some confusion for paatitsp*“l think a challenge is like ‘Where do
you head to?’. Parents are spoon-feeding you aehamd then coming here to university it
makes a big difference whereby you stay on your,@ama you don’t have that contact with
your parents. At some point, you could have sona wlith your mother or your father on a
daily basis, but now it has changed ... Those areesomthe challenges” (FGS, male
participant, Focus Group 3, par. 3.6). Thus, baiwgy from family and not having the support
that was readily available when living at home, waasidered a challenge for participants

who attended university.

4.2.2.3 Finding new relationshipsSeveral participants emphasised the value of
meeting new people in this stage of their livese@articipant shared her opinion of how
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forming new relationships assisted her in adapgtragnew environment with challenges: “You
need to go out and meet people, so that ... bechisse different society and a different social
context. Meet people who are doing the same thaisggou when you are going to varsity, |
think that will make your journey much easier” (CG&nale participant, Focus Group 1, par.
1.34). Another participant mentioned how these ti@tahips could promote academic
performance: “Even if you met different people heéhey can teach you how to perform well
... You meet different people, even in the facultyhey can help” (FGS, male participant,
Focus Group 3, par. 3.22). New relationships wése met with excitement: “Great things! |
always wanted to do new things, meet new peoptktrgrout a sport or a hobby I've not done”
(CGS, female participant, Focus Group 2, par. 2.8%b)contrast to the optimism of the
participants just mentioned, one participant exgered establishing new relationships as
daunting: “You go out to a place where you dondkranyone — that’'s quite a challenge to go
out and actually to meet new people” (CGS, maléigpant, Focus Group 1, par. 1.33). In
general, however, participants valued the role fimmdships could play in their general well-

being.

4.2.2.4 Diversity in relationships with otherExposure to a diversity of people and the
opportunities this exposure created for culturalammess and broadening of cultural
knowledge, were mentioned: “You learn how to tygadple, you meet different people with
different colours, different nations, you even maatple from New York and they say ‘in New
York we do this and this”” (FGS, male participafbcus Group 3, par. 3.22). Participants also
mentioned how the exposure to diverse peers andreslbenefited them by changing their
values and ideological thinking and introducingntht® new ways of viewing the world: “It is
good. | get to learn who | am, without ... like befdrcame here | had a lot of ideals that was
the result of the environment that | grew up inG&; female participant, Focus Group 4, par.
4.27). This exposure also allowed participantsdioieve greater success in life: “Yes, there
are a lot of possibilities in this stage. We arestimg different people, people with different
social economic backgrounds. Every day we get ee@ts different opportunities out there.
There are a lot of opportunities for a person twead out there” (FGS, male participant, Focus
Group 4, par. 4.44). The opportunity to engage waittenvironment characterised by cultural,
racial, and social diversity allowed for greatepWwhedge and understanding of the world: “In
my hometown, | was never exposed to different raeesept for school where we did English,
we did everything else in our home language. Whanget here, you stay with people from

different colours, different cultures, differentucdries. You learn how they live, and about
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their different cultures” (FGS, female participarfocus Group 4, par. 4.27). This

understanding of diversity resulted in changes tds/dbecoming a more mature individual:

“When | go home now, | am a different person frohowwas in matric. Because certain ideals
changed when | came to campus” (FGS, female paatitj Focus Group 4, par. 4.27).

In essence, most participants regarded existiragioeships, meeting new people, and
finding new relationships as beneficial aspectshef EA life stage. Some of the benefits
mentioned were the significant role family and doenmunity played in forming an identity,
how friends could be helpful assets at universityd how people from diverse backgrounds

could be the key to learning about various cultamed developing broadened worldviews.

4.2.3 Theme 3: Self-discoveryin all the focus group discussions, the themsetff
discovery was prevalent. Participants mentionedned for self-discovery and the various
aspects of this process. The subthemes of selsfand new explorations through hardships,

spirituality, and university exposure arose.

4.2.3.1 Self-focusThe topic of self-focus was discussed in allftieus groups. With
regard to this subtheme, different opinions betwdengenerational groups were clear from
the beginning. According to many continuous-genengparticipants, the self was of cardinal
importance when making decisions as opposed teg@seration participants who focused on
the effect decisions have on others. Continuougigeion participants were of the opinion that
their decisions in the past, which were focusséelyson others, resulted in their personal well-
being being neglected: “At first, | used to thinknoyself right at the bottom. | would be like
‘| decide to do this, what is my mom going to thimkhat is my dad going to think, how is it
going to affect them, my brother or my friends?ddhen only ‘how will | feel about it?’. It
didn’t work because now I'm making a decision foyself, based on other people and then
they are satisfied and their lives are going on,tben I'm at the same place, so I've stopped
that” (CGS, female participant, Focus Group 1, gaf@3). This realisation encouraged
participants to make choices with the aim of betiefj the self and paying less attention to
what consequences their decisions held for otHersand then | suffer at the end, so if it is
going to benefit me, I'm going to make that deaisiostead” (CGS, female participant, Focus
Group 1, par. 1.99). Most of the continuous-genengtarticipants were concerned about how
choices would affect them, and little was mentioabdut how others would perceive their
choices or the effect it would have on others. &dveontinuous-generation participants
supported this tendency: “So | first think of myséCGS, female participant, Focus Group 1,
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par. 1.93), “l agree, that's what life is about,itfor yourself” (CGS, male participant, Focus
Group 1, par. 1.94), and “...Most of the time | jpst myself first, | don’t think about other
people, | don’t think about the consequences.tlthisk of myself, where | want to be, where
| am going, where my decision is going to take &GS, female participant, Focus Group 2,
par. 2.45). In contrast to the self-focussed viéwamtinuous-generation students, most first-
generation participants stressed how individualeded to be cognisant of others. Some
participants explained: “I have to think about otha lot when making decisions ... My
decisions affect others so | can’t make them oromy” (FGS, male participant, Focus Group
4, par. 4.51), and “Like again for example, if ynave from home, you are the first one. Maybe
your mother is bragging about you: ‘I got my fiekild gone to university!” but then afterwards,
you are coming back: ‘I'm fed up with the univeydite’. That might give your mother a heart
attack! Imagine how many lives you are affectingllivhs of millions. That's why I'm saying

— you have to consider the crowds, the environm@ES, male participant, Focus Group 3,
par. 3.37). These first-generation participantantyefelt compelled to prioritise others’ well-
being above their own desires. This view was paldity prominent in situations of financial
strain: “When | get money, | have to think ‘this ahus for this’ and ‘that much is for that’ so

| can’t just make everything about me. | know there people who need the money more than
| do” (FGS, female participant, Focus Group 4, gas2), and “When coming to clothes | can’t
just say ‘I need clothes’, | have to think aboutess. | have to think about the small ones, what
they are going to eat at school. | am old, | camiga hunger, but with them, they are too small,
they can’t survive hunger. | think you have to adas other people when making decisions”
(FGS, female participant, Focus Group 4, par. 4.56)not be self-focussed when making
decisions was considered an obligation for FGS, ansuring others were not affected
negatively was considered a necessity, for exaniiiten making a decision, | think you
have to consider others, because like he saiflueinces a lot of people. It is the right thing to

do. It is a necessity” (FGS, male participant, FoGuoup 4, par. 4.54).

4.2.3.2 New and deeper explorations of sdlhe theme of self-discovery emerged as
some participants mentioned how exploring persmasles and beliefs formed a central
feature of EA. Some participants stressed the vafuearning through experimenting with
endeavours that were new to them: “You will onlgrlenew things about yourself if you leave
your comfort zone” (CGS, male participant, Focusur 1, par. 1.117), and “I think | try out
things to get to know myself ... Being part of thtady can be one example. So, | try out

everything that | can” (FGS, male participant, FoGroup 4, par. 4.67). Constant evaluation
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of the environment, internal values, and behavieas also regarded as vital in discovering
who a person is in relation to others. Some pauditis even viewed self-evaluation as an
essential precursor to self-discovery, for exanmpleink self-discovery is very important. At

a certain stage, one needs to discover themsdluebefore we discover who we are, | think
we first need to consider self-evaluation ... evauair self, evaluate our surroundings. Then,
self-discovery is very possible” (FGS, male papigit, Focus Group 3, par. 3.44). Personal
virtues and vulnerabilities would become evidentause of evaluating and experimenting
with the self and the environment. Participantsestd’l try out stuff to see my weaknesses and
strengths and stuff (FGS, male participant, Foctmu® 4, par. 4.67), and “I think it is more

important to do self-evaluation, you look at thegple surrounding you, you look at the things
hindering you to get to a stage where you fullgdisered who you are, what you can do, what
you are capable of doing” (FGS, male participam¢Us Group 3, par. 3.44). In essence,

emphasis was placed on learning about the selflaneloping as an individual.

4.2.3.3 Hardships contributing to self-reflectiomnd discovery Participants were of
the opinion that hardships could be regarded asmdaimental contributing factor in identity
development. When asked what contributed to theEntity formation, some participants
answered, “My hardships — that is it” (CGS, femaaeticipant, Focus Group 2, par. 2.76), and
“I believe my identity is formed by how | grew umy surroundings, and by the challenges |
faced along the way” (FGS, male participant, Fa@usup 4, par. 4.73). These challenges or
hardships seemed to be factors that shaped aitiparits’ identities, although the types of
hardships they faced were often different. Hardshipo facilitated growth and endurance for
participants when they viewed it from a positivendset and saw the potential it had to create
resilience. The way in which one perceives hardshipuld determine whether the hardships
assist in self-development or cause disintegratfathe self: “I don’t look at a challenge and
saw how much | suffered. | look at it and see houcimit can build me, not how much it can
break me. When | say, ‘my identity was built by hgrdships’ | mean that the hardships have
actually made me the strong person that | am tddayow | can face anything right now with
boldness” (CGS, female participant, Focus Groyga®,2.81). Another participant highlighted
the inevitability of challenges or hardships and/hbese served as opportunities for acquiring
knowledge: “I just wait for challenges to come. fhkelearn from them” (CGS, male

participant, Focus Group 2, par. 2.65).
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4.2.3.4 Spirituality and the selfSpirituality was regarded as a protective fathat
motivated participants to endure and face diffichiallenges. Spirituality was portrayed as a
source of courage and support during difficult emstances for example: “I know | can face
anything right now with boldness. | know my Godbehind me with anything that |1 do” (CGS,
female participant, Focus Group 2, par. 2.81). ©rsity provides a variety of opportunities
with regard to spirituality, as participants ar@esed to different people with different beliefs.
With regard to meeting locations or communities|tiple options are available when it comes
to joining a certain spiritual group. One partisipgupported this statement when he said,
“There are various churches in here [universitygré are various fellowships in here” (FGS,
male participant, Focus Group 3, par. 3.45). Sptity seems to allow participants to explore
and discover more about themselves. The followarges as an example of the spiritual effect
in participants’ lives: “Everything that is happeginow is a miracle. | never thought I'm this
guy who loves church, who loves Christ, but whemiom to this university, | have discovered
myself because ... When | was in school | hated dhurat now | have discovered myself and
| am still busy to discover myself’ (FGS, male papant, Focus Group 3, par. 3.45). The need
for spiritual intervention in a life stage and ewviment where many uncertainties surface was
evident in the focus group discussions. A particigaptured the views of the group with the
following statement: “We can only pray to the Léndt He intervenes in this nation. The things
that we are experiencing day by day are actuadiiga of instability” (FGS, male participant,
Focus Group 3, par. 3.17). Ultimately, spiritualiteated stability and safety for participants
during their EA years.

4.2.3.5 Attending university and leaving home ascifdating factors. University
creates a platform where experimentation and ahgdie assist in negotiating a new self in
relation to others and the world. The following aeme examples of these personal
explorations: “Like trying new things? Yes, | thittkat is what varsity is about as well. Try as
many things as you can, meet new people” (CGS, paatecipant, Focus Group 1, par. 1.117).
Participants mentioned that they experienced afoamation when they left home and entered
HE. One participant added how the process of aulgb the university environment had
caused him to change and grow as an individuas ffansition allowed greater self-knowledge
and ultimately greater insight into his academiteptal: “I think | have started trying to figure
out who am |, what do | like, because sometimegesnd to overlook things ... Ever since |
got to university, | am passing with flying coloull my first semester modules were

distinctions and it seems like it is possible witi second semester modules as well. That only
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took place after | discovered my possible poteméadls, my capabilities, and myself. After |
think, ‘you know what, I’'m not the person | thinkvas. I'm a different person. | could do this.’
| thought | cannot get that far — | can even getobd that” (FGS, male participant, Focus
Group 3, par. 3.44).

Both generational groups mentioned the difficulpesed by the transition to HE. Some
continuous-generation participants highlighted ¢hallenges associated with attending HE
institutions. Participants were also cognisantha teality of the HE setting, for example:
“Especially by being by yourself, like without yoparents ... It's a very big adjustment”
(CGS, male participant, Focus Group 1, par. 1.18)1.However, it was clear that first-
generation participants found the process of adgpt university more difficult than their
continuous-generation peers did. This caused hilglvefs of anxiety among first-generation
participants, as the responsibility for self-disicip was greater, for example: “I think there is
something that | spotted from what he said, espigcighen he was speaking about the
transition, uhm ... that takes place from home tovewsity ... That transition | think when
entering in an adulthood stage sometimes brings af Ichallenges because now you have to
be on your own, independence like he emphasisedy@un have to make sure that everything
is done in time by yourself” (FGS, male participdfacus Group 3, par. 3.7). The major issue
concerning this transition, as mentioned by paréints, was not having support structures that
kept you accountable, which could lead to acadéailiare. In contrast to living at home and
being motivated to succeed, the responsibilityractise study skills and self-discipline was
now solely the participant’s responsibility: “Traeates a bit of a problem because some of us
could only study because our parents are reinfgrttie attitude to study. Now you can even
look at the achievement rate or the passing peagentve can be cognisant with regard to that.
The impact that is created by the transition is/\geat because we tend to drop with regard
to marks because there is no one to see if the\Wworkes done properly, no one to make sure
the assignments is submitted in time, you are am gavn ... There is no one to follow you,
there is no one to tell you to do your homeworky yare on your own...” (FGS, male
participant, Focus Group 3, par. 3.7). Comparedotttinuous-generation participants, first-
generation participants were more concerned abeutansition to HE, the risks the transition
involved, and the struggle of adaptation. In essenaiversity was considered not only an
environment that needed to be adapted to, but @alsenvironment that required greater
independence, which participants found challenging.
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A lack of having knowledgeable others at home whdenstand HE and the university
environment could sometimes pose additional thréatshe joys of EA. A participant
mentioned, “If there were someone maybe who expee@ varsity, maybe he would come
back, maybe home, and give a bit back becausena goint maybe in terms of books —
NASFAS catered only for 6 books and | have to bagtler one, they think maybe you are
lying. They think you just want money for yourseffou see, if there were someone who has
been there ...” (FGS, male participant, Focus GrqymaB 3.8). This lack of knowledge about
university resulted in confusion and also limitesnemunication with the university: “Even at
my home, they know me, | am at the University & Bree State, but they don’t even know
where is that University of the Free State, soeitdmes a challenge, a very big challenge
because let’s say | need R4000, they can’'t evemgeintact with the university and see what
is happening there” (FGS, male participant, Focusu@ 3, par. 3.8). Some first-generation
participants reckoned university was easier fortioowus-generation peers who had the
support and knowledge from home: “For the comingegation, that must be easy” (FGS, male

participant, Focus Group 3, par. 3.8).

For both first-generation and continuous-generagiarticipants, self-discovery was a
very important and central feature in the develomialestage in which they were. Both groups
stressed the need for greater self- discovery laumsl gelf-knowledge. In their journey towards
self-discovery, most participants perceived hamisisi challenges that assisted in the process
of identity formation. Several participants relied spirituality when facing hardships, and
spirituality also seemed to bring about change gruvth. Some differences were noted
between first-generation participants and contisugeneration participants with regard to the
importance of self. First-generation participantsrevcognisant of the effect their choices
would have on others, whereas continuous-generatoticipants tended to focus more on
themselves and how decisions would benefit thensgpelly. Both groups felt great
excitement towards university life, however, thégoanentioned that challenges were faced
amidst the excitement. First-generation participaanhded to find the adaptation to university
life even more difficult than continuous-generatgarticipants did.

4.2.4 Theme 4: Priorities during this stageThe fourth main theme focuses on the
priorities experienced during the developmentajestaf EA. Some subthemes that emerged
were seeing opportunity, hoping to find happinessponsibility, independence, decision
making, living with uncertainty, and facing expditias and pressure.
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4.2.4.1 Seeing opportunitfNumerous participants were of the opinion that\kas a
life stage characterised by various opportunities tvere not previously available to them, for
example: “There are many possibilities at univgt4lEGS, male participant, Focus Group 3,
par. 3.22), and “It [EA] is indeed a time of posiiies, everything is possible from now on”
(FGS, male participant, Focus Group 3, par. 3.RIjiversity seemed to create an ideal
platform for participants to explore a variety afgibilities in terms of social development and
academic endeavours. The following was mentionéds‘indeed. It is the stage of possibilities
because being in the university itself, it expasedo a different type of environment, different
type of people, different type of opportunities t.id a stage of possibilities, it is a stage
whereby one can actually show people who theynaage sure that they get those best marks”
(FGS, male participant, Focus Group 3, par. 3Rdyvever, participants demonstrated insight
as they acknowledged the responsibility to embogg®ortunities, for example: “... and it is
up to the individual whether they grab those opputtes or let go of them” (FGS, male
participant, Focus Group 3, par. 3.21). Participauggested that the social, academic, and
cultural exposure at university created opportasifor achieving success in the future. One
participant summarised the groups’ thoughts whenstated, “Yes, there are a lot of
possibilities in this stage. We are meeting différpeople, people with different social
economic backgrounds. Every day we get exposedfeoaht opportunities out there. There
are a lot of opportunities for a person to succegtdthere” (FGS, male participant, Focus
Group 4, par. 4.44).

4.2.4.2 Hoping to find happinesfkeaching a state of happiness was something only

continuous-generation participants regarded asah @oEA. Many parents of continuous-
generation participants also seemed to be moreecoed about their children’s well-being
rather than the level of success they achievedexample: “It's the same with me, I'm not
under any pressure from home” (CGS, female pasditipFocus Group 1, par. 1.175).
Although some continuous-generation participantsgaents who might mention success, the
general tendency was that parents wanted theidrenilto be happy. This was clear in the
following statements by participants: “My parentways tell me, ‘We expect of you to be the
best that you can be and to succeed and in theyendre happy with what you have done’...
They have given us clay to build some pots withtiink their expectation is my expectation
and maybe beyond, but because | know they arereespring me in any way or they do not
show it, we expect the same. Be the best that goube and be happy with what you have
done” (CGS, female participant, Focus Group 1, pat75), and “My family is not very

58



enthusiastic. As long as | am doing what | want,femyily is fine” (CGS, female participant,
Focus Group 2, par. 2.110). Something that was qiste prevalent among continuous-
generation participants was how the ultimate goéfe was to be satisfied or happy. This goal
was also the driving force behind decision-makiing,.example: “This is what will make me
happy, that's my core thing, | will always try to things that make me happy” (CGS, male
participant, Focus Group 1, par. 1.98). Thus, ocmmtius-generation participants were more

inclined to focus on their own success and weltkgei

4.2.4.3 Taking responsibilityA few participants mentioned the responsibilibatt
came with having the mentioned opportunities angsitdlities. Participants also highlighted
the competitiveness that these opportunities welildt. For example: “I think possibilities
are there ... opportunities are there, but it comiis responsibilities. But the competition is
intense in everything. It is a 50/50 thing” (FGSlenparticipant, Focus Group 4, par. 4.46).
Some patrticipants showed insight into the charesties of EA and adulthood. One of the
characteristics identified was having newfound oesjbilities, as participants no longer had
the support they had been used to during the atotesife stage. This was evident from the
following statement of a participant: “Either itrche on the family side or the responsibility
of yourself — being independent” (FGS, male pastiat, Focus Group 3, par. 3.3). The added
responsibilities of EA were also deemed as ardug another participant stressed the
resistance to entering the new life stage follonadglescence. He stated, “I don’t know ... It
[EA] seems like a serious thing ... something ths¢'sous so like responsibilities” (CGS, male
participant, Focus Group 1, par. 1.112).

