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ABSTRACT

This study explored adjustment among students from different generational groups during their
first year at university. The specific aim of this research study was to investigate the differences
in adjustment between first- and non-first-generation students during their first year at
university. Furthermore, the perceptions of students regarding various adjustment issues were
explored. A mixed-methods research approach was employed. The sample group consisted of
122 first-year students. In the quantitative section of the study, a biographical questionnaire
and the Student Adaptation to College Questionnaire were used to measure the students’ levels
of adjustment, specifically with regard to aspects of their academic, social, and personal-
emotional adjustment. The adjustment levels of first-generation and non-first-generation
students were determined, and it was found that both groups portrayed relatively moderate
levels of adjustment. Analyses of variance indicate that first-generation students reported
significantly higher levels of personal-emotional adjustment than the non-first-generation
students did. In the qualitative section of the study, six semi-structured individual interviews
were conducted to explore the perceptions students from different generational groups had
regarding their adjustment during their first year at university. The themes emerging from both
generational groups were very similar. These themes included students’ adjustment challenges
regarding having to leave their home environment and entering a culturally diverse university
environment. Challenges with regard to social adjustment (such as finding a new support
system) and academic adjustment (such as struggling with a higher workload, time pressure,
and academic expectations) were numerous. In facing these demands, students were prompted
to find new ways of coping (such as accepting personal responsibility and finding
independence).

Keywords: academic adjustment, social adjustment, personal-emotional adjustment, first year,

first-generation students, non-first-generation students



OPSOMMING

Hierdie studie ondersoek aanpassing onder studente van verskillende generasie groepe
gedurende hul eerste jaar op universiteit. Die spesifieke doel van hierdie navorsingstudie was
om die verskil in aanpassing tussen eerste- en nie-eerstegenerasiestudente gedurende die eerste
jaar van universiteit te ondersoek. Verder is die persepsies van studente met betrekking tot
verskeie aanpassingskwessies verken. 'n Gemengdemetodes-navorsingsontwerp is gebruik.
Die ondersoekgroep het bestaan uit 122 eerste jaar studente. In die kwantitatiewe gedeelte van
die studie is n biografiese vraelys en die Student Adaptation to College vraelys gebruik om die
vlakke van aanpassing van die studente te meet, spesifiek met betrekking tot aspekte van hul
akademiese, sosiale en persoonlike-emosionele aanpassing. Die aanpassingsvlakke van die
eerstegenerasie- en nie-eerstegenerasiestudente is bepaal, en dit is bevind dat beide groepe
relatiewe matige vlakke van aanpassing getoon het. Variansie-analise het aangedui dat
eerstegenerasiestudente aansienlike hoér vlakke van persoonlike-emosionele aanpassing as
nie-eerstegenerasiestudente getoon het. In die kwalitatiewe gedeelte van die studie is ses semi-
gestruktureerde individuele onderhoude gevoer om die verskillende persepsies wat studente
van verskillende generasie groepe met betrekking tot aanpassing tydens hulle eerste jaar op
universiteit gehad het, te ondersoek. Die temas van beide generasiegroepe wat na vore gekom
het, was soortgelyk. Hierdie temas sluit die uitdagings wat studente ervaar het met betrekking
tot die verlating van hul tuisomgewing asook die kulturele diverse omgewing wat universiteit
hul nou bied, in. Daar was talle uitdagings rakende sosiale aanpassing (om ’n nuwe
ondersteuningstelsel te vind) en akademiese aanpassing (om te sukkel met n groter
werkslading, tydsdruk, en akademiese verwagtinge). Deur hierdie uitdagings aan te pak, was
studente aangemoedig om nuwe maniere van hantering te vind (om persoonlike

verantwoordelikheid te neem en om onafhanklikheid te vind).

Sleutelwoorde: akademiese aanpassing, sosiale aanpassing, persoonlike-emosionele

aanpassing, eerste jaar, eerstegenerasiestudente, nie-eerstegenerasiestudente



CHAPTER 1: OUTLINE OF THE RESEARCH STUDY

Higher education in South Africa is aimed at producing well-adjusted graduates who are able
to contribute to a developing society. The first year of higher education is a dynamic and
transitional time when students are expected to adjust to a variety of new challenges and
situations. Students are expected to adjust not only to new academic demands, but also to a
variety of social and personal challenges. Especially, the growing body of first-generation
students is faced with a myriad of adjustments, as they are the first in their family to attend a
higher education institution. Therefore, the aim of this research study was to investigate the
differences in adjustment between first- and non-first-generation students during their first year
at university. Furthermore, the perceptions of students regarding various adjustment issues

were investigated.

In this chapter, a general overview of the different aspects of the research study is provided.
The context and rationale of the study are discussed, as well as the theoretical perspectives
underpinning the study. A brief overview of the research design and methods is included in

this chapter. Furthermore, a delineation of the chapters is provided.
1.1 Context and Rationale of the Research Study

As a developing nation, South Africa needs graduates of a high quality to contribute to all
forms of development in the country (Council of Higher Education, 2013; Jones, Coetzee,
Bailey, & Wickham, 2008). Higher education institutions in South Africa are faced with high
dropout and failure rates (Council of Higher Education, 2013; Van Schalkwyk, 2008).
According to Letseka and Maile (2008), South Africa has one of the lowest graduation rates in
the world. The Council of Higher Education (2013) states that only one in four students
graduate in the prescribed time. Furthermore, according to Letseka and Maile (2008),
especially first-year students are at risk for dropping out of university before the end of their
first year. These statistics are a cause for concern regarding the success of students in the higher
education environment. According to Strydom, Kuh, and Mentz (2010), one of the key
challenges in South Africa’s higher education system is student success.

An institution of higher education offers various challenges, as well as rewarding and
stimulating experiences for students (Abdullah, Elias, Mahyuddin, & Uli, 2009). During the

transition to this new environment, students will be exposed to a wide range of adjustment



issues, challenges, and stressors (Abdullah et al., 2009; Beyers & Goossens, 2002). These
adjustment issues typically include forming new relationships (Barry, Hudley, Kelly, & Cho,
2009), attaining a sense of independence, and responsibility (Barry et al., 2009; Pittman &
Richmond, 2008), managing financial pressures (Mudhovozi, 2011), and having to adjust to
the new academic environment and academic demands the university has to offer (Al-Qaisy,
2010; Mudhovozi, 2012). Students find it difficult to adjust to all the challenges that are
associated with the new environment higher education institutions offer. Jones et al. (2008)
state that most of the students arriving at university are from areas with a culture and language
different from the urban culture and environment university life offers. It is expected of
students to adjust to the academic level of university and the culture of university life within in

a short period (Sommer, 2013).

Successful adaptation to university requires of individuals to develop gradually in social and
emotional areas (Abdullah et al., 2009), and to cope with academic problems (Beyers &
Goossens, 2002). For students to demonstrate that they have adjusted, progressed, and grown
(Evans, Forney, Guido, Patton, & Renn, 2009), they need to gain a wide-ranging set of social
competencies and life skills (Jenney, 2011). Thus, the transition to university can be seen as a
very challenging experience that entails dynamic adjustments (Brook, Fergie, Maeorg, &
Michell, 2014).

The first year at university is especially important in the overall adjustment of students at
university (Feldman, 2005). According to Wittenberg and Clinic (2001), the changes students
undergo when entering university during their first year can be either positive or negative for
their development. The first year of university offers a new environment that is considered very
different from students’ high school environment. When students enter university, they are
confronted with difficult academic tasks, and they are expected to possess a wide range of skills
(reasoning skills, judgement skills, and communication skills) and to be able to function

independently in the new environment (Fitzgerald, 2004).

Currently in South Africa, a large number of students entering university are first-generation
students who show great risk of not graduating from university (Strydom et al., 2010). During
the past decade, the number of first-generation students (students whose parents did not attend
a higher education institution) enrolling for higher education studies has increased dramatically
(Gibbons, 2005; McCarron & Inkelas, 2006; Strydom et al., 2010). Fiebig, Braid, Ross, Tom,
and Prinzo (2010) found that first-generation students are prone to struggle to attune to the new



environment that university life offers. According to McCarron and Inkelas (2006), the
adjustment capacities of first-generation students differ from those of non-first-generation
students. A possible reason may be that adjustment of non-first-generation students is
facilitated by valuable familial support and effective preparation for a new environment
(McCarron & Inkelas, 2006). Since first-generation students’ parents did not attend a higher
education institution, they do not have access to the framework of university life (Gibbons,
2005; McCarron & Inkelas, 2006; Strydom et al., 2010). Owing to the lack of personal
experiences (of parents) and inadequate encouragement, first-generation students experience
particular challenges (Barry et al., 2009). The lack of parental guidance throughout the first
year at university could influence first generation students’ experience and general adjustment

at university.