Some first-generation male participants felt likeyt had the responsibility “to pay back”
in life. One of these participants even expressamies guilt when he talked about the
responsibility to persevere, which was caused bygthlt experienced because of sacrifices
others made for participants: “It took my parernve fyears caring for me. Sometime | spend
three years in hospital and they were there corarsge me so | don’t have a reason to quit.
They did their best, so | have to do my best” (F@8&le participant, Focus Group 3, par. 3.82).
The fact that parents sacrificed financially andogonally also served as encouragement to
endure. Again, a responsibility to “pay back” waglent: “Yes, because like | said earlier, it
took my mom a bad, tough five years to raise mgetdo primary school. It was hard for her.
| was sick and we had to go from Qwa-Qwa to Bloartdm two times a month. It took my

parents five years caring for me. Sometime | sgbrek years in hospital and they were there
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coming to see me so | don’t have a reason to E@S, male participant, Focus Group 3, par.
3.82). Another participant stressed the concernotbers’ situations and how there was a
responsibility to ensure that others’ circumstangese improved: “l see that | have to work
hard, otherwise things will be worse for them [pais§’ (FGS, male participant, Focus Group
3, par. 3.77). Some first-generation participaets dbligated to be cognisant of others when
making decisions. This came because of being tise ifidividuals from a family to enter

university. Great weight was placed on consideatigrs in the decision-making process and
the effect decisions would have on others: “Thady I'm saying — you have to consider the
crowds, the environment” (FGS, male participant,cd® Group 3, par. 3.37). This

responsibility to “pay back” or consider others wad evident among continuous-generation
participants, who tended to focus on themselves snded only for happiness, as was
mentioned previously. It was also clear that fgetieration male participants experienced

greater responsibility to “pay back”.

4.2.4.4 Striving towards independencehere was urgency among participants to be
independent, free beings who fulfilled their owreds. Financial independence was one of the
most significant forms of independence highlighbgdparticipants and was regarded as the
key factor to a comfortable life, free from worriédust living life comfortably, not just
meeting my needs, but that and beyond. Not worrgibgut who is going to pay my sons’
school fees, where am | going to get the moneywkmgpthat everything is paid up and | want
to have a stress-free life” (CGS, female partictip&ocus Group 1, par. 1.170) and “... since
| am still depending on other people financiallganings like that. If | can do things by myself,
that is when | will say | have reached adulthodéG§, male participant, Focus Group 4, par.
4.63).

With this need for independence, some participse¢sned to comprehend that it would
bring about certain challenges, for example: “ltdrees a very big challenge to us in university
because at some point we can tell you ‘we don’thamney’ and at that time maybe you
urgently need something that will help you to bed@r maybe help you to perform well,
maybe again to contribute in your adulthood. Bénagpendent is something different” (FGS,
male participant, Focus Group 3, par. 3.6). A laicknancial support would lead to frustration
and uncertainty, which in turn might even assistbe@coming independent. One student
complained, “I think a challenge is like ‘Where ylou head to?’... Now you have to get some
airtime if there is no airtime and it will affecoy also emotionally” (FGS, male participant,
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Focus Group 3, par. 3.6). Socio-economic statusalssconsidered a determining factor to
financial support from home. Lack of financial soppto participants who come from
impoverished backgrounds also seemed to be a thweatademic success: “Even like
performing here in your studies, it can still atfgou. Then again, the background that you are
from, the economy at home, the parents at homeyberthey are only capable, they only have
money to supply for the family. If you are isolat@dsome place, they have to give a certain
amount of their money and deposit it to you to sigrwhere you are” (FGS, male participant,
Focus Group 3, par. 3.6). From this, it was cléat,talthough participants insisted on being
independent, they realised that independence atmagbt about challenges and especially

financial strain.

Some first-generation participants mentioned thmgydlasting effects associated with a
lack of financial support, especially from familyiectures. The lack of financial support meant
greater independence in making decisions but alsatey dependence on other sources of
financial support for academic pursuits, for exaampl.. with not having a source of income
from parents so you have to make decisions thaja@ng to impact your future” (FGS, female
participant, Focus Group 4, par. 4.39). First-gatien participants related to one another on
this issue and regarded financial strain and bdamendent on some form of financial relief,
as a universal issue among them: “Like we are-fjesteration students and struggling

financially” (FGS, male participant, Focus Grouppdy. 4.47).

4.2.4.5 The importance of challenges regarding dgen making Both generational
groups agreed that the greatest challenge they faeireg in EA was decision-making. The
responsibility to make choices that will have lagtconsequences intimidated participants.
Some responded as follows: “For me it is decisiakimyg. It is very difficult to make decisions
on your own and the products of choice kills meG&; female participant, Focus Group 2,
par. 2.16), and “I agree with the other three eglees; the most significant challenge is the
decision making. You have a lot of decisions innjfoand like who to make friends with, with
who are you going and if you make the wrong chaiceiill face you directly. So, all I'm
saying is decision making is most difficult chathenin this stage” (FGS, male participant,
Focus Group 4, par. 4.21). Participants suggestadindividuals should acquire the skill of
making good decisions and that previous generatioukl serve as resources for learning how
to make better decisions: “When | compare it [hisife] with my parents, they did not have

the opportunities but in terms of decision makihgy were good. So we have to learn to make
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good choices” (FGS, male participant, Focus Groupat. 4.83). As seen earlier, another
challenge found among participants was the impoggaced on others or the self as motives
for making decisions: “I am a very selfish persdmew it comes to decision making. | always
put myself first. That's a situation where | hawebe selfish” (CGS, female participant, Focus
Group 2, par. 2.43).

4.2.4.6 Living with uncertainty Most participants regarded the EA stage as an
unpredictable stage of life during which many uteieties surfaced. Some participants’
expressions were the following: “I think with studg it is always going to be unstable” (CGS,
female participant, Focus Group 2, par. 2.28), ‘dini$ unstable. Every aspect in my life ...
academically, emotionally, everything is just ubsabecause | am still developing now. So
it's really unstable” (FGS, male participant, Fo€&sup 4, par. 4.37). Together with this life
stage being unstable, one participant added ingeaisss as a characteristic of EA: “You can't
really explain how unstable this phase is and y@ange your mind just like this” (CGS, female
participant, Focus Group 2, par. 2.31). Participaarigued that this instability was due to
multiple factors of daily life that were unavoidabfor example: “I think one would say this is
a time of instability indeed, because as much asveamts to be stable, you have to consider
all the aspects that actually encompass your (F&S, male participant, Focus Group 3, par.
3.17).

Various daily uncertainties that surface and tiffaicha person’s life were related to the
country in which participants lived and their swmding environment. A participant
mentioned, “One could say for instance you lodkateconomic aspect, your academic aspect,
social aspect and also political aspect but nat gertain context, but rather looking at the
indirect influence that it has towards you. So .wduld say this is a moment of instability,
because you look at the rand is dropping and diisgand that” (FGS, male participant, Focus
Group 3, par. 3.17). Another participant mentiotteel urgency with which one should face
uncertainties: “Some of the things doesn’t affectiwmectly, but indirectly, so we cannot ignore
them, we cannot neglect them because it doese'ttais directly, but we need to be cognisant
that they do affect us. That brings a bit of anatahce in our lives” (FGS, male participant,
Focus Group 3, par. 3.17). Even though individwadse motivated to achieve academic goals
and avoid any possible disruptions, some unforesgsrumstances could disrupt an
environment completely and result in unaccomplisheals. An example of a disruption in the
university environment mentioned by a participartswthe possibility of a student protest:
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“Recently we have been hearing about the upcontiiiggswhat would bring to you. You are

keen to write your exams, you are ready to do ¢kary, but now there is an upcoming strike.
What does that imply? Now you can see there iseatiinstability in our lives although we

may try to stabilise some of the things” (FGS, ngseticipant, Focus Group 3, par. 3.17).

Some participants insisted that the instabilityaignced was because of simultaneously
experiencing characteristics of adolescence anithexhal: “For me, let me say I'm in between.
Let's call it a developmental stage. We are getérgosed to a lot of things so | won’'t say my
life is stable or not. | will just say | am in awsopment stage between a lot of things” (FGS,
male participant, Focus Group 4, par. 4.36), anthitik that sometimes you can feel like
‘Woah, is what I'm doing right?’ or whatever. Ori\l on the right track, am | going in the
right place sometimes?’ And then, you have timesrelyou feel like ‘I know I'm doing what
| like'. It goes through stages for me, that's wh&dund out” (CGS, male participant, Focus
Group 1, par. 1.50).

Contradictory to the instability and uncertaintytimost participants experienced, was
the stability experienced during EA by two continsegeneration participants: “Joh ... Is life
messy basically? | don’t know, | try to keep itsaable as possible” (CGS, male participant,
Focus Group 1, par. 1.45), and “I also feel if gil@ing is basically just ... stable” (CGS,
female participant, Focus Group 1, par. 1.48). Hamke most participants from both
generational and gender groups seemed to agrethdlyatvere in a very unstable stage of life
with many uncertainties. Some highlighted the défe factors that contributed to this

instability.

4.2.4.6 Facing expectations and pressurome participants acknowledged the
expectations of family or the communities in whitley were brought up. First-generation
participants mentioned the importance of living tg expectations of others and the
perseverance it took to live up to these expectatidhe following quote serves as an example:
“It means a lot to me that they believe in me, tiveyt the best for me and believe that | will
finish. They do believe in me so they are expecirigt from me” (FGS, female participant,
Focus Group 4, par. 4.90). First-generation padicis were focussed on living up to
expectations and in essence not disappointing feignt others. These expectations could
sometimes pose great challenges, as pressure pasesiced to live up to the expectations. A
participant explained, “They [family] believe | amleader. They always call me nicknames
which are encouraging. Like they say ‘Hay Mr CEQ, GEO..." It encourages me to work
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hard. | don’t want that nickname and end up bemgething else” (FGS, male participant,
Focus Group 4, par. 4.88). First-generation paudicis felt great pressure from their families
to perform well academically and mentioned the oespbility placed on them to succeed, for
example: “My little brother always says, ‘We arargpto your house one day’... They have
these high expectations, so it is important to Wwaatd” (FGS, female participant, Focus Group
4, par. 4.87), and “From my family, | am the ficste to enter university, | was the first one in
the community to pass Grade 11 ... so my family iseexing a lot, more specifically, my

father” (FGS, male participant, Focus Group 4, pa©l). The pressure participants
experienced was not necessarily directly commuedtal the family members. Participants,
however, portrayed insight into family dynamics dinel difficult positions in which they were

with regard to unspoken expectations and presturexample: “My family is really expecting

a lot from me. They haven't really said it, but yoan see it from their attitude. They want me
to be a successful person in life and earn a lobafey. They are really expecting a lot from
me” (FGS, male participant, Focus Group 4, par9}.8nd “Even though my parents don’t
give me encouraging words due to the fact that leamotional, | know they are encouraging
me in the way they act and the things they do” (F@8le participant, Focus Group 3, par.
3.77). The great pressure and responsibility tlates with expectations from significant
others was reiterated in the following words ofistfgeneration participant: “Even the
community says, ‘You are the one that is going hange the situation at home.” That is
encouraging. | see that | have to work hard, otisshings will be worse for them” (FGS,

male participant, Focus Group 3, par. 3.77).

The issue of being treated like successful indigidwho have achieved great success
was also mentioned as a form of pressure in EAifst-generation participants. Two first-
generation participants briefly highlighted the ft@mon and pressure experienced to live up to
certain expectations when others viewed them asadyr accomplished individuals, for
example: “Yes, they [family] put pressure on yoknbw | am just a first year, but they are
treating me as | am something big and | know | ay beginning this difficult journey” (FGS,
male participant, Focus Group 4, par. 4.92), an#té¢‘'lhe said, it is how they treat you. It is
different now from how it was” (FGS, female pamant, Focus Group 4, par. 4.94). This
struggle was mentioned only by first-generatioriipgrants as something that was experienced
because of having had an opportunity to becomeateldcPressure from family was even
generalised as a struggle faced by all first-gdimrastudents: “I think we share a common

goal. All of our parents expect something from (igGS, male participant, Focus Group 4, par.
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4.91). In essence, the pressure that participactdfand the expectations from their families
and communities seemed to encourage them to peesand to excel. However, it was clear
that these expectations caused stress in partisigaves and that they experienced a sense of

guilt that motivated them to endure.

In summary: Participants seemed to agree that passibilities and opportunities were
readily available in EA and that the university omment was the ideal environment to be
exposed to those possibilities and opportunitiesst\participants seemed to agree that EA had
newfound responsibilities. Some participants weginastic about the idea of more
responsibilities, while others were not optimistRarticipants clearly had the need to be
independent, especially financially, and almospalticipants agreed that EA was still a time
of some dependence. It was clear that studentsl fddterent challenges with regard to
expectations and pressure from home and that tessyre and expectations sometimes
burdened participants with a sense of guilt. OmarcHifference was noted as continuous-
generation participants’ focus was to find happsree®d first-generation participants were more
focussed on others. First-generation participaet®wocussed on working hard and being who
their family believed them to be and “paying batdk”what had been done for them. A gender
difference was also evident among first-generagarticipants, as male participants clearly

showed a greater degree of responsibility to “pagkbin life.

4.2.5 Theme 5: A perspective on what is nexParticipants discussed various views of
their future. They made comparisons with their pt’dives, and considered future success.

They also contemplated the possibility of marriage.

4.2.5.1 My opportunity-filled life compared to magents’ life. Most participants were
of the opinion that their lives would be filled Wwitgreater levels of success and more
opportunities compared to their parents’ lives,dgample: “I think my future is going to be
brighter than my parents’ life” (FGS, male partanip, Focus Group 4, par. 4.79), and “Humans
are made to evolve so what is the point if you kestp doing things the same way. Our parents
reached one thing, we always try to reach high€G$, female participant, Focus Group 2,
par. 2.91). For most participants, obtaining andaoac qualification would lead to several
possibilities and contribute to a more attractivife. Academic achievements would allow
individuals to pursue a variety of careers and ftmsgerous. Several participants stated, “...
because | will graduate and get a degree while angris couldn’t graduate at all or get any
certificate” (FGS, male participant, Focus Grouppéy. 4.79), and “Our future of this
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generation is more productive; for example, ouepts never go to school until this far, but
I’'m the one again who is going to school. It isrevifege and again it is positive. If | can have
a degree, it is something else. The doors are dpeives you a personal experience ... an

exposure ... to different fields” (FGS, male partamp, Focus Group 3, par. 3.63).

Another prevalent phenomenon noted among somegirsération participants was the
opportunity to attain a qualification that was et held by anyone else in the community.
These participants would possibly become “firststheir families or communities. These were
some of their responses: “Ten years to come | tflonk know, | will be the first doctor, who
was a patient to become a doctor, an upcoming tagist, a surgeon. | will be the first one”
(FGS, male participant, Focus Group 3, par. 3.7@)“awill be the first to finish university,
from my community | will be the first and | will ba psychologist. That is the biggest
opportunity | have received” (FGS, male participdtcus Group 3, par. 3.73).

Many participants were filled with great optimisrhoat their future because of the
possibilities that were available to them in the etvironment, for example: “My future is
good. When | compare it with my parents, they did Imve the opportunities” (FGS, male
participant, Focus Group 4, par. 4.83), and “Myfatis very positive, because | have been
exposed to a lot of opportunities in life, gettiagtravel around the world — that is something
that my parents never do” (FGS, male participantus Group 4, par. 4.82). The opportunities
offered at university served as a motivational da@nd inspired them to be proactive, for
example: “Well, between the ages of 18 and 25 thleoeldn’t be anything that’s stopping you
to achieve anything you want, because you areystilhg and your mind is still fresh and you
are not settled at some company and you know thvdiese you work and that's it. If you want
to start a business or something, you should betalyget it on its feet, because you are still, |
don’t want to say you are still young ... you ard atlowed to dream fully and achieve those

dreams” (CGS, female participant, Focus Group f.,1084).

The opportunity to create a more prosperous andesstul future also served as
encouragement to pursue greater goals. Not to phgagpsignificant others, participants were
motivated to work hard and reach success. Thiscleas in statements like the following: “It
is like being a millionaire — you have that fearomie day losing this money, so you keep on
working hard. If you fail, you also fail other pdepbecause other people are looking up to
you. | view my future as positive because | getomen to a lot of things. Not just from
university, like | said | love to read a lot of b@o That is how | learn a lot of things” (FGS,
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male participant, Focus Group 4, par. 4.82). Ttench to be an inspiration to others was also
mentioned as a motivational factor: “In that pra;eg®u start to inspire other people and when
you inspire other people you keep on working hdr(fegS, male participant, Focus Group 4,
par. 4.82).

Participants shared their experiences of havingympaople who depended on them for
financial aid. The pressure placed on these ppaints by their communities served as
encouragement to persevere. The dynamics expeddyggarticipants were captured by what
this participant said: “l also get a lot of suppfsxdm my family, even my community. The
person that | am now, the person that | am babkite, are the same person | am in the future,
because attitude and respect is firstly importaren the community says, ‘You are the one
that is going to change the situation at home'.tTh@ncouraging” (FGS, male participant,

Focus Group 3, par. 3.77).

Although most participants agreed that their fuioeked more promising than that of
their parents’ lives, first-generation participarssemed even more optimistic than their

continuous-generation peers were.

4.2.5.2 To marry or not to marry®ome participants briefly mentioned marriage and
the possibility of marriage in the future. A fewrfale participants voiced their thoughts about
marriage. They said, “... what else — marriage, I'oharomantic, but | feel like | want to get
married” (CGS, female participant, Focus Group dr, .170), “Our class had a discussion
today and said that after honours one will get radrand | sat there and realised, ‘I don’t want
to get married, | have a lot of plans for myselfl drdon’t think marriage fits into it” (CGS,
female participant, Focus Group 2, par. 2.95), ‘dfakriage and kids are not at all in my plan
for the future for the next 20 to 25 years. | Haid tdea since Grade 7 and | still feel the same!
| had a lot of experiences and realise | don’t waritave kids, cuz so much can go wrong and
so much can go right ... and | don’t want to get medrbecause marriage statistics in South

Africa have not been promising” (CGS, female pgvaat, Focus Group 2, par. 2.97).

Male participants seemed to be more optimistic fieamales about the idea of marriage
in the future. Some male participants spoke withatgr assurance about the possibility of
choosing a life partner and marriage in the futtiext ten years — marriage, and one or two

kids and success where | am working. That is whaee myself in ten years” (CGS, male
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participant, Focus Group 2, par. 2.98), and “l khiinvill reach adulthood when | get married

or when | start to think about marriage” (FGS, madeticipant, Focus Group 4, par. 4.60).

Thus, most participants agreed that their futureldionost likely be more attractive and
successful compared to their parents’ lives and tima was because of being exposed to
various opportunities. Most participants were esiastic about their future and regarded it as
a time filled with opportunities and achievable Igo&irst-generation participants were even
more enthusiastic about their future. Opportunigswalso associated with the responsibility to
succeed and support others. Only a few mentiore@alsibility of marriage.

4.3 Chapter Summary

In this chapter, both quantitative and qualitatesults of this mixed-methods study were
presented. In the quantitative section, significhffierences in the dimensions of EA and views
of the future between the gender and generatiooalbg were reported. FGSs identified more
with the dimensions of EA and were more positivewlheir future compared to CGSs, while

females identified with the dimensions of EA morensely than males did.

The various themes and subthemes that emergedifgualitative thematic analyses,
as well as nuances between generational and ggralgss, were presented. Various prominent
themes emerged. Firstly, most participants assatiaith the life stage of EA, characterised
by the transition from adolescence to adulthoodo8dly, participants acknowledged the role
family, the community, friends, and new acquainen@layed in their lives. Thirdly,
participants prioritised self-discovery mainly thgh facing challenges, hardships, and
university life. Fourthly, participants highlightetlat EA was filled with opportunities and
possibilities, but also greater responsibility, @pendence, instability, and pressure. Lastly,
participants viewed their future as brighter thiaeirt parents’ lives and were optimistic with
regard to all the opportunities that were readvgikable for them.

Although many similarities surfaced across genenali and gender groups, some
differences were noted. A slight resistance towaadslthood was evident among some
continuous-generation participants, whereas tisi-generation peers more readily accepted
the responsibility of becoming adults. Continuoesgration participants were also more
concerned about leading pleasant lives and dicerperience the amount of pressure their
first-generation peers faced. For first-generatiparticipants, being “firsts” in their

communities and families was a source of pridejvatibn, and pressure. These participants
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saw themselves as role models for others and didiaat to disappoint those who had faith in
them and who sacrificed to provide them with oppaities, and expected much from them.
However, first-generation participants also mergma lack of financial support, resulting in
emotional stress in adapting to and achieving ateusity. With regard to decision-making,
first-generation participants reflected more cognee of others and felt obligated to ensure
others were not affected negatively by their decisj whereas continuous-generation
participants were more focussed on themselved-g@rseration participants seemed especially
enthusiastic about their future, compared to tharents’ lives.

A few gender differences were also evident. Malspéeially first-generation)
participants showed a greater responsibility towdmhying back” in life. Also, the issue of
entering adulthood at a younger age was mentiongdoy first-generation male participants.
This phenomenon of entering adulthood at a youagerwas as a result of growing up around
older family members or having greater responsibdiat a young age. Female participants
were more optimistic about meeting new people, etgiearn from a diverse range of people,

and to postpone marriage than male participants.wer

These results are discussed in the following chapte
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Chapter 5: Discussion of Research Results

In this chapter, the results of this study are uised by comparing the findings with
literature in the field of EA and student develomté&esults regarding the identification with
EA are highlighted and discussed. Next, the diffees between FGSs and CGSs with regard
to the dimensions of EA and views of the future@esented, followed by a discussion of the
differences between gender groups. Unique expergent EA and views of the future are

compared with previous research. A summary coneltike chapter.

5.1 Tendencies Related to the Identification with e Dimensions of Emerging
Adulthood and Views of the Future

In this study, a strong association with the dinmms of EA was evident. In the
guantitative section of the study, all participan¢ported high scores on the IDEA. The
gualitative results confirmed that the participaaigerienced the dimensions of EA and,
consequently, regarded themselves as EAs. Thisrua$or FGSs and CGSs, as well as males
and females. When asked with which developmengaesthey related, the majority of the
participants (49.2%) regarded themselves as in detwadolescence and adulthood. The
gualitative discussion reiterated this, as pardiotp frequently mentioned feeling in between,
while vacillating between being dependent on othbrg also enjoying new-found
independence. This concurs with findings of redeatudies among EAs, revealing that
individuals feel like they have reached adulthoodome ways but not in others (Arnett &
Walker, 2015). For example, in a study done amaundents, 69% of the participants indicated
that they regarded themselves as adult in some,waysot in others, thus in between (Nelson
& Barry, 2005). Arnett (2001, 2014) states thalifepin between in EA is as a result of still
being dependent on others for guidance, like adelds, and simultaneously experiencing
pressure to be more independent, like adults. Toverealthough some theorists (Silva, 2016;
Syed, 2015) suggest that EA is not a universalskiége, the current study supports Arnett’s
(2014) statement of EA being a life stage evidembag EAs from diverse backgrounds and
SES.

Participants identified most with the identity dinsgon of EA, relating to ‘a time of
defining yourself'. Identity exploration was alsopaominent theme in the focus group
discussions. Participants highlighted the valusetffdiscovery, and university life, hardships,

or challenges were said to facilitate identity @xation. ldentity development is most
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prominent in EA and is even regarded as the modtaledimension (Arnett, 2014; Reifman et
al., 2007). Universities provide a unique environinghere identity exploration lies central to
student development (Cross & Johnson, 2008; Ligers al., 2017). This study confirmed
the centrality of identity exploration during thé& kears.

In this study, of all the dimensions, associatiothwhe dimension of instability (e.g. ‘a
time of feeling stressed out’) was the lowest om HDEA. Luyckx, De Witte, and Goossens
(2011) also found only a moderate amount of instgkamong EAs. Instability is deemed
greater when EAs do not view themselves as aduligckx et al., 2011) and identity capital
is viewed as a protective factor against instabflitendry & Kloep, 2007). These studies seem
to suggest that when EAs identify with adulthoodl drave greater identity capital, the
experience of instability would be lower. The cuatrstudy might confirm this statement:
Although most participants regarded themselves rashatween stages, the remaining
participants were more inclined to the idea of peadults (39%) rather than adolescents
(11.8%). In the qualitative section, however, mpants frequently mentioned how many
uncertainties surfaced during EA. For example, edigtable factors of daily life,
indecisiveness, simultaneously experiencing charitics of adolescence and adulthood,
decision-making, and pressure from family or siigaifit others were regarded as contributing
factors to the instability experienced during EAisl qualitative finding, high identification
with instability, corresponds with previous reséatigat highlights the tension and increased
uncertainty when students live in unstable so@etth uncertain career paths (Guichard,
2015; Savickas et al., 2009). In general, studargsregarded as EAs who experience the
dimensions of EA more intensely due to the univgrsnvironment to which they are exposed
(Arnett, 2016b). Arnett (2004b) even states howalpiity can be classified as the greatest
distinguishing factor of EA.

With regard to views of the future, all participsmtere optimistic about what the future
holds and seemed to believe that their lives wbeldjreater than that of their parents. In the
gualitative section of this study, this was contan The optimism was said to be because of
having many opportunities that participants’ pasestl not have. Participants also believed
that their future careers would be filled with segs. Being positive about the future was
confirmed in many studies among EAs (Arnett & Schwa012; Bishop & Willis, 2014;
Waters et al., 2011). Waters et al. (2011) alsadotnat this optimism was due to the range of
possibilities that are readily available during B#nett and Walker (2014) found that as many
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as 77% of the EAs in their study anticipated thetrtfuture would be better than their parents’
lives. This can be explained by the tendency of Aselieve they can do anything or become
anything (Arnett & Schwab, 2012; Waters et al., P01

In the current study, although participants hadb#®wbout SA and the challenges
experienced in the country (such as economic iflgyalerime, and violence), they were still
anticipating a bright future. This finding corredatwith research by Bishop and Willis (2014),
who state that EAs are positive about their fuewen though they have some concerns about
the current state of the world. Therefore, theenirstudy supports the perspective that the EA

years are regarded as optimistic.

Of all the scores on théFQ, participants scored lowest on the item relateldow they
view their future personal relationships in comgani with those of their parents. During the
gualitative discussions, participants communicatezl immense value of current personal

relationships with family and friends but did noake much reference to future relationships.

5.2 Generational Differences Regarding the Dimensis of Emerging Adulthood and

Views of the Future

The current study revealed that there were sigmficlifferences between the different
generational groups in the association with theedisions of EA. FGSs identified stronger
with the dimensions of EA and experienced the ifiedimensions of EA more intensely than
their CGS peers did. FGSs mentioned the strugdley faced at university, including
experiencing financial difficulties, having diffitty adapting to university life, facing pressure

from home, as well as being responsible for otiretseir communities.

Financial instability was one of the greatest fowhsnstability for FGSs, while CGSs
reported financial support from home. The lackinancial support FGSs experienced was
associated with a greater chance of academic éadlnd heightened levels of emotional stress.
In previous studies, differing experiences of ursity life have also been reported (Heymann
& Carolissen, 2011). Compared to their CGSs pde@&Ss face greater challenges, which
include higher drop-out rates, financial instapjliand greater academic challenges (Martinez
et al., 2009; Modipane, 2011; Steyn, 2016; Stryddral., 2010). Financial difficulties and a
lack of support and motivation from family, affdeSs’ academic achievement (Modipane,
2011). This financial strain is often due to lowSSkackgrounds (Nomdo, 2017). CGSs are
usually from higher SES backgrounds (Heymann & @en, 2011). Owing to university
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being a traumatic experience for FGSs, they are ralsst likely to explore their identities to
adapt to the new university culture (Nomdo, 2014d).of these findings correspond to the
findings of the current study, which indicate ho@%$s experience the dimensions of EA more
intensely.

In this study, it was clear that FGSs experienbedransition to university more difficult
than CGSs did. FGSs explained this tendency itigheof the contrasting environments they
were exposed to at home and university. Togethtr this, FGSs mentioned how they often
did not receive the needed support from home bectnesr parents did not have knowledge
about HE and the university environment. In therenir study, it was evident that FGSs
experienced difficulties in adapting to universdigcause of this. This finding corresponds with
a study done by Badenhorst and Kapp (2013), whiclicated that FGSs had trouble at
university due to not having knowledgeable othénsaame who could assist them with their
HE challenges. Findings from another study alsacatdd that this experience was evident
among FGSs, as their parents did not know how laderé¢o their university-attending child
(Liversage et al., 2017). Previous researchers\@h&006; Vincent & ldahosa, 2014) also
state that the transition from rural settings westablished cultural practices to urban HE
settings with diverse cultural experiences is diffi for FGSs. CGSs are considered more
prepared for university, as they attend higherigpuaecondary education and find it easier to
adapt to the academic standard of HE (Stephenis, @042). FGSs also feel in between, as
they struggle to balance the independence anddnedtdat are found at university with the
need they still have for support and being dependermthers (Liversage et al., 2017). Thus,
the current study aligns with previous researcthow FGSs experience greater challenges

when they attend university compared to their CE&q

FGSs mentioned how their decision-making procegailed considering others and
ensuring others were not affected negatively byr tbleoices. These students stressed the
necessity of ultimately benefitting others whenythegade choices. CGSs, on the other hand,
were more focussed on themselves when making dasiaind did not consider others as much
as FGSs did. CGSs even mentioned how thinkingladretonly affected them negatively. In
essence, CGSs were more self-focussed than FG8sTes finding is in line with the views
of Skulborstad and Hermann (2016), who suggesitbaternised students (in this case CGSs)
are self-focussed and make decisions without ftdlymitting to others. In another study, the

tendency of FGSs to make decisions while considerthers and ultimately achieving greater
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interdependence, is mentioned (Stephens et al2)28king more focussed on others, as is
observed among FGSs, may be more evident durinth&Aresearchers previously believed
(Skulborstad & Hermann, 2016). Arnett (2013) argtiest the current EA generation is a
generation that is “generous” and that these iddais can improve societies in which they
are. This is supported by the current study and mardinked to the thoughtfulness and

interconnectedness found among FGSs.

In both the quantitative and qualitative sectiofghts study, FGSs were even more
positive than CGSs were about their future. FG8sestchigher on the#FQ and communicated
their optimism about the future and the great @sttbetween their future and their parents’
lives. Slight resistance towards adulthood was ntedoamong some CGSs, whereas FGSs
were eager to enter adulthood and the responbiiit entails. Many FGSs mentioned how
they would be ‘firsts’ in their communities and haley would ensure a brighter future for
their families. These students explained that tlege often regarded as role models in their
communities and that this encouraged them to ceebteghter future. Some FGSs mentioned
being the first medical doctor or person with atdoatte degree in their communities. Another
finding among FGSs was how these students did aat W disappoint their family members
or significant others, as they believed they owedgeople who had made sacrifices for them
to have the opportunity to study. This resultedtudents wanting to ‘pay back’ in life and also
experiencing a sense of guilt that served as nmativaespecially among male FGSs. FGSs
were proud of the role they fulfilled in their fdms and communities, who usually did not
have a member with an HE qualification. FGSs atstfe&ssed to having many opportunities
to succeed and bursaries made available for thelpe table to study. These findings can be
explained by looking at recent research among RB&sconfirms that these students view
their academic opportunities as a means to creatirgetter life for the people in their
communities (Steyn, 2016). Research among studalsts indicates that opportunities
experienced at university enable students to craabeighter future for them and others
(Kamper & Steyn, 2011; Ru-Jer, 2012). Also, in sgacamong FGSs, it is stated that these
students view themselves as ambassadors for claigeir communities and aim to inspire
others to pursue a brighter future (Gofen, 200%fiGr2006; Steyn, 2016). Making financial
sacrifices for students’ academic opportunitiesegarded as common practice among black,
collectivistic cultures (Van Bavel & Cunningham,12), which reinforces the responsibility
FGSs experience to be successful (Steyn, 20163.fiffding concurs with another study that

indicates that students feel pressurised to suateedo the sacrifices made by others (Gofen,
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2009). FGSs’ tendency to be more excited about fhaire is also indicated by Arnett and

Walker (2014) in that EAs from lower SES (thus FI38ad to be even more optimistic about
their future compared to EAs from higher SES (tliGSs). Previous research seems to
correlate with the findings of the current studyhaiegard to the responsibilities FGSs face

and also the optimism with which they greet oppuiies.

Together with the optimism FGSs in this study edgered during EA, they also
experienced a great amount of pressure from honbe teuccessful. Their families at home
and the community place great pressure on thenetsulecessful and pursue professional
careers. CGSs were more concerned about being teaqmpwere not pressured as much by
family to be successful. Because of this pres$t@Ss face greater difficulties than CGSs do,
as they have more stress that is emotional. Ie@qus study, Liversage et al. (2017) suggest

that this is often a burdensome form of pressur€$-&xperience.

5.3 Gender Differences Regarding the Dimensions &merging Adulthood and Views

of the Future

In this study, compared to their male peers, fenpaldicipants associated with the
dimensions of EA more intensely. However, in thalgative section, male and female
participants mentioned similar experiences of EAeSe findings are in line with other
research. Crocetti et al. (2015) mention that #wedéncy of varying gender differences
regarding the dimensions of EA among differentunai$ exists. Gender practices found among
diverse cultures may explain this. Sirsch et &0@) indicate that females scored higher on all
the dimensions of EA. Females also scored highé¢hewimension of self-focus (Reifman et
al., 2007). However, Conley et al. (2014) reporattfiemales and males have similar

experiences during their first-year adjustmentraversity.

In the current study, prominent gender differerfzat tvas noted is that male students
(especially FGSs) felt compelled to “pay back” ife land mentioned the phenomenon of
entering adulthood at a younger age, which wasusectney were surrounded by older family
members while growing up and having greater regpodities at a younger age. These students
took on adult roles earlier than their peers did,&s was evident in the current study, these
students were mostly male FGS. This finding coneuitls the findings of another study done

among 19- to 25-year-old students where particgpeejarded themselves as adults based on
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higher levels of interdependence, independence,trahsitions and greater family capacities
(Nelson & Barry, 2005).

Female students in this study were more optimigbout meeting new people and
learning from diverse cultures and were more irdito postpone marriage. The finding of
females being more optimistic about social encasnseipports other studies (Diekman &
Steinberg, 2013; Sharp et al., 2007; Skulborstadde®kmann, 2016) that suggest that females
are socially oriented and find their meaning imtgiof social encounters and communal goals.
Moving away from traditional constraints, such asing children when you are a woman,
removes the pressure and results in more freedoyofmng people to define their own lives
(Silva, 2016). This allows young females to posgorarriage and childbearing (Silva, 2016).
This study supports this finding as participantspézially females) are removed from their
traditional environments and have the opportungyekplore with their own lives and

aspirations.

5.4 Experiences Regarding the Dimensions of EmergjrAdulthood and Views of the

Future

In addition to the findings discussed above, somgue experiences of the dimensions

of EA and views of the future were evident.

5.4.1 Conceptions of adulthood Participants agreed that EA is the stage after
adolescence and before adulthood. They also meatibow this stage was not necessarily
defined by a specific age but that external factordd cause a person to mature at an earlier
stage. In this study, it was evident that partiotpdonged for independence, especially with
regard to finances. Participants mentioned that tixented to live a life that was free from
worries. Arnett and Walker (2015) highlight that BAfact, is the transition to adulthood. This
study concurs with Arnett’s (2001) theory of EAgan age when individuals feel in between.
In the current study, participants viewed adulth@sda time of greater responsibility and
independence. For the participants in this studyjthood was marked by the ability to think
and act independently and also by being financiatigpendent. For many, adulthood begins
when one is financially independent or gets marridus finding links to literature in the field
of EA that reports that EAs use individualistic iaternal qualities when conceptualising
adulthood. These include making independent dewsibeing financially independent, and
taking responsibility (Arnett & Walker, 2015; Nefs& Barry, 2005; Nelson & Luster, 2015).

76



Arnett and Walker (2015) also suggest that marriggene of the traditional markers of
adulthood. Thus, the findings of this study conelaith other researchers who view marriage
and independence as the markers of adulthood (Md&@a7; Nelson & Barry, 2005). The
findings of this study also support Arnett’s (20Léeory that adulthood is marked by moving

away from the role of an adolescent and becomingnmalependent.

5.4.2 Higher education experiencesParticipants were of the opinion that the
university environment contributed to feeling inween, as some situations require thinking
independently and having new responsibilities togetwith being dependent on financial and
social support. Some unique challenges that untyeife poses to participants are being away
from home, being more responsible, and facing @s®en circumstances. These findings
correspond with those of previous studies that merhis dimension among EAs as students
who are in a life stage where they have to makésibes independently (Pitcher, 2005) but
are still financially dependent on others (Liampog, 2011). In general, students experience
instability due to university being a time of clealying transitions from high school to higher
education (Conley et al., 2014; Peila-Shuster, 2016

Participants were optimistic about their HE exparee and mentioned how university
created an environment that enabled growth andtegrealf-knowledge. Self-discovery is
deemed crucial for participants at university, dmel HE setting allows them to experiment
with new endeavours that assist in this processicRants mentioned that hardships formed
their identity and assisted in self-discovery. Atmg university was considered a way of
transformation and growing as an individual. Tinsling supports a study by Modipane (2011)
that highlights the changes students experienagniaersity. In previous research among
students, it is also reiterated that the universityironment provides opportunities for self-
discovery by increasing social and cultural awasendeveloping leadership, and forming new

support systems (Cross & Johnson, 2008).

The EA university years were also considered a twhegreat possibilities and
opportunities. Many possibilities were mentionedéwese of having endless opportunities and
coming into contact with diverse cultures and emwmnents. This finding supports other
research where it is mentioned how students haseofiportunity to study flexible career
programmes and have many possibilities for divesgal interactions (Scott et al., 2007;
Steyn, 2016). Social and cultural opportunities aneless, with university also providing
opportunities for personal development and thustitieexploration (Cross & Johnson, 2008).
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Arnett (2016b) also mentions how the EA studenty@ae much more than just training for

vocations and that many possibilities for the enjewt of life arise.