Most studies directed at adjustment of university students focus on adjustment differences
between genders (Abdullah et al., 2009; Al-Qaisy, 2010; Machado, Almeida, & Soares, 2002)
or the adjustment of international students at a South African university (Mudhovozi, 2011).
Fewer studies have incorporated the effect of generational status on adjustment (Hertel, 2002).
Therefore, the aim of this research study was to investigate the differences in adjustment
between first- and non-first-generation students during their first year a university in a South
African context. Furthermore, students’ perceptions regarding various adjustment issues were

also explored.
1.2 Theoretical Perspectives Underpinning the Study

According to the life-span development approach, individuals’ entire life span is a process of
growth and adjustment (Sugarman, 2004). In the present study, student development and
adjustment were considered from a life-span development perspective. Student development,
the tasks and changes emerging adults encounter during their time at university, entails changes
in the cognitive and psychosocial domain. These changes include aspects of academic and
career development, as well as identity development and interpersonal growth (Altbach,
Arnold, & King, 2014; Ender & Newton, 2000; Jones & Abes, 2013; Patton et al., 2016).

Adjustment, in the setting of a higher education institution, can be understood when
considering how students understand academic and personal challenges and expectations, and
how students create meaning from their environments (Baxter Magolda, 2007; Baxter
Magolda, 2012; Wilson & Wolf-Wendel, 2005). Cognitive development theories such as the



work of Perry (1981) and Baxter Magolda (2012) were utilised in this study to consider how
students make sense of their situations and environments (Baxter Magolda, 1992), as well as
their ways of knowing. In addition to their cognitive development, the psychosocial
development of students also relates to their adjustment to the university environment.
Chickering explains how the higher education environment can facilitate students’
development through various vectors, including emotional, ethical, interpersonal, and
intellectual facets of development (Chickering, McDowell, & Campagna, 1969; Patton et al.,
2016).

Student adjustment also entails the interaction of students with their new environment (Tinto,
2007). Various theorists, such as Tinto (1975; 2007), Astin (1984), Pascarella and Terenzini
(2976, 1977, 1979, 1983), Kuh, Kinzie, Schuh, and Whitt (2011), Jama, Mapasela, and
Beylefeld (2008) considered the multifaceted nature of the interaction between students and
the higher education environment. To conceptualise student adjustment in the present study,
Baker and Siryk’s (1984, 1986, 1989) theory regarding student adjustment was utilised. Baker
and Siryk (1986, 1989) point out that university adjustment consists of four aspects, namely
academic adjustment, social adjustment, personal-emotional adjustment, and attachment.
According to Baker and Siryk (1989), academic adjustment indicates the extent to which
students cope with the academic challenges and demands of university. Social adjustment can
be described as the different social and interpersonal circumstances, and the way students
utilise them. Furthermore, personal-emotional adjustment relates to the physical or
psychological anxiety students may experience in the university environment. The last aspect
of adjustment, attachment, can be understood as students’ feeling of commitment and

belonging to their university of choice (Baker & Siryk, 1989).
1.3 Overview of the Research Design and Methods

The aim of this study was to investigate the differences in adjustment between first- and non-
first-generation students during their first year at university. The following research questions

were investigated:

1.  Are there significant differences in adjustment between students from different

generational groups during their first year?

2. What perceptions do students from different generational groups have regarding their

adjustment during their first year?



A mixed-methods research approach was followed. The use of both quantitative and qualitative
approaches provided a broader and deeper perspective to the study than using only one of the

two methods would have provided (Onwuegbuzie & Leech, 2005).

Participating students included in the study were in their first year of study at the University of
the Free State (UFS). A sample of 122 first-year students was recruited by means of
convenience sampling for the quantitative section of the study. For the qualitative part of the

study, six participants were purposively selected based on their generational status.

To gather data for the quantitative section of the study, a biographical questionnaire (to
determine students’ age, gender, ethnic group, year group, and generation status) and the
Student Adaptation to College Questionnaire (SACQ) (Baker & Siryk, 1989) were
administered. The SACQ is a self-report questionnaire that is used to measure students’ overall
adjustment and their adjustment related to four subscales, namely academic adjustment, social
adjustment, personal-emotional adjustment, and attachment. For the qualitative part of the
study, six semi-structured individual interviews were held. These interviews allowed the
researcher to explore the perceptions of first-generation and non-first-generation students
regarding various aspects of adjustment.