5.4.3 Diversity experiencedParticipants agreed that the university enviromnaad
societies with which they come into contact todagsist of a diversity of people and cultures.
Some participants mentioned how these encountersser them to different cultural practices
and changed their mindsets. Many participants vegtémistic about the chance they had
received to live among diversity. Emphasis was gdacn how this exposure led to cultural
awareness, greater cultural knowledge, an oppaoytuiei change personal values and
ideologies, and ultimately, success. In a prevgiudy among students, it was mentioned that
being in an environment with diverse student pojputa was regarded as a stressful aspect of
university life (Cross & Johnson, 2008). Howeveistis contradictory to the current study in
that students were very optimistic about coming aantact with diverse cultures. The findings
of this study seem to correlate with recent regedone in SA. Most participants in a study of
black first-year students in SA admitted to beimgased to great diversity at university and
how diverse cultural experiences contributed tar theing more open (Liversage et al., 2017).
Today, it is reported that students in SA studg icountry where there is access to unlimited
information and numerous opportunities are avadladinteract with multiple, diverse cultures
(Ferguson & Adams, 2016; Steyn, 2016). In genetaklent populations in SA are diverse,
with FGSs being a unique group of students to dttamversities (Heymann & Carolissen,
2011; Strydom et al., 2010). These students gedppertunity to receive HE, as education is
considered a platform to create democracy in SA&; 2010). This study concurs with what
other SA studies have found among EAs in the cguartd the optimism with which they greet
diversity. The finding of this study also concurghathat of Arnett (2002), as he states that
EAs in developing countries have a newfound opmaguto come into contact with a

globalised world.

5.4.4 Protective factors during emerging adulthood Participants mentioned
spirituality as a protective factor in coping withe challenges of EA. Spirituality as a
protective factor is also mentioned in researchragiioAs that revealed that students especially
relied on religion as a source of perseverancey(Ste016) and referred to religion when
discussing academic challenges (Packard, 2011}icipants in the current study also
considered relationships among families, commuyitend friends as protective factors.
Friends were considered a valuable asset in thgdas, as they assisted in learning more
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about the world and being able to socialise arairagireater self-knowledge. The challenge of
being isolated at university could be mitigatedolegr support. Being away from home and not
having the support that is available when livinghame, was considered a major challenge.
Meeting new people assisted with adaptation toarsity. Family played a pivotal part in
students’ academic successes and their adaptationitersity. In SA, family structures of
EAs have been shaped by the country’s politicabhemic, and social factors, which have
caused instability in family life and influencecttlevelopment of adulthood (Goldberg, 2013).
The current study concurs with previous researahghggests that challenges cause students

to rely on protective factors such as spirituadind relationships.
5.5 Chapter summary

This chapter aimed to discuss the results of thisys Reference was made to the
differences among FGSs and CGSs and among maledeamles with regard to the
dimensions of EA and views of the future. There evetear differences between the
generational groups, with FGSs experiencing theedsions of EA more intensely. FGSs also
faced many unique challenges that CGSs did not falteough both groups regarded their
future as more positive compared to their pardivss, FGSs were slightly more optimistic.
Females associated with the dimensions of EA nmaemsely than males did. Gender groups
had mostly similar experiences of EA and futurecpptions. However, females were more
socially inclined during EA, whereas males hadeatgr tendency to feel responsible to “pay
back” in life. No significant gender differencesnedéound for views of the future.

After generational and gender differences had lekstussed, the unique experiences
that arose were mentioned. These included how Eded adulthood, their HE and diversity

experiences, expectations that served as motivaiuhprotective factors during EA.
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Chapter 6: Conclusion and Recommendations

This chapter aims to conclude the study by mentigiihe most significant findings, the
limitations experienced during this study, and rmepwendations for future research. The
chapter is concluded with a chapter summary.

6.1 Summay of the Most Significant Findings and Contributions of the Study

Participants identified with all five dimensions &A. However, identity was the
dimension with the highest association. This ikna with the theory of Arnett (2000a, 2004a,
2004b), which states that EA is characterised bydimensions of instability, possibility, self-
focus, feeling in between and identity exploratidhis study also supports Arnett’s (2004b)
notion that identity exploration is the most cehtlianension in EA. Participants also agreed
that their future was more positive than their pgselives were. Again, this study supports
Arnett’s (2000a) view that EAs are more optimistiout their future. Students communicated

a desire for independence, especially financiadjreshdence.

Differences were found among generational grouf&Ss$-experienced the dimensions
of EA more intensely, which suggests that FGSs iaupee greater levels of instability, more
possibilities, greater self-focus, greater feeling®eing in between, and more opportunities
for identity exploration. Familial pressure and idem-making were considered central
contributions to instability among FGSs. Howevanancial instability was indicated as the
most common and greatest reason for this instabflitother aspect that contributed to FGSs’
difficult university adjustment was the lack of kmedgeable others. Students from families
who had no member with an HE qualification oftepenxenced a form of guilt due to the
sacrifices made by family members in order for thterbe able to attend HE. These aspects
are important to consider when institutions wardgsist all of their students in succeeding at
university. Family support was regarded as a clypea@tective factor at university and assisted
FGSs in achieving academic success and adaptingitv@rsity life. Unfortunately, these

student groups experienced a lack of support.

With regard to decision-making, CGSs focussed em#elves when making decisions.
On the other hand, FGSs demonstrated great coasamefor others’ well-being and needs,

and it was clear that FGSs had a collectivistidomkt on life and the purpose of their lives.
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This study seems to support previous studies thggest FGSs face greater challenges at
university (Martinez et al., 2009; Modipane, 20$1eyn, 2016; Strydom et al., 2010).

Among gender groups, many similarities were foundtheir experiences of the
dimensions of EA. However, female EAs experiendeddimensions of EA more intensely
compared to male EAs. Therefore, female FGSs camneparded as the population that
associates most with the dimensions of EA, whiclplesises the need for more research

among this group to understand their functionintgeoe

Possibilities are evident and endless among EARAInThese possibilities stem from the
diverse country and HE setting in which studenesfaund. Great optimism is experienced
because of having all the possibilities readilyilade. University is marked by diverse
cultures and EAs, or more specifically, FGSs and5€@re exposed to greater opportunities
for diverse social experiences. Therefore, thidifig is concurrent with research by Arnett
(2002), who states that students from developingtes have the opportunity to come into

contact with a globalised world.

This study adds to the field of research on EAaads of the future of FGSs and CGSs
in the SA context. It also contributes to studestelopment research of diverse generational
and gender groups. Arnett’s theory is applied tdH&nhsetting that is more diverse, as it is

applied to developing countries and SA HE studepupations.

The findings of this study can be applied to ag33%s and CGSs with the struggles they
face at HE institutions. FGSs, more specificalbn be assisted in the transition to university.
This study highlights the challenges faced by digestudent populations in SA and aims to
encourage more research in the field of EA andesttsd This study specifically added to the
small body of research on FGSs and CGSs in SAulimdately the world.

6.2 Limitations to this Study

Some limitations were experienced during this nedeatudy and should be considered

together with the significant findings that werentiened previously.

For the quantitative section of this study, thesgiemnaires that were used were short
with only a few items in each questionnaire. Thisulted in the reliability of the questionnaires

being lower, as longer questionnaires tend to Haetter reliability (Zhu & Han, 2011).
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However, thdDEA-8 was found to be reliable despite its short for(Batggio et al., 2015).
For the VFQ, no reliability scores were stated in previouseagsh or in the original
guestionnaire, which could have raised concernsitaibe internal reliability of the measure.
In this study, the internal reliability of the meas was particularly low and results should thus

be interpreted with caution.

The focus groups were the most challenging asgdetistudy, as many students did
not attend the discussions after confirming theylattend. This resulted in smaller focus
groups than was anticipated. Bloor et al. (200ggsest that a focus group should ideally
consist of between six and eight students. Theslttdndance could have been because of time
constraints, unpredictable class schedules oripehathallenges with transportation to the
location. However, focus groups can be effectivin\as few as three participants (Bloor et al.,
2001), and very small focus groups (VSFGs) cangmtesch data, especially when working

with underrepresented groups (Toner, 2009).

The focus group discussions were performed in Bhglvhich posed some limitations,

as the home language of many participants andetfearcher was not English. Speaking in a
language that is not as comfortable as one’s matimgyue could have caused participants to
have difficulty expressing themselves. Languageoissidered a factor that influences the
reliability of testing (Zhu & Han, 2011). Informati could easily have lost depth, as
participants could not express themselves as tlwydain their own language. The standard
of English used also resulted in some difficultigth the transcribing and understanding of
the data. This led to transcriptions consistingnabrrect tenses and phrases used, and slight
difficulties in understanding meaning. However, thee of direct quotations presented the
participants’ own voices and cultural context. Témsured that the researcher remained true
to the participants and not biased (Polit & BedXl 2).

Irrespective of these limitations, the study girbvides significant insights into EA, the
experiences of the dimensions of EA, and futurespgestives among student populations in
SA.

6.3 Recommendations for Future Research

Considering the findings of this study and the tanons just mentioned, certain

recommendations might be beneficial for future aesle. Firstly, recommendations to assist
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with the limitations mentioned are discussed hyieBecondly, recommendations for future

research in the field of EA and student developnaeatmade.

More comprehensive and reliable questionnaires dvoahtribute to the reliability of
research in the field of EA and views of the futukése of longer questionnaires is
recommended, as this will increase the credibditg study. The language barrier that existed
could have been avoided if focus group discussimre conducted with the aid of a translator.
This would also have added a cultural perspecaisgarticipants could answer in their home

language.

An interesting approach to studying the experieddsGSs and CGSs in SA could be
to include participants’ parents. This will enalflgure researchers to confirm student
experiences in the light of parents’ narrativeduFeiresearch can also aim to investigate the
perceptions generational groups have about the gdémeerational group. During this study,
one FGS made a direct reference to how their tiésr from those of CGSs. This focus might
even indicate how the two generational groups egpee attending HE with a group that is
different from themselves. Examples of incidentd sxcorrect perceptions might also surface

from such an approach.

Upon reflecting on the results of the current stutlg following interesting questions
arose that might provide unique perspectives fturéuresearch: 'Would FGSs view their
academic achievement greater than that of CG3=ihght of the challenges FGSs face?’ and
‘Do differences exist in the levels of gratitudevesds HE among FGSs and CGSs?’ Future
research might be aimed at exploring studentsudts towards HE and the responsibility they

experience to complete their HE degrees.

Researchers can aim to investigate why certaingyatifferences exist in certain cultures
and how gender differences affect the experientéseodimensions of EA and views of the

future.
6.4 Chapter Summary

This chapter consists of a summary of the mosifstgnt findings of the current study.
These findings are a contribution to the body eésgch on EA. Following the summary, some
limitations that arose during this study were dssad, which was followed by

recommendations for future research in this field.
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In this mixed-methods study of the dimensions of &RAong first- and continuous-
generation students, many interesting findings weade. While the quantitative section of the
study confirmed the tendencies regarding EA foumprevious studies, the qualitative section
added depth. Many variations of the experiencé&sfofrose, and cultural, social, and political
aspects were voiced. Although various opinionsrarahces came to the fore, the participants

identified with the dynamics of EA while being ativersity.
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Appendix A — E-malil Invitation EvaSys and Focus Grops

Letter of invitation: 15 August 2016
Dear Participant,

Thank you for your willingness to participate irethresent study. | would now like to invite

you to take part in the focus group discussionthefresearch project:
Identity formation in first-generation and contiussgeneration students.

We would like you to participate with us in the fisogroup discussions because you form part
of a group of students that are either first-geti@maor continuous-generation students,

between the ages of 18 to 25, and represent ¢itademale or male student population.

The possible risks to you in taking part in theisewussions are negative psychological or social
impact, reputational damage or negative impacetationships. We have, however, taken the
following steps to protect you from these risks;participation is completely voluntary; all
research findings will be anonymous and if paraaits wish to withdraw from the study this

can be done without any negative repercussions.

| am sure you will benefit from this experiencetfaes findings of this study will form part of a
larger study that will contribute to an existingearch base.

As your participation is greatly appreciated and dififering of your personal time is highly
valued, we will be providing refreshments during ttocus group discussions. The focus
groups will consist of a one-hour discussion betw8€el0 participants. You are under no
obligation to take part in this study and if youalwose to take part, and an issue arises which

makes you uncomfortable, you may at any time sty participation.

The dates for the focus groups are as follow:

DATE TIME VENUE
Room 109, Psychology
18 August 2016 15:00-16:30 Building, Bloemfontein
Campus
Room 109, Psychology
19 August 2016 08:00-09:30 Building, Bloemfontein
Campus
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Please respond to this e-mail by stating what tiraeld best suit you as | will have to prepare

refreshments for participants.

Should any difficult personal issues arise durimg ¢ourse of this research, | will endeavour
to see that a qualified expert is contacted and abhssist you. Participants are also free to

contact Kovsie Counselling (051 401 2853) if thedéor any counselling services arise.

Yours sincerely

Constance J Bekker
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Appendix B — Questionnaires

Short Form of Inventory of Dimensions of Emergingddilthood (IDEA-8)

Please answer the following questions as honestpoasible. Tick only one box as response
for each question.

Think of this time in your life. By “time in youife” we refer to the present time, plus the last
few years that have gone by, and the next few yi@aceme, as you see them. In short, think
of a roughly five-year period, with the presenthe middle.

Is this period of your life... Strongly Somewhat Somewhat Strongly
disagree disagree agree agree
1. atime of many possibilities? O O O O
2. atime of exploration? O O O O
3. atime of feeling stressed out? O O O O
4. atime of high pressure? O O O O
5. atime of defining yourself? O O O O
6. a time of deciding your own O O . .
beliefs and values?
7. atime of feeling adult in some O O O O
ways but not others?
8. atime of gradually becoming an
O O O

adult?
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Views of the Future Questionnairé/FQ)

Please answer the following questions as honessly passible. Responses can be

circled/ticked/stroked-through.

1) Overall, do you think the
quality of your life likely to be
better or worse than your

parents’ has been? Better Worse About the same

2) Overall, do you think your
financial well-being in adulthood
is likely to be better or worse

than your parents’ has been? Better Worse Atbheusame

3) Overall, do you think your
career achievements are likely
to be better or worse than your

parents’ have been? Better Worse About theesam

4) Overall, do you think your
personal relationships in
adulthood are likely to be better
or worse than your parents’

have been? Better Worse About the same
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Appendix C — Informed Consent

Researcher: Research Supervisor:
Constance J Bekker Luzelle Naude

8 Blueberry Hill 205 Nelson Mandela Drive,
Woodland Hills Park West

Bloemfontein Bloemfontein

9301 T: +27(0)51 4012189

T: +27(0)76 6759027 naudel@ufs.ac.za

constancebekker@gmail.com

INFORMED CONSENT. 17 April 2016

Dear Participant

| would like to invite you to take part in this s=sch project:

IDENTITY FORMATION IN FIRST-GENERATION AND CONTINLBOGENERATION STUDENTS.

This study is about exploring emerging adults’ iitgrformation experiences among different
generational and gender groups.

We would like you to participate with us in thisearch because you form part of a group of
students that are either first-generation or caratirs-generation students, between the ages of
18 to 25, and represent either the female or matiest population.

The reason we are doing this study is to contribatéhe existing research base regarding
identity development amongst students.

The possible risks to you in taking part in thigdst are the usage of your time, negative
psychological or social impact, reputational damagaegative impact on relationships. We
have, however, taken the following steps to proyect from these risks; all participation is

completely voluntary; responses on questionnainééde anonymous as well as all research
findings; if participants wish to withdraw from tlstudy this can be done without any negative
repercussions.

| am sure you will benefit from this study as teisidy will contribute to the knowledge of
student identity development and may even posbiblysed to build on future research studies.
Participants will also form part of a lucky drawevk you stand the chance to win a flash drive
or book-voucher.

While | greatly appreciate your participation inistimportant study and the valuable
contribution you can make, your participation idirety voluntary and you are under no
obligation to take part in this study. If you doocise to take part, and an issue arises which
makes you uncomfortable, you may at any time stopr yparticipation with no further
repercussions.
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If you experience any discomfort or unhappiness wWie way the research is being conducted,
please feel free to contact me directly to diséyysand also note that you are free to contact
my study supervisor (indicated above).

Should any difficult personal issues arise durimg ¢ourse of this research, | will endeavour
to see that a qualified expert is contacted and @bhssist you. Participants are also free to
contact Kovsie Counselling (051 401 2853) if thedhéor any counselling services arise.

Yours sincerely,

Constance J Bekker

Study: Identity formation in first-generation anshtinuous-generation students.

Researcher: Constance J. Bekker

Name and Surname:

Age:

Gender:
Please circle response: Female Male

Generation:
Please circle response: First-generation Coatistgeneration

Race:
Please circle response: Black White Other(Spgcify

Contact number:

Email address:

| hereby give free and informed consent to parétgpn the abovementioned research study.
| understand what the study is about, why | amigpgting and what the risks and benefits
are.

| give the researcher permission to make use afdkeegathered from my participation, subject
to the stipulations he/she has indicated in theraletter.

Signature: Date:
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Appendix D — Focus Group Questions

IDENTITY FORMATION IN FIRST-GENERATION AND CONTINUO  US-

GENERATION STUDENTS.

FOCUS GROUP DISCUSSIONS

Possible questions to be asked during focus gr@aquskions:

whN e

oo

WN e

Questions regarding the developmental stage of enggng adulthood

How do you understand the term “emerging adulth@od”

What are some of the most significant challengas hyave faced while being in this
developmental stage of emerging adulthood? Pleesgide some of these challenges
you currently face especially with regards to stgdfamily, finances, career and peers.
How do you experience the stage of life you areenily in? With regards to student
life as well as your personal life?

Arnett described Emerging Adulthood as the age ofifstability, possibilities, self-
focus, feeling in between and identity exploration.

Do you experience your life currently as beingnaetiof stability or instability? Why?
What are the causes of instability and stabilityaar life currently?

Do you think of this stage of your life as a stajeossibilities? What possibilities
come to mind?

When making important decisions, do you take othrgcsconsideration or do you feel
like you are free to make choices that do not hanesequences relating to others?
Please elaborate.

Do you feel like you have reached adulthood yet®ldo you feel exactly?

Are you trying out different possibilities in order learn more about yourself? Why?

Questions regarding identity development

What is identity? How do think identity is formed?

How would you describe your identity? What has fediyour identity up until now?
What experiences do you have in dealing with chgks to your own identity
development?

Questions regarding students’ views of the future

How do you view your future in general? Do you @ére it as more positive or
negative than, for example, your parents’ livesdWh

What does your future have in store? How will yfuture look? For example, how
does the next 10 years of your life look like?

How does the rest of your family perceive your fauWhat are some of the opinions
of your parents, siblings or extended family meraBer
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Appendix E — Transcription of focus group discussins

CGS Focus Group 1

11
1.2

1.3

1.4
15

1.6

1.7
1.8

1.9

1.10

1.11
1.12

1.13

1.14
1.15

1.16
1.17
1.18
1.19

1.20

Interviewer : The first question is how do you understand ¢énentemerging adulthood?
Male participant: Emerging adulthood ... It's the transition whering into adulthood

| guess ... | mean.

Female participant | think | can add to it — it is being an adolestcer a teenager and
just that ... processing to adulthood and thathemwwour responsibilities get more and
you are just ... not a baby anymore (laughter).

Interviewer: Would you regard yourself as being in this stage?

Male participant: | don’t know ... | think I’'m pretty much a chilal the time (laughs),

I don’t know, | don't really think about it like #t, you know. | actually haven't give it
a lot of thought. Uhm ... | don’t know about youygu

Interviewer: If you think about the definition you just gauw@at it is the transition
period — would you say that is something that yoe &, like “transition into
something” or would you say you are pretty muchsamething” right now and you
are not going out of it anytime soon?

Male participant: | don’t know, | haven't really thought aboutiité that, to be honest.
Female participant I think if ... back in my first year | would alghink the same way,
but now, | will say yes | am, because it is my fipaar, last semester. From first year
until now, | haven’t thought about graduation, opetta job, do | want to do my honours,
and those are decisions my parents can’'t makesetae decisions | have to make on
my own. So yeah ...

Interviewer: So, you say the difference in just a few yeatkas you are now definitely
in emerging adulthood and you haven't really thdwgtout it, which is perfectly fine,
there is no right or wrong answers, it is just paed experiences. The guy who
developed the term “emerging adulthood”, Jeffrenéit, defined it as a stage which
you are in between the age of 18 and 25 ...

Male participant: Do you think it is like trying to find yourselhithis world? Like is
that what it is?

Interviewer: | think it is part of it — definitely.

Male participant: | definitely find that — I'm trying to find my fet, basically, | know
that.

Interviewer: Yes and | think if you are thinking about somethiike adolescence, you
are not trying to find your feet, you are just gpinith the flow.

Male participant: Yes, you are going through the motions.

Interviewer: Yes and now you are confronted with these thmfig8Vho am I, what
am | doing in this world?”

Male participant: Especially by being by yourself, like without yquarents.

Female participant It is a big adjustment.

Male participant: It's a very big adjustment.

Female participant | still find myself homesick at times although rpgrents are
living just around the corner.

Interviewer: Let's say we are in this stage of emerging adalth what are some of
the most significant challenges you have facedeMding in this developmental stage
of emerging adulthood like you just mentioned,dgample figuring out “Who am 1?”
— that sounds like a challenge?
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1.21

1.22

1.23
1.24
1.25

1.26

1.27

1.28
1.29

1.30

131

1.32

1.33

1.34

1.35

1.36

Male participant: | don’t know if it is a challenge, | think it I&e a journey ... | guess.

| don’t know how to say it ... Uhm ...

Interviewer: What are some of the things that you've realiedifferent than from
school like “This is a challenge™?

Female participant | would say ...

Interviewer: Finding a job that you've just mentioned earlier?

Female participant Yes, definitely and time-management also becaukgh school
you are in school from 07:00 to 14:00 and aftepstlgou do your extramural activities
for instance and ...

Male participant: It is set out for you.

Female participant Exactly, between 17:00 and 19:00 you do your heark, bath,
sleep, same thing every day for five days and fftencome to varsity and you have
one class on a Monday and you don’t even feeldiki@g — your mom is not going to
say “Go to class, go to class!” , you just havddaat yourself.

Male participant: Ja you gotta have the drive to do it yourself ...

Female participant With test weeks, and ... it seem so far away vitherdates are on
paper and when the time comes, you are just likbdido | study, what do | leave,
which module do | focus on, which module do | ddnitus on”, and I think the skills
we acquire in this stage is very important whengekin the workplace as well.
Interviewer : So that self-discipline, the “I have to get ofibed today, nobody is going
to tell me to.”

Female participant | think peer pressure as well to a certain exterttbecomes a
challenge. I'm not talking from experience, butnfravhat | have observed. When |
came to varsity, | stayed at res with a few girteowvent to the same high school than
me, and then, she was very smart, she was a Istigihent, and then ... just the thing of
not having anyone telling you “Do this, do thatesdtarted slacking and like “Nobody
is going to tell me anything, because this is rfg; IF'm trying to find myself”.
Interviewer: And what do you say about the challenges?

Male participant: |1 would probably say like going to like when yare in high school
you know everyone and to your house you know everyand you know all your
friends and stuff and then you go out to a placerelyou don’t know anyone — that’s
quite a challenge to go out and actually to meet people.

Female participant You realise you can’'t be alone, you can’t say o't need
friends, you don’t need anyone — you need to g@andtmeet people, so that ... because
it is a different society and a different sociahtaxt. Meet people who are doing the
same things as you when you are going to varsttyink that will make your journey
much easier.

Interviewer: | know we have touched on it now, but how do gaperience this stage
of your life with regards to student life as we#l gour personal life — does your
experiences differ at campus than your experieatkeme for example? Like the way
you relate to people or what people expect from yalo you feel like two different
people at home and at university?

Female participant No, definitely not, because ... | find it venyfaiult to be friends
with someone who is one person here and thenyateare a different person. Yes, at
school or at work, you have to be professional,.byou still have to be yourself, you
shouldn’t change and think okay which version o&Rys this now. Obviously when
I’'m at home | don't study, because I'm at home, &utrything else is the same, the
responsibilities and stuff — yes I'm responsiblelohome. | don’t want my parents to
come to a point where they doubt what I'm doing whien here and when I'm home
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1.63

1.64
1.65

1.66
1.67
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so | don’t want them to be surprised when theytvig a surprise visit and think what
happened to our child. You are not this persoroatéh

Male participant: | agree.

Interviewer: Same for you?

Male participant: Yeah

Interviewer: So you feel you can be this congruent personutjitrout the different
places in your life — at home, at university ...

Male participant: I try to be — | would say just try to be who yate, that’'s what |
would try to be.

Female participant Ja ... Be yourself.

Male participant: Show it to people — let people see who you reaiéy

Interviewer: We have talked a little about, Jeffrey Arnett,omMbescribes emerging
adulthood — | want to know, do you experience \darcurrently as a time of stability
or instability and why?

Male participant: Joh ... Is life messy basically? | don’t knovryi to keep it as stable
as possible.

Interviewer: What does it feel like?

Male participant: | don’t know, | feel like it's right, everything going well.

Female participant | also feel if everything is basically just .takle.

Interviewer: It's interesting because Jeffrey Arnett actualBscribes this stage as
being the age of instability and possibilitiesf$etus, feeling in between and identity
exploration so it is interesting, but | think itpsssible that some people can feel ...
Male participant: | think that sometimes you can feel like “Woahwhat I'm doing
right?” or whatever. Or “Am | on the right trackmal going in the right place
sometimes?” And then, you have times where youliieel‘l know I'm doing what |
like”. It goes through stages for me, that's whidund out.

Interviewer: So going through stages — is that more stablsstable?

Male participant: Ja, | don’t know what you mean.

Interviewer: Like would you rather classify that as being &adr unstable? Like you
said — you are going through these stages.

Male participant: Definitely there is times where | don’t know whaigoing on and |
am unstable, but there is also stages where yold $loiu know what is happening and
stulff.

Interviewer: And feel stable again?

Male participant: Ja, for sure.

Interviewer: So you say it is the differences between stafteumstable.

Male participant: Ja, | feel like you go through that two stagesrg\now and then.
Interviewer: Almost like being on these water ...

Male participant: | think it's like a rollercoaster — up and dowmdaflip.

Female participant And eventually you land and you ...

Male participant: ... you are like “Thank goodness, | made it'uater)

Female participant | think even though we go through different segat the end,
eventually, you ... will find your feet.

Male participant: Everything is going to be okay in the end.

Female participant Eventually. For some people it will happen sodhan for others.
He is putting ages 18-25 to it, but then maybe wdlfind 26-, 27-year olds that are
still going through that.

Male participant: For sure.

Female participant And a 24 year old is ... stable.

Male participant: Could you call it maturity?
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Interviewer: | think maturity definitely plays a role and |rag with what you are
saying and it is interesting, because the prevgyasp also mentioned that emerging
adulthood or adulthood doesn’t necessarily neduoetage related. You find some of
the majority being adults between ...

Male participant: Age is just a number though.

Interviewer: Yes, you don't define adulthood as I'm 25 so Bmadult now or I'm 20
so I'm an emerging adult now so it depends, eackopediffers.

Female participant Hmm..

Male participant: Definitely

Interviewer: What would be the causes of this stability anstahility in your life
currently? Are there things that contribute todirty like a rollercoaster — up and down
or things that contribute to it being ...

Male participant: | think it’s just life hay ... | don’t know howotanswer that one —
that’s a tough one.

Female participant I think ... with ... the instability you would gstion a lot of things
and maybe have a lot of doubts and so much uneesiso nothing is really stable
and with the stability you have inner peace in ydarlike “It's okay”.

Interviewer: What can contribute to instability and feelinggli‘Urgh I'm so confused
and chaotic™?

Female participant | think not knowing how to cope with certain dealges and
uncertain situations because no one teaches youdoope when something happens.
When you go through something or suddenly evergtisrgoing well and you share a
flat with someone and your flatmate is using drddgt just change everything from
you being stable to being completely unstable.

Male participant: | think loneliness as well, | think sometimes yoeed someone to
chat a good chat to, just a deep chat to get yeanifgs right, know who you are, where
you want to go.

Interviewer: Let's focus on another characteristic of this agstage — do you think
this stage of your life is a stage of possibilities

Male participant: Definitely

Female participant (Nods)

Interviewer : What possibilities come to mind? You nodded, assumed you also say
yes!

Female participant Well, between the ages of 18 and 25 there shaéranything
that’s stopping you to achieve anything you waetduse you are still young and your
mind is still fresh and you are not settled at saompany and you know that’s where
you work and that’s it. If you want to start a mess or something, you should be able
to get it on its feet, because you are still, I'tarant to say you are still young ... you
are still allowed to dream fully and achieve thdseams.

Male participant: You shouldn’t stop dreaming though ...

Female participant Definitely not, you shouldn’t. | think people fromaybe 30 — that
is when people really start settling down, gettimgrried, starting a family — that time
there isn’t really time for you to do certain thengp if you already achieved your goals,
you just build on it at that time.

Interviewer: Do you agree with what she said?

Male participant: Yes, | agree.

Interviewer: You say it is very much a stage of possibilitigke nothing should stand
in the way of what you dream about. When makingartgmt decisions, do you take
others in consideration or do you feel you are freeto take others in consideration?
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Male participant: If | make a decision, | want one decision othesvioo many
decisions plays in my mind. | want to have one sleaiand go with that decision. Do
you know what | mean?

Interviewer: Do you think about the consequences it will haveothers or is it
something that you choose for yourself and itkis IiThis is necessary for me”™?

Male participant: Ja, definitely ... and I try to look at it fronpasitive way, | wouldn’t
look as if there are consequences, like that im#gative side. | would always try to
focus on the positive side.

Female participant | agree with him because at first, | used toklohmyself right at
the bottom. | would be like “I decide to do thishat is my mom going to think, what
is my dad going to think, how is it going to afféleeém, my brother or my friends?” and
then only “how will | feel about it?”. It didn’t wd because now I’'m making a decision
for myself, based on other people and then theaiisfied and their lives are going
on, but then I'm at the same place, so I've stogpat So | first think of myself ...
Male participant: | agree, that's what life is about, do it for yself.

Female participant Exactly, you can't satisfy everybody.

Male participant: Not a chance! If you do, you'll be unhappy.

Interviewer: So you are making decisions based on “This istwhaed now"?

Male participant: This is what will make me happy, that's my cdrmg, | will always
try to do things that make me happy. | don’'t knéwou feel differently.

Female participant No | don’t, because like | said now, if ... | neat decision, but |
first think, “How is Sally* going to take this aribw are you going to take it” and then
because you guys won’t be happy | won’t do itnd ¢hen | suffer, at the end, so if itis
going to benefit me, I'm going to make that deaisilostead.

Interviewer: What I'm hearing is that you are speaking oyprafvious experience and
you feel like the times when you took others inbmsideration, that is when you got
hurt so now you are more inclined to, when you madesions, think about yourself
first and you do that because you feel that igitt& thing to do.

Female participant Yes.

Interviewer: That is interesting. | admire your honesty. Baési, that's the best
response.

Interviewer: Do you feel like you have reached adulthood yeétow this is going
back to the first question a little bit.

Male participant: | don’t want to.

Interviewer : Interviewer: How do you feel, where are you imie of development?
Male participant: | don'’t feel like I've reached adulthood yet,drdt think | ever will
be. (Laughs)

Female participant | think that if 'm not already there, then I'mké 2 cm or 5 cm
away. (Laughter)

Interviewer: So, you feel like you are not there yet, but woe heading towards it.
Female participant Yes, I'm just very close to it. You don’t want get there!

Male participant: Not a chance! | mean Woh! Flippet! (Laughs)

Interviewer: I'm sensing a lot of, not negativity, also noaifebut a resistance towards
this adulthood stage. Am | correct when | say wetaltking about adulthood as a far
away thing and not necessarily a good thing even?

Male participant: | don’t know, when | look at adulthood, it seelike a serious thing
... something that’s serious so like responsibditi.. and who wants that ...

Female participant Yes, oh my goodness, not resistance, but itshappening so
quickly!

Interviewer: Like you don’t have time to stop and smell thenférs?
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Female participant Exactly, like it was January just now ... and nitny done with
tests 1, I'm waiting for tests 2 and then it's exaamd then I'm done. | think one thing
I'm really scared of is working, not working, buké going to work and just like high
school. Varsity brings some sort of comfort to ymd it's nice even if you are stressing
about tests and exams. It's okay until we have&wé this place as well and find work
and if we feel that varsity is not nice then workieven ... that was just the beginning.
It won’t be that nice. It's like a vicious cyclegy are at the bottom of the food chain
again. (Laughs)

Interviewer: And again ... and again ... Let's think abouttktage differently by
considering, do you try out different possibilitiesorder to learn more about yourself
and why?

Male participant: Like trying new things? Yes, | think that is whairsity is about as
well. Try as many things as you can, meet new geofibu will only learn new things
about yourself if you leave your comfort zone.

Female participant Exactly.

Male participant: The only way you can do that is by doing thingsi yhave never
done.

Female participant That'’s true.

Interviewer: So you both feel like you are definitely tryingtanew possibilities to
learn more about yourself?

Female participant Yes ...

Male participant: Definitely, | wouldn’t be here if | wasn't.

Interviewer: Why, or you just said why. You wouldn’t know yaeif if you haven't
tried these things so that’'s maybe the reasonywveetv things.

Male participant: Imagine going into the coffin and not knowing wynau really are.
You have to know at the end of your life who yoa.ar

Interviewer: A more difficult question — what is identity ahdw do you think identity
is formed? Whatever you think it is.

Male participant: Your reputation? The way people see you and perg@u?
Interviewer: That could be part of it — like | said there  mght or wrong answers,
it's literally what you think identity is and howis formed.

Male participant: Yes, it's wide variety of things ...

Interviewer: You were saying something about reputation, heappe see you — does
that form part of your identity?

Male participant: | don’t know, | would like to know that who | ammy identity is
formed in myself first, | don’t know.

Female participant | think identity would be ... how | see myseltkaowledging how
other people see you as well, but not seeing mifselfigh your eyes. You just keeping
that in mind like people think I'm really down tarth and really quiet, but | know that
| am outspoken. Don’t allow that how other peome me is how | see myself, but at
least knowing how other people see me. You know ydotruly are, you know how
you see yourself.

Interviewer: Do you agree?

Male participant: Yes

Interviewer: That makes sense. You seeing yourself, or knowing you are firstly
and then also just considering what others saytaymu It might support what you
think about yourself and then there are the ththgs might not correlate — the things
you basically just throw away.
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Female participant | also think by knowing what other people thirfknee should not
change how | see myself at all, because that ibowtl see myself, | shouldn’t try and
change everything so that | am that person thatsgeu

Interviewer: How would you describe your identity and what fasied your identity
up until now? What do you guys think?

Male participant: Hmm ... | don’t know ... That's a tough one ..hdven't really
thought of this.

Interviewer: It's good to know that this is new for you as wéd there anything that
contributed to who you are like in essence?

Male participant: Family, parents definitely ... formed who | am ..

Female participant That'’s true.

Male participant: Friends, because you learn from people, you l&am friends. A
lot about yourself and just how people are.

Interviewer: Anything else that has formed you or formed yidentity up until now?
Female participant | think the society we live in. If the people allound you have
some kind of aura, you are likely to be that way, iSyou are around “happy chappy”
people, you are also going to be a happy persat.like you said, people and your
friends.

Interviewer: What experience do you have in dealing with @mges to your own
identity development? To make it more practicath thinking in the line of you saying
something like I'm an assertive, confident persad &can speak up, and then your
culture expects you to be a submissive, quiepwatited person. That is something that
challenges your identity development. You feel hkei have to develop this thing of
being assertive. What has challenged the thind sfi6uld be who | am”? Any things
that come to mind?

Male participant: | don’t know? Like does the society want you &who you really
are?

Interviewer: It could be a challenge.

Male participant: Sjo, it's in my mind, but | can’t explain that'sl difficult to explain.
Interviewer: Is society encouraging me to become who | wabetand not what they
expect me to be or what the media say you shoutd tvdat the university management
say you should be? Are there any challenges thmésdo mind?

Male participant: | think if you know who you really are, then ydan't have to worry
about that. Then you know it’s just how life isdik don’t know.

Interviewer: That could be a challenge — you not knowing wbo truly are?

Female participant That's true, ummm, | don’'t even know if this amsw the
question, but | have a two year old son, so whighl bregnant, | gave birth in 2014.
That should have been my final year, but | tookap gear, because | didn’'t want to
come back because of the shock and after the babwyltd come back. | came back last
year second semester. | approached my parentsdeetdhink | found out a week
before registration and then | said to them okaysgiliwould like to take a gap year
and then go to school after the baby is like ofenTmy parents said oh no that’s fine,
that's good, you should want to go back to schbat, my grandparents were very
against it. They were like now that you are goiodéave a baby, why would you go
back to school? That is the very reason why | haygo back to school.

Male participant: Yes, to get a job, that’s definitely a challenge.

Female participant A lot of people that knew about it, didn’t readlypect me to come
back to school. Even some of my friends, last ydaen they see me, they were like
what are you doing here? | was like what do yourmehat am | doing here? They
asked shouldn’t you be at home and | said no.
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Interviewer: Would you say a challenge to you identity develept was other
peoples’ expectations of you?

Female participant Definitely.

Male participant: Hmm

Interviewer: So what they expected you to do — your grandpareare like ...

Female participant: | think the only people who supported this was payents, my
siblings, my partner, his parents and everybody efzs just like you can’t go back to
school. When | took my son to créche, | think hes wanonths, my aunt was like you
are really spoiling this child, he shouldn’t god@che, he is suppose to be at home. |
said no, he needs to develop from a young agdl gavback to school and | will come
back and he will be happy. | feel that was onelehgk | had.

Interviewer: We will end with these three questions and ibasically questions
regarding students’ view of the future. How do yoew your future in general? Do
you perceive it more positive or more negative aseikxample you parents’ life and
why?

Male participant: More positive

Female participant Definitely more positive

Interviewer: Why would you say that?

Male participant: | feel like my parents have done what they cagdabme to live a
better life. They have given me all the possil@stiall the chances, now | got to go and
make it myself, but they have given it to me.

Interviewer: So, your view of your own future in general is ma@ositive than for
example their lives.

Male participant: Yes, the life that they have lived.

Interviewer: What does your future have in store, how will yduture look? For
example, how does the next ten years of your fuaoks like?

Male participant: In terms of what, there is so many ... job-wisavbere I'm going

to stay?

Interviewer: How does your future look? What does it havetares— just the major
things that you feel that it has in store for yéu@m now, up until ten years from now.
You don't often think about these things.

Female participant Ten years from now — | want to do my honoursigmdanguage
—so ten years from now | should have my mastesgimlanguage. Uhm ... | see myself
very successful and ... what else — marriage, lhinanromantic, but | feel like | want
to get married. Just living life comfortably, naisi meeting my needs, but that and
beyond. Not worrying about who is going to pay nons school fees, where am |
going to get the money, knowing that everythingagl up and | want to have a stress-
free life. | want to be the best | can be so whatevorries I've ever had, whether high
school or varsity, my son wouldn’t have it.

Male participant: Can | pass in this question?

Interviewer: You can if you feel this is too complicated tesaser. | think these are
questions that we don’t always think about every da

Interviewer: How does the rest of your family perceive youufe? For example, what
are some of the opinions of your parents, youirgisl or even your extended family
members when they have a chat with you? How dopgraeive their perception for
your future is?