The quantitative data collected by means of the questionnaires were used to report on the
adjustment levels of first-generation and non-first-generation students. The reliability of the
measure for this specific sample was determined by means of Cronbach’s alpha coefficient.
Furthermore, descriptive statistics were used to describe the manifestation of adjustment in the
sample and inferential statistics (multivariate analysis of variance: MANOVA) to determine
the difference in adjustment between students from different generational groups. For the
qualitative section of the study, thematic analysis was used to identify the themes that emerged

during the individual interviews.

During this study, a variety of ethical issues was considered. Authorisation to conduct the study
was gained from the Dean of Students, the Research Committee of the Department of
Psychology, and the Research Ethics Committee of the Faculty of the Humanities at the UFS.
Informed consent was gained from participants for both the quantitative and qualitative
sections of the research. The voluntary and confidential nature of the study was respected
throughout the process. Trustworthiness was ensured by considering dependability,

confirmability, credibility, and transferability.



1.4 Delineation of Chapters

In Chapter 2, an overview of student development is provided. Student development is
conceptualised by investigating life-span development and the period of emerging adulthood.
The cognitive development of students is discussed in terms of the theories of Piaget (2001),
Vygotsky (1978), Perry (1981), Baxter Magolda (1992, 2007, 2012), and King and Kitchener
(2004). The theories of Erikson (1980) and Chickering and Reisser (2005) are used to explain
the psychosocial development of students. The chapter concludes with an explanation of

students’ transition into higher education.

Chapter 3 contains a conceptualisation of the construct adjustment. Adjustment is discussed by
utilising various theories regarding student adjustment. The theories that are considered include
those of Tinto (1975, 2007), Astin (1984), Pascarella and Terenzini (1976, 1977, 1979, 1983),
Kuh et al. (2011), Jama et al. (2008), and Baker and Siryk (1984, 1986, 1989). Baker and
Siryk’s (1984) multifaceted view regarding adjustment is outlined by giving an overview of
the concepts of academic adjustment, social adjustment, personal adjustment, and attachment.
The chapter is concluded by focusing on the variety of adjustment issues during the first year

of university.

In Chapter 4, an overview of the rationale and aim of the study and the research questions posed
for the current study are provided. The different methods employed for both the quantitative
and qualitative sections of the study are discussed, including a description of the sampling
techniques, data-collection procedures, data analysis, ethical considerations, and

trustworthiness.

The results of this study are presented and discussed in Chapter 5. The quantitative and
qualitative results are presented and then discussed in relation to literature and theory in the
field.

In Chapter 6, a conclusion of the research study is provided. The limitations of the present

study are discussed, and recommendations for future research studies are made.

1.5 Chapter Summary



The aim of this first chapter was to give a general outline of the research study by providing a
background and the aim of the study. A brief discussion of the theoretical underpinnings of the
study was given. An overview of the methodology and research questions was provided, as

well as a delineation of the chapters that follow.



CHAPTER 2: STUDENT DEVELOPMENT

The aim of this chapter is to provide a broad outline of student development. Firstly, life-span
development and the period of emerging adulthood are conceptualised. Secondly, student
development is discussed by focusing on the domains of cognitive and psychosocial
development, as well as how development in these domains enables students to face the
challenges of higher education.

2.1 Student Development from a Life-span Perspective

Development is considered as a lifelong process (Fingerman, 2011). Berk (2007) describes
human development as a specific field of study that is devoted to the understanding of the
constancies and changes throughout the human life span. Clairborne and Drewery (2010) agree
and state that human development can be described as the changes that occur progressively
over time and effectively promote adaption to the environment. Throughout development,
continuous and systematic changes occur (Sigelman & Rider, 2012). Individuals have to adapt
to their unique situations to continue development across the different periods in life (Newman
& Newman, 2012).

The development changes individuals undergo mostly occur within three domains (namely the
physical, cognitive, and psychosocial domain) over various life stages (from conception to
death) (Berk, 2007; Sigelman & Rider, 2012). The physical domain of development can be
defined as the functioning of individuals’ physiological systems and the physical signs of aging
(e.g. changes in physical structure, brain functioning, perception, and sensation) that
accompany growth (Bornstein, Vandell, & Rook, 2010; Sigelman & Rider, 2012). This domain
also includes the necessary physical growth individuals need to function in their environment
(Newman & Newman, 2012). Changes in individuals’ mental processes, language, perceptions,
memory, and problem-solving skills form part of the cognitive domain of human development
(Bornstein et al., 2010; Sigelman & Rider, 2012). The psychosocial domain of human
development includes growth and change in individuals’ emotions, self-esteem, social skills,
and temperament (Gordon & Browne, 2013; Newman & Newman, 2012; Sigelman & Rider,
2012). Domain-specific tasks occur throughout the different stages in life, e.g. prenatal,
infancy, toddlerhood, early and middle childhood, adolescence, early, and middle and late
adulthood.