Male participant: All that | know with my family is that they wamhe to do the best
that | can, they want me to give the best thanl ca

Female participant It's the same with me, I'm not under any pres$toem home. My
parents always tell me: “we expect of you to beltést that you can be and to succeed
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and in the end you are happy with what you havetidrecause just like he said — they
have given us clay to build some pots with it.imktheir expectation is my expectation
and maybe beyond, but because | know they arereespring me in any way or they
do not show it, we expect the same. Be the besytuacan be and be happy with what
you have done.

Male participant: Have no regrets ...

Interviewer: So it is more “We want you to be happy” than ptesing?

Female participant Yes

Interviewer: The same for you?

Male participant: Ja

Interviewer : But still expecting, well not expecting but wargiyou to do the best that
you can do?

Female participant Yes, because if you want to have the best thimgige, you need
to be the best you can be and do your best to suaieethat you can get what you want
that you don’t only get things that you need, bt gan get things that you want also.
Interviewer: That is the end of our questions!
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CGS Focus Group 2
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Interviewer: | am going to start with the first question: hdwyou understand the term
emerging adulthood and do you think you are in skage?

Female participant | think it is a transition from late “teenage-li®o being an adult.

I think | am in this stage because | am, | would&y burdened with responsibility but
yes, | am burdened with responsibility and that eewith being an adult or growing
to be one.

Female participant | wouldn’t necessarily say | am an adult becauisgn’t know
but | am still figuring things out, | don’t thinkére is a right or wrong way to do things,
but | feel just not there yet. For me, adulthoothdependence and | am not dependent
yet so | would not consider myself an adult yet.

Female participant Yes me, | would say | am transitioning from legenage-hood to
early adulthood because | am making more decisigmayself.

Female participant | will also agree to what she says because, enptist, | would
always rely on my mother for everything, but noan a different person. Even though
| still rely on her for financial reasons, rightwdt is a bit different, because | make my
own decisions. | know she is not here to tell matww wrong and what is right. | know
what | should do and | presume that | am doing@dgob.

Interviewer: So you are definitely in the phase of emerginglthdod?

Female participant Yes

Female participant Yes

Female participant Don't you think being far from home makes youepdndent —
to a certain extent, not fully?

Female participant Yes it does, but | am not exactly far from horfieaughs)
Interviewer: What are some of the most significant challertgas you have faced in
this developmental stage?

Female participant Wow, adapting, for me. Adapting into the situatiand realise
that my mom is not here. In the first semesteanlinto problems with accommodation.
| came here by myself, 300 km from home. | strudglgth accommodation, my
registration didn’t go well, and | had to do thagsalf. It was just adapting to the idea
that you are going to do things yourself now, ngbmdgoing to help you like your
mother did. Back home, your mother did everythiog you, but now | have to do
everything for myself without any help from my meth

Female participant Can | just ask where are you from? (Laughter)

Female participant I'm from Parys.

Female participant For me, | would say it is being accountable e likere are some
stages in your life where you are in financial dabd | just want to blame someone,
like why am | short of groceries and looking fonrsmne to blame and | am on my own
and you don’t want to take everything on yourself.

Female participant For me it is decision makinBarticipants agree on this in unison
It is very difficult to make decisions on your ow&and the products of choice kills me.
Female participant | can’t really say that | have major issues thimk it's more like
the daily things, like 1 should decide do | wantwake up and go to class? Yes, |
probably should, my parents are paying, but dd’'$more like daily stuff ... like | can
always call my mom and ask her to help with stuff .

Female participant It is decision making for me too, because nexryehave to
choose out of three majors, either Biochemistrygrishiology of Food Science and
nobody is going to tell me if | should choose twdhem | have to make the decision
by myself because it will affect me later.
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Male participant: They said everything, but it is all about deaisinaking. You make
a decision and you do not know is the decisionybatare making right or wrong until
the consequences come.

Female participant Does it really bother you though? Like todaywadnt to switch a
major or whatever, | decide and to me it's notlyealbig deal ...

Female participant So what you’re doing is basically just living foow? You don’t
think about the future?

Female participant No that's why | am studying what | am studyingisi actually
what | want to do. To me it is not really a big diéd have to change subjects. | live
for the future, but | don’t put so much significenan it or stress about it.

Female participant It won't really apply to you, but for instanceglyhave R200 and
you have to buy groceries. This is just an exanibeL have to make sure that you buy
all that you need. It is not so easy because you exerything. That's where decision
making comes in.

Female participant There is a difference between want and need.

Female participant What I'm saying is you don’t have much money, Yot have to
make sure you live with what you have.

Interviewer: Do you experience your life currently as a tiniestability or instability
and why?

Female participant Major instability.

Female participant | think with students it is always going to bestable.

Female participant | think it is unstable, because right now | ant @een sure about
the subjects that | am studying. That is why | say unstable. When | left home, my
mother told me | am going into the wrong field arav that | am here, my mother was
actually right, she knows me very well. | thougbing in that industry was a bit too
risky, and | chose the safe one so my life is warstable right now.

Female participant My lease is going to be up in a few months so teans | might
not have I place to stay if | don’'t want to go badkere | was. That is unstable and the
idea of never having a permanent home bothers me.

Female participant You can’t really explain how unstable this phaseand you
change your mind just like this.

Female participant Yeah you change your mind about friends, abouthvblothes
you want to wear today ... just like the weatharristable. (Laughs)

Interviewer: Do you think of this stage as a stage of possésP? What possibilities
come to mind?

Participants together. Yes

Female participant Great things! | always wanted to do new thingsetmew people,
and try out a sport or a hobby I've not done.

Female participant It's a time for freedom, actually.

Female participant For me it is opportunity in my field of study.

Female participant KOVSIE FM had auditions the other day and | ckioéd out,
because first | was scared and second | asked i'm@@ne did apply before second
year, so why | am here and | left. It was an opputy and a possibility for me, but it
wasn’t meant for me at that time. | will put morféod in it next year, because | want
it next year.

Female participant | have a lot of ideas in my head regarding polésés. | spoke
about my mother earlier. | am currently doing edioca but my mother said | will be
better in the world of business because of allitleas | have in my head. | have so
many ideas. | am constantly thinking of things taken so that the general living of
people can be better. | am seeing a lot of pogsssil
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Female participant Like why are you doing something you don’t love?

Female participant Yeah seriously, | have to change it.

Interviewer: Talking about decisions, when making importartgisiens, do you take
other into consideration or do you feel you are ft@ make choices that do not have
consequences relating to others?

Female participant | am a very selfish person when it comes to decismaking. |
always put myself first. That’s a situation whetgalve to be selfish.

Female participant Do you do it in all situations?

Female participant No, not in all situations, there are situationiseve | help other
people. Most of the time I just put myself firsgdn’t think about other people, | don’t
think about the consequences. | just think of nfysghere | want to be, where | am
going, where my decision is going to take me.

Female participant | am kind of lukewarm on the question becaudejitends on what
situation | am in when | have to make that decisWith minor decisions, | would not
mind but with major decisions | would wonder whaiuhd my parents think.

Male participant: It depends on what | have to decide on, becaksew this friend
of mine knows this a lot so in general if | wantiecide something | will ask my parents
that they should vote - my parents, my sister,ragdest friend. Democracy!

Female participant | always put myself first because sometimes thilegs because |
know | am capable of this. If you say you are gdimglo something and you don't, it
is on you. Like | said — being accountable is mgliginge. | like to make decisions
selfishly and then be accountable for it. if sonedelp me, | may blame them if
something goes wrong (joke).

Female participant | also think it depends on the situation.

Female participant And the type of decision too.

Interviewer: Do you feel like you have reached adulthood yet?

(Most of the groups said no)

Female participant In a way, yes.

Female participant | think | have reached independency, not adulthothat's a
different story right there.

Female participant Am | the only person who sees adulthood as antiidly stable
stage? The moment | don’t have to call my dad ahkdf@ some money on the"15
feel like | have made it! But | still need moneyrsetimes.

Female participant | am never in a situation where | have to askiiore money. The
allowance I'm given, | work with.

Female participant | have enough, but there is always somethingaeghtit is coming
up. My mother budgets for one extra social evembath.

Female participant My mother doesn’t do that, she sends me monegrfareries and
that is it! She told me she didn’t send me hergamn outings with my friends, | am
here to study.

Female participant My mom also told me that, you are here to stimy,study isn’'t
always the only thing you are going to do. You haa®h day. My mother always says
if | am not giving you money, where will you gettimoney, so she rather gave me
money than stressing about where | will get money.

Female participant Some parents will give you an allowance — evenglincluded.
How you use it is your problem.

Female participant My mom said if you want entertainment, go to sahaith your
laptop, download a movie, go home, and watch theiend hat is it.

(One female participant excuses herself)

2.62

Interviewer: Are you trying new possibilities to learn moreoabyourself and why?
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Female participant | am an adventurous person, so | think | tryedight possibilities.

I think 1 know more about myself in this stage, dese | want to prove myself wrong
when | think | can’t do something.

Female participant | would say | am trying new things to discoversgibilities to
learn more about myself. Now that | am more of dnltal know what | want, at least
some of it | will know more when | grow up. Whemrh free, | do quizzes online to
discover more about myself. | am less social thanpieople around me, so | have less
opportunities to discover myself.

Male participant: | don't really try, | just wait for challenges ttome. Then | learn
from them.

Female participant So you have never set yourself a goal like malgtsemonth | will
go rock climbing?

Male participant: Those things just happen. When it is Fridayst jold myself | want
to go somewhere. As long as you are financialliplstayou are fine.

Interviewer: What is identity and what has formed your idgntip until now?

Female participant A multitude of things.

Female participant There are two concepts to identity, it's what youk of yourself
and then there is what other people think of you.

Interviewer: Do the rest of you think that is what identit® is

Multiple participants : Yes

Female participant It can be a multitude of things. It can be yoca@emic standard,
your gender, your culture, a lot of things defineowou are so it can’t be a single thing
all the time. It is complex -everyone is complekele has to be a couple of things who
make up who you are. Everyone has a different coatioin.

Male participant: Yeah, a different make up for different things.

Interviewer: What would you say — what has formed your idgnifg until now?
Female participant My hardships - that is it.

Interviewer: The difficult times?

Female participant Yes ...

Male participant: Yeah.

Female participant | would say the successes — the successeshhdtrhade me the
person that | am as well as the failures. The pebplhve met, the experiences that |
gained.

Female participant | don’t look at a challenge and saw how muchffesed. | look

at it and see how much it can build me, not howmitican break me. When | say, “my
identity was built by my hardships”, | mean tha timrdships have actually made me
the strong person that | am today. | know | carm facything right now with boldness.
I know my God is behind me with anything that | do.

Interviewer: It sounds like spirituality also formed part afuy identity?

Female participant Yes ... very much.

Interviewer: We have challenges, we have successes, we haiteatiy, what you
think of yourself, what others think of you, whouware — anything else?

Female participant | think it includes the people around you — withom you were
growing up because you take a bit of each of thechthen you form yourself out of
that.

Interviewer: How do you view your future in general? Do yoe gemore positive or
more negative than for example your parents’ life?

Multiple participants : More positive.

Female participant More optimistic and more positive.

Interviewer: Why would you say that?
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Female participant | think we are a different generation now. We ao¢ what our
parents used to be. | think our parents had aines¢d of rules regarding marriage and
kids ... but we are not like that. We make newsuWe break boundaries, we are bold,
what we think is right, according to us ... | thinke are very different.

Female participant Humans are made to evolve so what is the poiyufjust keep
doing things the same way. Our parents reachedtong, we always try to reach
higher.

Female participant Yeah.

Interviewer: What does your future have in store? How doesthé 10 years look
like?

Multiple participants : Like success, awesomeness, great, heartbreak ...

Female participant Our class had a discussion today and said that labnours one
will get married and | sat there and realise: “hdlevant to get married, | have a lot of
plans for myself and | don’t think marriage fit¢ant”.

Female participant Yeah!

Female participant Marriage and kids are not at all in my plan foe future for the
next 20 to 25 years. | had this idea since Graaled/| still feel the same! | had a lot of
experiences and realise | don’'t want to have kedg, so much can go wrong and so
much can go right ... and | don’t want to get neatthbecause marriage statistics in South
Africa have not been promising.

Male participant: Next ten years — marriage, and one or two kidssartcess where |
am working. That is where | see myself in ten years

Interviewer: How does the rest of the family perceive youufa®? What are some of
the opinions of your parents, your siblings, orreyeur extended family members?
Female participant My parents are all for it, my mom and my dad amdsister ...
Female participant | believe they know that | am doing the rightridpi | believe so, |
don’t know, maybe they don’t. Most of my family delieve | will be successful in
life.

Female participant You talk about your mother a lot — do you thirduyhave that
bond? She already told you that you are studyiagmtong thing?

Female participant My mother didn’t have a good life and she is ohéhose people
who will always feel she is in that stage. She wan¢ to be successful, but she doesn’t
believe that | will, because she went to colledee Studied business management, IT,
but she struggles to have a job right now. The lerakis when she gets offers or it
comes to interviews, the men want something orsitthe — like with all women — and
because she refuses, they always tell her shenewibr get a job. It is like that — she
never found a job after that and | believe thatly she wants me to go into business
to do things for myself instead of going looking jobs.

Female participant Don’t you think your mom’s experience kind ofdikputs pressure
on your decisions in terms of ...

Female participant Yes, it does, but | want to be the reason thattstlieves God
lives and God can take you out of every situattaat {ou are in, | want to be that for
her ... so | accept the pressure that comes with it

Interviewer: What are some of the opinions of your family memnsbwith regards to
your studying?

Female participant | never really take them into consideration, wbihions really
matter is my close family — my mom, my dad and iblirsgs and my gran. Regarding
my other family, whether you tell me that | am going to be successful, it doesn’t
matter to me. If my parents told me this is thérifields to go with, I am in the right
paths — that is all that matters.
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2.108 Female participant With me, | chose something very different thaytlall expected,
but | just wanted to work with people. They thinkwlll not make it in studying
programming, because it is a lot of studying. Ttk | don’t have the ability, | don’t
have the brains to do that ... but | will proverth@rong. I’'m not proving them wrong,
| am just proving myself right.

2.109 Male participant: My family and my grandparents are just happy than studying.
They just encourage me to study, not what to stlilgy just say “go to school, go™
As long as | am successful.

2.110 Female participant My family is not very enthusiastic. As long aarh doing what |
want, my family is fine.

2.111 Interviewer: Thank you guys! Any last remarks?

2.112 Female participant | just think it is awesome that we can talk abouwt lives and our
families. This is an adventure and spontaneous ...
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Interviewer: The first question is how do you understand énentemerging adulthood?
Male participant: | will just define it as a certain stage in lidnere you actually enter
into an adulthood stage. Usually the stage is aier have been in your adolescent
stage and now you are entering adulthood and k tihi& definition will go beyond just
the name itself, but it would come with all the @weristics that you need to acquire
or the equipment that needs to take place as yteu ieo the stage. It is not only about
the name adulthood, but it is about the new atisutiat you need to develop, it's about
the new way of living, it's about responding to tlesponsibility that you are having
now in adulthood and being accountable for evenglihat you do, so | believe that’s
adulthood.

Male participant: In my opinion, | think emerging adulthood canlilze exploring the
adulthood; for example, you do thing differentlgrit when we were young or when
you were in the adolescent stage. It is here wtnereesponsibility starts. Either it can
be on the family side or the responsibility of yeelf — being independent.

Interviewer: So, it is about the characteristics of this stdlge attitudes, dependency
or independency. Related to that question — whatsame of the most significant
challenges that you have faced while being in teetbpmental stage of emerging
adulthood? Would you agree that you are in thagfeta

Male participant: Yes, we totally agree. Some of the challengeswleaencounter is
the pressure from our peers, because it is belithagdvhen we reached this stage there
are certain decisions that you need to take. Somoele will decide to get married,
some people will decide to start businesses an@ sdms don’t know actually what it
is that you need to do so | think the pressurebg harder. At the same time, we are
trying to focus on our studies, we are trying tdkenaure that we attempt to the pressure
that is been introduced to us. I think that is ¢hallenges that we have been facing.
Other than that, there are so many challengeswhaire facing academically, socially,
relationships and economically. There is actuallywide range of things that could
actually serve as influences. Looking at theseetbffit aspects, one can say that it is
very hard to attend to them, but as time procdhahk you will get used to the ways of
adapting and you will actually manage to survive.

Male participant B: | think a challenge is like “\®ffe do you head to?” Parents are
spoon-feeding you at home and then coming heraitersity it makes a big difference
whereby you stay on your own, and you don’t hawa tontact with your parents. At
some point, you could have some chat with your erotin your father on a daily basis,
but now it has changed. Now you have to get somienai if there is no airtime and it
will affect you also emotionally. Even like perfoimg here in your studies, it can still
affect you. Then again, the background that youframra, the economy at home, the
parents at home - maybe they are only capableahigyhave money to supply for the
family. If you are isolated in some place, they d&v give a certain amount of their
money and deposit it to you to survive where yai drbecomes a very big challenge
to us in university because at some point we chiyda “we don’t have money” and
at that time maybe you urgently need somethingwiibhelp you to be good or maybe
help you to perform well, maybe again to contribirie your adulthood. Being
independent is something different. You came irehgou have to know what do you
want first. As | came from Qwa-Qwa to Bloem, | Hadthoose friends - those who are
going with me, not those who are pulling me downo3e are some of the challenges.
Male participant: | think there is something that | spotted fromatvhe said, especially
when he was speaking about the transition, uhrthat. takes place from home to
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university. That creates a bit of a problem becaosee of us could only study because
our parents are reinforcing the attitude to studgw you can even look at the
achievement rate or the passing percentage, wbeaongnisant with regards to that.
The impact that is created by the transition iy \geat because we tend to drop with
regards to marks because there is no one to see ifomework is done properly, no
one to make sure the assignments is submittednie, tyou are on your own. That
transition | think when entering in an adulthoodge sometimes brings a lot of
challenges because now you have to be on youriadependence like he emphasised,
and you have to make sure that everything is doriene by yourself. There is no one
to follow you, there is no one to tell you to douydhomework, you are on your own.
However, | think it is a good stage for us to stiveloping some skills — those skills
that will make you survive independently. For saotteer people, it may work for bad,
but for other people with a right attitude, it magrk for good. This is a stage that
actually trains us to another level.

Male participant: If there were someone maybe who experiencedtyarsaybe he
would come back, maybe home, and give a bit backlse at some point maybe in
terms of books — NASFAS catered only for 6 books lamave to buy another one, they
think maybe you are lying. They think you just wambney for yourself. You see, if
there were someone who has been there. For thexgaaneration, that must be easy.
Even at my home, they know me, | am at the Unitedithe Free State, but they don’t
even know where is that University of the Free&tad it becomes a challenge, a very
big challenge because let's say | need R4000, ¢het even get in contact with the
university and see what is happening there.

Interviewer: So it is very separate — the home environment &ed university
environment?

Male participants: Yes, that transition is very different, very big.

Interviewer: Would you say that you guys are finding this staf your life difficult
with regards to student life as well as your peastife?

Male participant: It is quite difficult, but like | have said ing¢hbeginning it goes with
your attitude. | think a very central agent or atca factor is your attitude. If you know
your situation, if you know where you are comingnfr, your background, you will
make sure you work to your level best so that yan change. | think to some it is
challenging, one must say it is challenging, buiryattitude, your behaviour, and the
way your handle things will only determine the ad#pn.

Male participant: And the adaptation again. You have to adapt. hikeome you used
to take breakfast, lunch, dinner, but here it edent, because you can maybe just
leave by the room at 8 and come back by 8 in tlemieg without taking lunch. Again
you have to adapt. Whatever you do, you just havadapt. Even if it's hard, but you
have to try in order for you to have a progress.

Interviewer: Would you say that you guys have adapted?

Male participant: | may say I'm still in the process of adaptinga from Wits. Wits,

it is different than this university. Like the wthey taught me at home — | can’t let one
of my friends or my roommates suffer while | amréhd made a sacrifice. For myself,
like on my side, | can adapt, but this guy, he gdhave to sacrifice for him. Just to
be generous. We have to help each other becausarevérom different family
backgrounds. Just help in what you see. Not liker tive boundaries.

Interviewer: | don't know if you guys read about Jeffrey Améte was the man who
developed this term, - emerging adulthood — anddseribed it as a term of instability,
possibilities, self-focus, feeling in between adertity exploration. Do you experience
your life currently as a time of stability or inbtlty and why?
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Male participant: | think one would say this is a time of instatyiindeed, because as
much as one wants to be stable, you have to canalti¢he aspects that actually
encompass your life. One could say for instancelgok at the economic aspect, your
academic aspect, social aspect and also politsgedc but not in a certain context, but
rather looking at the indirect influence that ishiawards you. So ... | would say this is
a moment of instability, because you look at th&dress dropping and doing this and
that. Some of the things doesn't affect us diredilyt indirectly, so we cannot ignore
them, we cannot neglect them because it does®@ttaffs directly, but we need to be
cognisant that they do affect us. That brings atén imbalance in our lives. Recently
we have been hearing about the upcoming striket wbald bring to you. You are
keen to write your exams, you are ready to do dkery, but now there is an upcoming
strike. What does that imply? Now you can see tieogirrent instability in our lives
although we may try to stabilise some of the thiye can only pray to the Lord that
He intervenes in this nation. The things that veeeatperiencing day by day are actually
a sign of instability.

Male participant: | can say again on that point that at some ppmt decide on
something like tomorrow | want to go to the univgr&and study from the morning
until late, but sometimes, other factors come drahge it for example environmental
factors. You want it to be stable, but then thismes. Sometimes you want to perform
well, but then you got zero and then you have tngle your decision. Maybe you want
to do medicine, but then you face difficulties. thislity, it favours this thing of
adaptation.

Male participant: Just to catch up on what he is been saying, asakdalking about
being stable — | think instability comes with akaxf consistent personality. When we
review personality with regards to consistency drgdinctiveness, you can see that
when we talk about consistency, you handle things similar way, even if you feel
someone else will handle it in a different way, will handle things in a similar way.
No matter what comes your way, you are still cofytgou still flourish, there is nothing
that stands in your way as a boundary so whennitesoto instability, it is where you
lack all these characteristics. You are wavering.

Interviewer: | heard you spoke about the causes of the ingyabnd mentioned
politics, your friends, your family and all of theghings play a role regards to the
instability of your life. Do you think this stagé your life is a stage of possibilities?
Male participant: Yes indeed. It is the stage of possibilities lbseabeing in the
university itself, it exposes me to a differentéypf environment, different type of
people, different type of opportunities, and itsto the individual whether they grab
those opportunities or let go of them. It is a stafjpossibilities, it is a stage whereby
one can actually show people who they are, make that they get those best marks,
make sure that they get recognition, make surettiegt are satisfied with everything
that they are doing so that they can keep up tloel geork. It is indeed a time of
possibilities, everything is possible from now on.

Male participant: Even if you met different people here, they oaach you how to
perform well, it is all about possibility. You atmlocking all those unlocked doors.
You meet different people, even in the facultyeytltan help. You learn how to treat
people, you meet different people with differentocws, different nations, you even
meet people from New York and they say in New Ywekdo this and this. There are
many possibilities at university.

Male participant: Once again, | think this issue of an attitudé ptievails. What we
see as possibilities, other people might see froutifferent perspective. | think,
somehow development of attitude needs to take pHeang the right attitude towards
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your goals and having the right attitude towardsrgihing that you are facing. | think
this is a bit of a controversy, because one mayysayare just saying it is a stage of
possibilities, what about me — | am encounteringdnd this and this. Then I will come
with my own opinion and tell him this is a time pdssibilities — look at what | have
achieved, look at what | have, look at the recagnit have gained. | think it is about
your attitude, it is about how hard you work, hoardhyou push, how hard you push to
work beyond limits. | think the possibilities is atwe need to realise and to reach the
adulthood stage.

Interviewer: | can hear that you agree that this is a timg@adsibilities, but what
specific possibilities come to mind?

Male participant: The specific possibilities that I'll refer to atlkat of having new
explorations for instances we have mentioned workiard — there are quite a number
of students that have been getting scholarshipsy-dre overseas, they are in Moscow,
in Russia, so those are the possibilities they w&posed to. They only have to play
their part and get the recognition and be placatierright places, so | think we don’t
have to be narrowed with regards to possibilittesme people focus on academics,
other focus on relationships. Some people for examwgme to university and they see
beautiful people, and they are looking forward &védnrelationships with those people
and therefore | think there are many aspects tiaild be considered with regards to
possibilities. There are possibilities of makingaltley and good friendships and
relationships and gaining recognition academicdlhere are so many possibilities on
all levels actually.

Interviewer: Do you agree?

Male participant: Yes, | agree.

Interviewer: | also hear you say the words “making decisionsivhen you make
decisions in this stage, do you take others intwsicteration or do you feel that you are
free to make decisions for yourself?

Male participant: | don’t believe it is a good or bad thing — wilatermines if it is a
good or a bad thing is the environment and thosplpavho are involved in it. When

| make a decision, yes ... | take some people aotwsideration, maybe | make the
decision on my own, but think how it will affectisrguy. | am not doing everything for
me — if | think let me quit this university, butete are some people that I'm inspiring
working at the university, but they don’t know detgvn what I'm feeling inside me.
When you make a decision, it must be based onrtheds. Some things can change
tomorrow. | can’'t make the decision that | will mewgo back to school because it is
raining. Tomorrow it is not raining — what will hagn then? | have to take that aspects
into consideration. What will happen tomorrow?

Male participant: | think | will hypothesise this a little bit. Thafluenced, influence
decision making ... You look at two aspects. Yaeklat the decisions that you make,
being influenced by other people, and the decistbas you make to influence other
people. When speaking about considering other peeplo you consider other people
when making decisions? Sometimes, you may makeidesi because you have been
influenced by people, only to find out that theynivéo serve their own purposes
through you, but most of the decisions that | madke the intention to influence other
people, were more likely decisions to change otleaple’s lives with. When looking
at considering people within our decision-makingclei, you should look at the
decisions you make being influenced by people er dkcisions that we make to
influence people. However, some decisions that \a&emnfluenced by other people
turn out to be good, but I think when you make siecis, you need to make decisions
on the ground whereby you are keen to influencergtieople’s life in a positive way.
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Male participant: Again, when you make decisions, there is thiaglof reasoning.
Your reasoning can affect your decision. Your petiom can affect your decision.
Your frame of reference can affect your deciside liwhen you are deciding on
something you say maybe we are used to it thisavépme, why do we have to do it
this way here. It is thus important to take intasideration your perception, your frame
of reference — how you see things.

Interviewer: So, the just of it is that your decisions affettters?

Male participants: Yes ...

Interviewer: So, when you make decisions, you take others intwsideration to
certain extend?

Male participants: Yes ...

Male participant: I think that is more important than any othersegawhy one could
make decisions. You still look at the influencetttiaey are going to have to other
people, and then, after that have been considgoedcan make decisions — making
sure, it doesn’t negatively influence other peojlet instead it brings change and
transformation.

Male participant: Like again for example, if you move from homepyare the first
one. Maybe your mother is bragging about you: tirgg first child gone to university!”
but then afterwards, you are coming back: “I'm tedwith the university life”. That
might you're your mother a heart attack! Imaginevhmany lives you are affecting.
Millions of millions. That's why I'm saying — “yolnave to consider the crowds, the
environment”. | don’t think there is something wgowor right — the environment
determines whether something is good or bad.

Interviewer: | just want to backtrack a little bit, but do yteel like you have reached
adulthood yet?

Male participant: From my own point of view, | have not reachegat, I'm in the
process of reaching the adulthood. | think adulthisovhereby you take a decision on
your own. Now we are just in the process of reaglaidulthood.

Male participant: That’s very true ... For me, | think we cannot 8aat age determines
adulthood, but | think the way we react, our thinikpattern, our reasoning ability —
that actually determines that we have reached didthenod stage. Now, one would
bring a discussion or an argument and say | go8dayear-old sister ... but | think that
will fall under disorders and stuff. | think entegithe adulthood stage has to be visible
by the way you react, by the way you handle thibgs,sometimes it comes to one’s
surprise if a 16-year-old does things that candredy an adult. It is a debate that can
be put on the table with regards to that. Now & thhat you call adulthood, because
as much as adulthood is concerned, it is not abgeit It is about the way you handle
things. It is about perception, your reasoninglskilealing with abstract situations,
being able to solve problems, flexible interpersoalationships, being able to socialize
in a right way. | think adulthood cannot be looksdrom a perspective of age. It is
about how you handle the specific challenges dfdtame - its pressures and obstacles.
You have to be able to adapt, you have to be atie@dl the situations coming your
way. The qualities that one must acquire are thes dimat fully determine adulthood.
Interviewer: Would you also regard yourself as in the procgggetting there?

Male participant: | also regard myself as a person who is in tlhegss of getting there
although technically | may have to be considered fm in that stage. The truth may
be that I'm not yet in that stage, but I'm workimy way to the stage. | make sure every
day: “You know what, let me work on my temper, i@ work on my aggression”. As
I’'m looking forward to the stage, by the time | ge¢re, | need to be fully responsible,
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fully accountable, make sure that | fit in the stalghink the fit between the individual
themselves and the stage need to be optimized meahs.

Interviewer: Would you say that you are trying out differemings, different
possibilities, to learn more about yourself and \ahg you doing this?

Male participant: | think self-discovery is very important. At artagn stage, one needs
to discover themselves, but before we discover whaare, | think we first need to
consider self-evaluation ... evaluate our self,l@ate our surroundings. Then, self-
discovery is very possible. | think | have startigihg to figure out who am I, what do
| like, because sometimes we tend to overlook girvgs, I've been me, I've known
myself ever since | was born, so there is no isiseovering who | am. Most of the
situations — the crime rates, divorce rates — theanate from failure to discover
oneself. For instance, once you have started sgibdery, there are things, a potential
and capabilities that you have never known aboutsgilf. | think | am a true witness
with regards to that. | have been studying all ifey but | never got a distinction. Never
in my life. Never. | would pass and everyone wobl happy. Ever since | got to
university, | am passing with flying colours. Allynfirst semester modules were
distinctions and it seems like it is possible witly second semester modules as well.
That only took place after | discovered my possiii¢ential levels, my capabilities,
and myself. After | think, “you know what, I'm nahe person | think | was. I'm a
different person. | could do this”. | thought | cem get that far — | can even get beyond
that. Self-discovery is very important, but it camly begin after one has allowed self-
evaluation to took place. As you evaluate yoursgifj start looking at the way you
associate yourself: ‘Who shall | associate myséti®Are they going to contribute to
what | am looking forward to or are they actualbyirgg to hinder me, stop me from
getting to where | want to get?’ | think it is manmeportant to do self-evaluation, you
look at the people surrounding you, you look atttiiags hindering you to get to a
stage where you fully discovered who you are, wioat can do, what you are capable
of doing.

Male participant: The things that you were doing these past years guite different
from things here at university. At some point, yliscover your potential, your passion,
and many different things. In your community foraexple, | was a Hydrocephalus
patient, there is no one who were going to unitgi@nd you were the first one — not
in Qwa-Qwa, in South Africa as a whole. When | wasking about university, some
people said yes you can go. | would never thinloula be this far. | said maybe let's
go for it. Let me see. Everything that is happemaog is a miracle. | never thought I'm
this guy who loves church, who loves Christ, buewlsoming to this university, | have
discovered myself because there are various chsirchehere, there are various
fellowships in here. When | was in school | hatédrch, but now | have discovered
myself and | am still busy to discover myself.

Male participant: Yes, self-discovery is continuous. Even for pedplat is married.
People say you have to discover the person thaag@marrying, but the truth is self-
discovery is continuous, it evolves from time toei, and it is evolutionary.

(New person entering — the group just explains tthe new person what were they

speaking about for example emerging adulthood, thdifferent stages, possibilities
etc.)

Interviewer: The next questions are regarding identity. | kngw have mentioned
things now like self-exploration, learning who yare and the possibilities, but what
would you guys say is identity, how do you thinkfiormed?
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Male participant: | think identity is one’s personal reflection bese in order for me
to recognise your identity, | first have to knowuygersonality. For example, your
social life can tell me more about your identithiew you live with other people and
those kinds of things.

Male participant: | think that is very true and according to myropn, | think identity

is the way we identify ourselves to other peopheallliteral context, identity is what
makes a distinction between different kinds of peofnderstanding the concept
identity, would help us understand and accept edoér, hence we know that we are
different and not the same. Identity ultimatelwssras a distinction. People are not the
same. They will never be the same. Even twins atéhe same. The only distinction
that makes it possible for us to see people irgfit views from different perspectives,
Is identity. Identity is the way you actually inthace your being to other people.
Interviewer: Do you guys agree?

Male participant: | agree ...

Interviewer: Any other opinions on how identity is formed lukes personality, social
context, knowing yourself, identifying yourself éthers?

Male participant: There are various aspects that can contributieetanakeup of our
identity.

Interviewer: Like what?

Male participant: The environment around us, sometimes we can leedrat genetic
predisposition. Hence, | have said, identity ser@esa distinctive agent, so | don’t
believe that a genetic predisposition plays much dfle. | am actually talking about
the link between you and your siblings and yourepts. Since identity is something
that makes a distinction, it distinguishes you fratimer people. | think the environment
plays a central role in making up your identityhe fpeople that you are surrounded
with, churches, schools. | think there are varithings that actually play a role in
making up our identity.

Male participant: Even self-introspection can contribute to idgnfiven socially, this
is from there and that is from there.

Male participant: How your parents raise you also plays a big ioieentity.
Interviewer: Would you guys say the things that you just nored were the things
that formed your identity up until now?

Male participant: Apparently, yes ...

Interviewer : What experiences do you have if you think abaalidg with challenges
to your own identity development?

Male participant: I think one of the aspects that | think we fortwit also plays a role
in the development of our identity is modellingwié are modelling, we tend to have
different people that we look up to and most of thallenge will be which one is
actually the one that | need to look up to and flelow their steps. | think that is one
of the challenges — where you are caught up imtlgglle of two choices. Should |
model a leader or someone else? That is when tifagion starts. According to some
social cognitive theorists, most of the learninghia social cognitive context correlates
with our internal beings somehow. We tend to lopkaipeople who have more or less
the similar gifts or talents. That is how to deterenwho might be the right person to
look up to. One of the challenges with regardsiemtity is who should I follow, who
should I learn from.

Interviewer: The next questions are based on students’ vidivediuture. How do you
view your future in general? Do you see it as nmuusitive or more negative as for
example your parents’ lives and why would you $eat?
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Male participant: Our future of this generation is more productige example our
parents never go to school until this far, but the one again who is going to school.
It is a privilege and again it is positive. If Ichave a degree, it is something else. The
doors are open. It gives you a personal experienaa exposure ... to different fields.
Interviewer: Anyone else?

Male participant: | think that is it.

Male participant: | think the future of this generation is goingdbange. There is
going to be a great deal of change, because whdookeat the previous generation,
they didn’t get the opportunity that we are havimayv, that we are now exposed to. It
Is a clear indication of the transformation thataking place, the transition that has
begun, and the possibilities that we are exposeldthink it entirely up to us whether
we push to change the history or if we just pull of

Interviewer: Would you all say that your view for the futusegositive?

Male participant: Positive

Male participant: Positive

Male participant: Positive, because all of the opportunities is mexposed to us. It's
up to you if you take the opportunity or not.

Interviewer : More specifically, what does your future havetare for you, what does
the next ten years look like?

Male participant: Ten years to come | think, or | know, | will deetfirst doctor, who
was a patient to become a doctor, an upcoming tagist, a surgeon. | will be the first
one.

Male participant: | will be the first to finish university, from mgommunity | will be
the first and | will be a psychologist. That is thiggest opportunity | have received.
Male participant: | also expect much, | expect more coming on my.whm ... |
think this generation is very privileged to be esgd to different opportunities. For me,
| believe | will be the first doctor ever like whérdook at my generation, how they
proceed at home, there has not been a single pérabinad been a doctor. | will be the
first one. | will make sure that | enrol for my Plaidd | will make sure that | get it. For
now, it might be a mystery for others because rfox@u share your ambitions, people
just think it is a mystery, but | am keen and I lawking forward to greater a thing that
IS coming.

Interviewer: How does your family perceive your future? linteresting to know — all
of you are first generation students so you haweetbing in common. What are some
of the opinions of your parents and siblings omeyeur extended family?

Male participant: They have been encouraging, they have encouraged work and
to give the best. Even when they call me, sometihvegnt to cry because the things
they say are in line with what | am passionate abbey fought to make sure that in
the end of the day | am doing what | am supposeatbtdlthough most of my family
cannot contribute to study fees and clothing, bhetytcan contribute with words of
encouragement and therefore they play a very irapbrble. Whenever | study and |
feel like | am breaking down, their words are lingg in my mind. They always tell
me to push to the level best and to make surd thatk. The way they encourage me
Is not the type of encouragement that is pressuigthe type of encouragement that
makes you see the need for working. It makes yeutsreason why you came here. |
believe they play a very central part encouragavgn contributing financially.

Male participant: | also get a lot of support from my family, eway community. The
person that | am now, the person that | am badloate, are the same person | am in
the future, because attitude and respect is firstyortant. Even the community says
“you are the one that is going to change the sdoat home”. That is encouraging.
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Even though my parents don’'t give me encouragingds/alue to the fact that | am
emotional, | know they are encouraging me in thg thay act and the things they do.
| see that | have to work hard, otherwise things lvé worse for them.

Male participant: | got positive encouragements and some negatigeuzagements.
The positive encouragements are from my parentsn Ewthey can’t afford to pay for
my fees, they are trying to say “No, remember whay gtudy” when | am tired. They
remind me of things will be worse when | just cobaek. With my adult brothers, it is
quite different, because they only got matric and they are working. They got jobs
and their own families. My mom and dad are encdagage — their Facebook status
and WhatsApp is positive. They will always say eherhope and we will try. Even if
they are not working and living with pension monigy will sacrifice. They will say:
“Just do it, we are waiting for you!” It gives migat hope, it encourages me even if |
think of quitting. What else do | need — they arpmorting me. When | go home now,
it will be miserable.

Interviewer: Would you almost go as far to say that you keegang because of your
family and the views they have for your future?

Male participant: Yes ...

Male participant: Yes ...

Male participant: Yes, because like | said earlier, it took my marbad, tough five
years to raise me to get to primary school. It hasl for her. | was sick and we had to
go from Qwa-Qwa to Bloemfontein two times a morthook my parents five years
caring for me. Sometime | spend three years initedsgnd they were there coming to
see me so | don’t have a reason to quit. Theyhdid best, so | have to do my best. In
2014 | got officially married, because | workingo, some people said why are you
going back to university, what about your wife, uliat | like about myself is that |
don’t hear those voices. When | was a young bgyrimary school and they asked me
what | wanted to be, | said | wanted to be a dodtarant to be a doctor to help the
people who are like me. There is a lack of docémid | want to transform those things
and give them hope. Other families will have hopetheir children if they hear my
story. Even with medical records that said the sfpp| did it because my parents
encouraged me. | don’t have a reason to quit.