2.1.1 Emerging adulthood as a stage of life

In recent years, a new life stage called emerging adulthood, the period between adolescence
and adulthood, received consideration. Arnett (2010) proposed this life stage, since the
transition to adulthood has become prolonged over time. Arnett (2000a) states that the
emerging adulthood stage, being in the age range from 18 to 25, is very distinct from both
adolescence and young adulthood. The five prominent dimensions of emerging adulthood
include a) the period of feeling in between, b) the time of identity exploration, c) the age of
instability, d) the stage of self-focus, and €) the stage of possibilities (Arnett, 2004; Arnett,
2010; Zorotovich, 2014).

These dimensions are applicable to young individuals who explore the different aspects of
emerging adulthood. Emerging adults see themselves as being ‘in between’, since they are
neither adolescents nor adults (Arnett, 2000a). Emerging adulthood is distinguishable clearly
from adolescence, since it involves less parental control and choice that is more independent
(Arnett, 2015). Emerging adults not only experience a feeling of being in between, but also
experience this stage as a time to discover different aspects of their identity. According to
Arnett (2004), identity formation usually begins in the adolescent stage, but during the stage
of emerging adulthood, it is deepened and intensified. During emerging adulthood, individuals
are free to explore different aspects of life, love, and work (Arnett, 2000a). The exploration of
identity produces a feeling of instability in emerging adults. Furthermore, Arnett (2004) argues
that emerging adults may experience a feeling of instability caused by different complications
they may encounter regarding choices and changes in their life structure. Another dimension
of emerging adulthood is the stage of self-focus. Arnett (2013) writes that emerging adults
experience a stage of self-focus, in which they can focus on their development as individuals.
It is very often found that emerging adults are self-focused due to the level of freedom from
social roles in which they can explore various life directions (Twenge, 2006). They experience
an array of possibilities while exploring different aspects of life and identity that could form
part of their life structure. The stage of possibilities experienced by emerging adults is related
to their views of the future that is considered optimistic and hopeful (Arnett, 2004).



2.1.2 Students as emerging adults

Most students entering university find themselves in the stage of emerging adulthood. Arnett
(2015) argues that one of the reasons why emerging adulthood has become more prominent in
life-span development is the fact that more and more individuals attend higher education.
According to Johansson and Felten (2014), students see the different dimensions in emerging
adulthood as a manner in which they can grow and explore as individuals. Thus students, as
emerging adults, experience the dimensions related to emerging adulthood in a specific

manner.

Students who enter university for the first time, in their first year, are no longer seen as being
adolescent, but rather as individuals approaching adulthood. University students experience the
state of feeling in between, since they have more independence than adolescents have, but less
responsibility than adults have (Smith & DeFrates-Densch, 2008). Furthermore, Johansson and
Felten (2014) state that students have the need to feel safe and at home in their university
environment, so that they can learn and grow in this state of feeling in between. Students, as
newly independent emerging adults, are exposed to some level of self-responsibility. Benson,
Scales, Hawkins, Oesterle, and Hill (2004) write that emerging adults can be successful when
they learn to handle the new responsibilities, challenges, and independent decisions associated
with their new environment gradually. According to Jones and Abes (2013), the new
environment students experience is ideal for forming their individual identities. The university
environment requires students to define themselves as individuals, separate from their families,
in their new social environment and as individuals who form part of a higher education
institution (Altbach et al., 2014). As emerging adults, students also experience the age of
instability, since they are faced with certain complications, which often include the changing
of residence or study programmes, as well as relationships with romantic partners and friends
(Arnett, 2004). The different identity explorations students experience also seems to be a cause
of instability for them (Arnett, 2015). As emerging adults, students also experience the age of
self-focus, since they have the opportunity to develop as individuals. According to Benson et
al. (2004), emerging adults take responsibility for themselves, their choices, values, and beliefs,
in a manner that is not selfish toward others or their social responsibilities. Arnett (2014) agrees
when he declares that emerging adults are in a stage of self-focus, but not to the extent of
selfishness, but rather in terms of focusing on themselves while developing as individuals.
Students are free to be focused on themselves, regarding life decisions (Arnett, 2015). Students’

10



new environment offers new experiences and adjustment issues (Bojuwoye, 2002), where they
are free of any responsibilities or obligations to others (Arnett, 2015). Even though students
face difficult adjustment situations, they possess hope and a feeling of possibility for a future
in which they are successful as adults (Arnett, 2004; Smith & DeFrates-Densch, 2008). They
have an open view regarding their lives, since not much has been decided for certain (Carman,
2008). Benson et al. (2004) explain that emerging adults are content with their situation and
environment when they develop a positive outlook and adequate levels of self-esteem.
Furthermore, Benson et al. (2004) write that emerging adults’ experiences lead to the

development of cognitive, emotional, and social abilities.