Interviewer: Thanks guys, that was the last question!
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Interviewer: How do you understand the term emerging adultAood

Female participant | think it is in the early stages of your twestie twenty, twenty-
one, where you still learn how to be an adult.

Male participant: Like she said — the stage in your twenties — wlyeu are emerging
from the other stages to the young adult stages.

Male participant: | think it is a transition stage between ... frazhildhood to
adulthood. This is the stage where you make impbacisions that will have an
impact on the rest of your life, going forward dikhoosing a career path to follow.
Male participant: I think it is a point where you start learningpaiof things, you start
differentiating between different things, interaald external factors, and the impact of
these factors in your life. | believe when you grewing up, the things that you learn
at home, is not the same things that you are goiegperience here at university. It is
all about transition and the external factors.

Female participant Again, it is a stage where you learn to live withyour family,
you work or you go to university. It is a transitibke he stated.

Interviewer: Feel free to discuss it amongst yourse

Male participant: When do you think the “emerging” starts?

Female participant | think it starts when you finish high school cbeise during high
school, you still receive pocket money from yourgoas, they still drive you to school
and attend your meetings and all of a sudden yarti warsity and you have to decide
what you are going to do with your life. Especidlly first-generation students, like if
your parents went to a university, they would knehere to take you and what to do,
but because they did not, you have to take altd#wsions by yourself.

Male participant: In some way, | agree with what she said, bus® ahink it has to do
with the environment that you grew up in. When biiaished with high school, some
of the children start being responsible and took od their siblings, but some people
start doing that in Grade 10 or Grade 11. It depesrdthe people that you grew up
with. If you grew up with older people, it might\yean impact on you, you might
mature on an earlier age.

Female participant Are you saying you can emerge to adulthood whmnare still
young?

Male participant: Yes ...

Male participant: I think it can happen earlier, but then you dté ot in that stage.
You may start having responsibilities, you are éarmto it, but you are still not in that
stage when you are young.

Interviewer: What are some of the significant challenges tloat have faced while
being in this developmental stage? In what stageyadl guys think you are? Would
you say you are in the developmental stage of enmgeaggulthood?

Male participant: Yes, | think | would say that ...

(Most of the other people said yes)

4.16

4.17

Male participant: For me, | am not quite sure yet ... | am jushgdionest with you
guys. Because | grew up with my uncles and evergoadd learned a lot of things when

I was still 13-15. | didn’t spend much time withgpde that are the same age than me.
| spent more time with people that are 5-6 yeadgothan | am ... so they taught me a
lot of things when | was still young, so | don’tdw if | am in that stage or not.
Interviewer: What are some of the significant challenges that lyave faced while
being in this developmental stage of emerging &dold - whether you were in it, or
whether you are in it now?
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Female participant | am from a small town, so | didn’t always realiwhat | need.
When you get to university, you realise that yoeda lot of things and you have to
work hard for them. For example, bursaries and wjtengo to university, you take a
lot of responsibilities on yourself. You have taiie when your next meal is going to
be, how you spend your money and when are you goibgy clothes. My challenge
was, when | got here, that my family couldn’t sugipue financially so | had to find
ways for myself. In school, they always made plarsssist me, but now | had to make
plans myself.

Male participant: The most significant challenge | can think ofrig friends. | am a
guy who lives alone. | don’t have any friends iotfd had to choose the kind of friends
that will suit into my lifestyle — the way | wam tive it. Choosing friends is quite a
challenge for me — I don’t find it easy to makefds.

Female participant When you are in school, if you spend your moryey, know you
will get more, but here you have to spend your ngamsely. At first, you won't spend
it responsibly, because you are used to spendyt tauniversity, when you get money
it is for the whole month and that is challenging.

Male participant: | agree with the other three colleagues; the nsighificant
challenge is the decision making. You have a latezfisions in your hand like who to
make friends with, with who are you going and iiymake the wrong choice, it will
face you directly. So, all 'm saying is decisioraking is most difficult challenge in
this stage.

Male participant: They said everything, but | just want to say stimmg from a
cultural perspective. There are different culture$South Africa that do things in a
different way, but back home you are in one villageown and used to just one culture.
You know how they do things for example in churel girls are just allowed to wear
skirts and not trousers and everything. It is thieuce. When you come here, everything
is different. You see girls going to church weartngusers. It all comes back to the
decision-making and your choice of friends. Somgem may influence you to change
from how you did things in the past.

Female participant Do you think change is a bad thing or is it pbkesthat change
means you are growing up and realising you areonkytlimited to what your society
or community teaches you? What if you are aware anu@pt how other people do
things although it is not the same than you? Ymitdeecessarily have to change your
way of doing, but accept it and be aware.

Male participant: that is how you adapt to a different environmewot, change. If you
change, you might change completely, and if yoh@woe you do things that you didn’t
do in the past. It is all about adapting to a newirenment.

Interviewer: If we say that you are in this stage of emergingltadod, how do you
experience this stage of your life with regardstiedent life as well as your personal
life?

Female participant | think it is awesome! (Laughter) | think it's asome being an
adult because you get to be responsible. You ga#dayood things and bad things. For
me

Female participant It is good. | get to learn who | am, withoutlike before | came
here | had a lot of ideals that was the resulhefénvironment that | grew up in. In my
hometown, | was never exposed to different racesep from school where we did
English, we did everything else in our home languayyhen you get here, you stay
with people from different colours, different cuks, different countries. You learn
how they live, and about their different culturédéen I go home now, | am a different
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person from who | was in matric. Because certagalsl changed when | came to
campus.

Male participant: | think the experience is ... both good and béal are exposed to
different things, exposed to different cultures aredare from different cultures.
Interviewer: Okay we have a “good” and a “bad” and an “awesome”?

Male participant: | think it is being exposed to everything now avith that, you have
to live with the rest of your life. You get to deeith different people, you have to make
choices about your career. There are a lot of olersand you have to make them now.
Interviewer: Next question, do you experience your life cutlseas a time of stability
or instability and why?

Male participant: | think 1 am finding my feet, it is better thairst semester.
Everything is reality now, | think different abahings, but sometimes you want clarity
about things and it just doesn’t happen becauseuttyre is clashing with reality. So
in terms of that, eish, it's not good.

Interviewer: So, you would say unstable?

Male participant: Yes ...

Female participant When | think about stability, | think about a Worg person with

a stable income every month and the same routinid. At definition, | don’t think |
am stable, because a student always has to wokrdewvhat you want to become,
what job or business you want to have. We are mbtstable because we are still
working towards the goal of being stable ... sonfier... | am not stable.

Male participant: For me, let me say I'm in between. Let’s calhidevelopmental
stage. We are getting exposed to a lot of thingsasmn’t say my life is stable or not. |
will just say | am in a development stage betwett af things.

Male participant: It is unstable. Every aspect in my life ... acad=lly, emotionally,
everything is just unstable, because | am stillettgying now. So it’s really unstable.
Female participant | also think it is unstable, because there amesdecisions that
you have to take and then you are not sure wh#éke and what not to take, for
example, | was supposed to do my second year in B8d had no money. | wasn't
sure what to do and then | end up doing educaliasmunstable because | don’t know,
the choices that | make is this good or ...

Female participant Even me, | have the same story, with not havirgparce of
income from parents so you have to make decislmatsatre going to impact your future.
I am with her, because | did two years of BSc bithwny third year | had financial
trouble — | never had a stable funding. In my thyegar, funding for education was
available and then | had to make a decision. Yagin Bchool dreams change during
university and sometime you should take a roadytbatnever thought of.

Male participant: You also get a different idea about what you waro for example,
you always wanted to be a doctor, but now you skeatwoctors really do and you
decide against it so it is very unstable.

Interviewer: So, you have mentioned what the causes of thdistatnd the instability
are — it is basically the finances, the differanty pathways. Do you think this stage
in your life is a time of possibilities? What pdsbties come to mind?

Male participant: At this stage, everything is possible ... sincadg 10 | realised
everything is possible. Like sometimes someone avgust help you and sponsor a
ticket for a plane or help you get into a programinesally believe everything is
possible in this stage, you just have to believe gan do it. If someone wants to
accomplish something great, you must ask yoursalhy not me?” Everything is
possible, it is based on the decisions that youenmalour life.
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Female participant Because | started education, | got an opportunitye part of an
international programme. When | started educatiorgver had an idea that it would
open up so many opportunities for me and in thegss, | fell in love with helping
people. In the end, it is going to help me to rehger people.

Male participant: Yes, there are a lot of possibilities in thisggtaWe are meeting
different people, people with different social egomnc backgrounds. Every day we get
exposed to different opportunities out there. Tlaeesa lot of opportunities for a person
to succeed out there.

Female participant It depends on the people you are associatedamiibon how you
approach certain opportunities. | don’t know wiwesay ... It is possible if you consider
everything around you.

Male participant: I think possibilities are there ... opportunitee there, but it comes
with responsibilities. But the competition is insenin everything. It is a 50/50 thing.
Male participant: He is right - possibility comes with responsitids. Like we are
first-generation students and struggling finangjadlo if we approach someone for a
business idea to help you with money, because gwhungry for opportunity, they set
up the contract to give you 25% and take 75% femtbelves, forgetting that you were
the one who came up with the idea. So, there isilpiiy, but you must be careful, you
might end up selling your future.

Female participant | think if there is an opportunity and three pkeogo for the
opportunity you must think what distinguish yourfréhe rest. If you apply for a job or
write a test, what qualities do you have that wilt you ahead of the others. It means
that you must put in more work and more dedicat®d.much as opportunities are
there, it is how you work.

Male participant: The good thing is like she said — what distingasyou from others.
Interviewer: When making important decisions, do you take otiosconsideration
or do you feel you are free to make choice thahoibhave consequences relating to
others?

Male participant: | have to think about others a lot when makingisiens, because at
home my family is interconnected so | can’t juskma decision on my own. | applied
for a scholarship in China, but my mother didn’tnivene to go ... so | had to turn the
scholarship down. My decisions affect others san'ttmake them on my own.
Female participant | have a friend, but we are from different backgrds. She is the
only child and gets everything from her parentsave a family and a brother. When
we work, and we both get the same amount of maheyfjrst thing she is going to do
is buy clothes, do this, and do her hair. Whent ingeney, | have to think “this much is
for this” and “that much is for that” so | can’tgumake everything about me. | know
there are people who need the money more than | do.

Male participant: Last month | had to make a decision regarding eyaend your
friends tell you to do something whereby they camdjit as well, but | tried to
accommodate them before | made the decision. Aeldeof the day | decided to take
the money and travel around the world and therd@llmeet a lot of entrepreneurs,
because those people will help you in the futdrkeain going to take that money, | will
sell my future as a trade-off. Like your life beitngded for money.

Male participant: When making a decision, | think you have to cdasiothers,
because like he said it influences a lot of peojlés the right thing to do. It is a
necessity.

Female participant | also think you have to consider other peopbe,dxample, at
home, we are so many and my aunt is taking careof. we are 7 orphans. When
coming to clothes | can't just say “I need clothddiave to think about others. | have
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to think about the small ones, what they are gtoregat at school. | am old, | can survive
hunger, but with them, they are too small, theytcaurvive hunger. | think you have
to consider other people when making decisions.

Female participant I think the consideration of other people alseegimotivation to
study ... trying to make the best of yourself foample if you know your home situation
is like this and you find yourself lazy and donamt to study, you just remind yourself
where you come from and keep pushing.

Male participant: Another thing came to my mind, since we are fgaheration, it is
hard, and you have to consider your parents witlr gecisions. Some of our parents
didn’t have the opportunity to go to universitkdil was saying with scholarship and
everything. So when you want to go out of the coyntour parents won't let you go
because they are worried about your safety. Sofiest-@eneration student, it is good
to have someone to whom you look up to so if yowehta make a decision, you can
ask them for advice.

Interviewer: Do you feel like you have reached adulthood yet arel you trying
different possibilities to learn more about youi3el

Male participant: | don’t think | have reached adulthood yet. (laisy)

Male participant: | also haven’t reach adulthood yet. For me, dabad is the time
where there is so much responsibility and at tresitpl haven't had that much
responsibility. | think | will reach adulthood whéget married or when | start to think
about marriage. For now, | just want to explore.lif

Female participant | don’t think | have reach adulthood yet, becalisan still
developing and there are still many things thaJento learn about myself.

Female participant | also think | am getting there.

Male participant: | don't think | have reached adulthood since Istith depending on
other people financially and things like that. #an do things by myself, that is when |
will say | have reached adulthood.

Male participant: | think | am still very young, far from adulthooflLaughter). | just
turned 21 this year, but | wouldn’t see myself agdult now. It is my first year at this
university and | am still treated like a child anhe.

Interviewer: Do you think you are trying out different possitids in order to learn
more about yourself and why?

Female participant Like | said, | have started working and getting of my comfort
zone and that challenged me a lot. | have to fit@dlance. | have a schedule for the
first time now that is not just going to class, e#¢ep, and watch series. | had to find a
balance between studying and all those thingselitfeere has been a lot of growth in
the last two months.

Male participant: | think | try out things to get to know myself being part of this
study can be one example. So, | try out everythkiagy | can. | try out stuff to see my
weaknesses and strengths and stuff.

Male participant: We can improve by trying out what we do bestun loves, but it is
challenging for example you want to play soccet yow can’t afford soccer so you sit
back and not play soccer. That are some of theestggds what we face sometimes.
Female participant | just want to add, sometimes the challenge igetiothe funding
for whatever you want to do.

Male participant: | think 1 am still trying to know myself, | likeeading a lot of
motivational books and one of the books that helpeda lot in discovering myself is
one with the title “What on earth am | here forhak was a question | was always
asking myself. | think in that process, | discowknmsy purpose.
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Female participant | think | am also trying to know myself, withélchanging of a
course leaving BSc and going to education. At holmaways loved teaching the
younger ones at home, so | think | will see nove#ching is really my thing.
Interviewer: What is identity and what has formed your identipyuntil now?

Male participant: | believe identity is who | am. Identity is baaiky me. | believe my
identity is formed by how | grew up, my surroundn@nd by the challenges | faced
along the way. | can’t expect someone from a tiféérent area to be just like me.
Female participant Like | have mentioned earlier, the people thatdracted with ...
has formed me into the person that | am today aveldped my identity.

Male participant: | was born in Lesotho, | studied there from grade grade 5 and
then we moved to South Africa and I finished grh@éere in South Africa. My identity
Is a mix between when | grew up in Lesotho and wihgnew up in South Africa.

Male participant: My identity is based on a lot of external factike my family. That

is where | identify myself and share their histdrglso identify myself with the people
| spend a lot of time with. How you identify youlfsis part of learning.

Male participant: Your nationality also forms your identity. Anothtehing about
identity is you might identify yourself as a teagHaut someone else may identify you
as a leader. You have never known that you canléader, but someone discovered it
in you and see this person is a public figure. ¥au identify yourself and other people
can help you to identify yourself.

Interviewer: How do you perceive your future? Do you perceiasitnore positive or
more negative than for example your parents’ life?

Male participant: | think my future is going to be brighter than pgrents’ life because

I will graduate and get a degree while my pareotddn’t graduate at all or get any
certificate.

Female participant | think it is better — like he said, the oppoitigs that we have,
they did not have and we need to make the bestbat we have.

Male participant: | am a guy who does a lot of self-evaluation. sAlevery day |
evaluate today | have done this, today | have dioaie What | love about university up
to this point is how they teach you to think. E¥dmquit school now, I will still become
more successful than my parents, because now | kiwewto think.

Male participant: My future is very positive, because | have begmosed to a lot of
opportunities in life, getting to travel around thwerld — that is something that my
parents never do. In that process, you start for@sther people and when you inspire
other people you keep on working harder. It is blegng a millionaire — you have that
fear of one day losing this money, so you keep orking hard. If you fail, you also
fail other people, because other people are lookimgo you. | view my future as
positive because | get exposed to a lot of thibgs.just from university, like | said |
love to read a lot of books. That is how | lealptaof things.

Male participant: My future is good. When | compare it with my pate they did not
have the opportunities but in terms of decision imgkthey were good. So we have to
learn to make good choices.

Male participant: The people who you spend a lot of time with, alstermine your
future. Like your friends.

Male participant: | hear, but I also think it depends on you. | amot person who
likes going out, drinking, but my friends like ggiout. Still they don’t come to me and
say let’'s go out, because they respect the fattl ttha not go out. The things | share
with them like our passion for leadership and latise things that is what keeps us
together, our similarities, even if we have oufeatiénces.
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Interviewer: How does the rest of your family perceive your fafiWhat are some of
the opinions of your parents, siblings and everr gotiended family?

Female participant My little brother always says: “we going to yduwuse one day”
... They have these high expectations, so it iomant to work hard.

Male participant: They believe | am a leader. They always call mc&mames which
are encouraging. Like they say “Hay Mr CEO, Mr CEQO It encourages me to work
hard. | don’t want that nickname and end up beorgething else.

Male participant: My family is really expecting a lot from me. Thégven't really
said it, but you can see it from their attitudeeykvant me to be a successful person in
life and earn a lot of money. They are really exipgca lot from me.

Female participant It means a lot to me that they believe in myythant the best
for me and believe that | will finish. They do leale in me so they are expecting a lot
from me.

Male participant: | think we share common goal. All of our pareexpect something
for us. From my family, | am the first one to enbeiversity, | was the first one in the
community to pass grade 11 ... so my family is ekipg a lot, more specifically, my
father.

Male participant: Yes, they put pressure on you. | know | am justsa year, but they
are treating me as | am something big and | knamlonly beginning this difficult
journey.

Male participant: For them it is an achievement to be at univergigsignments, tests,
everything.

Female participant Like he said, it is how they treat you. It isfdient now from how
it was. When I told my grandmother about univershe said “Wow, you are a woman,
alone by yourself?”

Male participant: Last year, | was in grade 12, they still treateel like a child, but
now | have grown and they treat me like | am grown.

Male participant: My family are not the kind of family who will askou “How are
you doing at school?” | think it is because | amfinst-generation to come to university
so they don't really follow on my academics. Theyyowait for exam times and then
ask, “Why did you get only 40% for this module?’t boey never asked me during the
semester. Because | am the first-generation, thegat me to perform very well.
Female participant And then they will say, “In high school you woudget 90s”.
(Laughter)

Interviewer: Any last comments?

Male participant: Now we might recognise one another on campusaritke | know
you from this session. And | want to leave you gwth a quote; “Don’t allow your
background to put you back on the ground”.

4.100 Interviewer: Thank you guys!
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Appendix G — Research Diary Entry/Example of the Reearcher's Reflective Journal

Reflection following focus group discussions

The two focus groups today were overall an enjayabiperience. | was disappointed when
only a few students showed up for the first intewyi as a lot of preparation went into the
discussions. This also made me anxious about thes fgroups that would follow, as | realised

how students were not motivated enough to attend.

During the first discussion, | realised how studemere eager to participate and did not seem
too shy to be honest. The second focus group was ore enjoyable, as participants really
elaborated on their experiences of EA and the ehgéls they faced as students at university.
The willingness to participate was fascinating amte the job as a facilitator a lot easier, as

| only interrupted when the discussion went toodfitopic.

At some stages | did, however, feel excluded, atuidents did not even care if | was present.
This made sense when | considered the group cotsetiat were formed due to the students
having things in common with one another. They fedm little group of students who seemed
to support one another and share in their struggfesniversity. It was an interesting

observation.

Some participants spoke more than others, andsieasy to identify the dominant individuals.
At some stages, | had to ask the quieter studehtd their thoughts were, as it seemed like

they would keep quiet for the entire discussion.

Participants really seemed to enjoy the focus ggam really connected with one another. |
could see how the different generational groupsdocommonalities in their lives and related
to one another. At some stages, it also seemedékitcipants learned from one another or

encouraged one another. This was also interesiinggerve.
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