The development of students can be regarded as the manner in which they progress and grow
in terms of their developmental capabilities, facilitated by their participation at university
(Ender & Newton, 2000). Students develop not only on a psychosocial level, but also on a
cognitive level, since they establish a new way of thinking and decision-making (Ender &
Newton, 2000). Thus, from a developmental perspective, it is appropriate to consider student
development theories along with those of emerging adulthood, to fully understand the
developmental tasks confronting students. The stage of emerging adulthood mostly addresses
adjustment issues regarding cognitive and psychosocial development. Thus, for the purpose of
this study, the student development tasks related to the cognitive and psychosocial domain are

discussed next.
2.2 Cognitive and Intellectual Development of Students

Newman and Newman (2012) describe the cognitive domain as the ability for individuals to
think, learn, and reason. Cognitive development involves the movement from simple to more
complex structures to acquire methods of reasoning that are more complex (Blimling, 2010).
Leird, Seifert, Pascarella, Mayhew, and Blaich (2014) state that students should develop on an
intellectual level at university, and would then be more prepared to face the intellectual
challenges in their lives. The theories of Piaget (2001) and Vygotsky (1978) form the basis of
our understanding regarding cognitive development. Furthermore, the theories of Perry (1981),
Baxter Magolda (1992, 2007, 2012), and King and Kitchener (2004) relate to cognitive and
intellectual development and how it applies to university students. All of these theories are

discussed in the following section.

2.2.1 Piaget’s theory of cognitive development
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Piaget can be considered as one of the most influential theorists in the study of cognitive
development (Littlefield-Cook & Cook, 2005). Piaget (2001) writes that every response to the
environment can and should be regarded as a process of adjustment or re-adjustment.
According to Piaget, individuals should reach a higher level of development to be in balance
with the constantly changing environment (Lutz & Huitt, 2004). Piaget’s theory shows that a
unique interplay exists between individuals’ minds, mental schemas, and the environment, in
which already known information is used to interpret their current environment and
involvements (Littlefield-Cook & Cook, 2005; Lutz & Huitt, 2004). The acquisition of
knowledge occurs during certain stages, by means of modification of mental schemas, through
the interrelated processes of assimilation and accommodation (Cohen et al., 2013).
Assimilation can be understood as the process during which new information from the
environment is incorporated into already existing mental schemas (Blake & Pope, 2008; Cohen
et al., 2013; Kearns, 2013). The process of accommodation is the adjustment of cognitive
structures when new information does not fit into already existing schemas (Blake & Pope,
2008; Kearns, 2013).

Piaget (2001) recognises four stages of cognitive development, which are divided according to
age and the developmental tasks that occur, namely the sensorimotor, preoperational, concrete

operational, and formal operational stages (see Table 1 for a summary of these stages).

Most university students find themselves in the formal-operational stage of cognitive
development (Petrova, 2008). During this stage, the development of abstract thinking occurs
(Ojose, 2008). This includes the development of hypothetical reasoning, systematic
manipulation of information, challenging of effects, and deducing logical consequences
(Cohen et al., 2013; Littlefield-Cook & Cook, 2005). According to Bjorklund and Blasi (2011),
it is Piaget’s view that an individual who has mastered the stage of formal-operational thought
can be classified as a logical and abstract thinker. Students with the ability to use formal-
operational thought are in a position where they can approach the higher education learning

environment, and the new information it offers, in an abstract and logical manner.
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Table 1

Four Stages of Cognitive Development, According to Piaget

Stage Age Processes involved
Sensorimotor stage Birth to 2 years of Object permanence is a significant

age milestone.

Crawling, handling, and mobility occurs to

obtain knowledge.

Based on physical interactions and

experiences.

Pre-operational stage 2 to 7 years of age Maturation of language, mental
representation of activities, memory, and

imagination.

Concrete-operational 7 to 11 years of age  Integration of knowledge and use thereof to

stage interact with environment.

Can engage in reversible mental operations.

Formal-operational 11 years of age to Logical use of symbols related to abstract

stage adult concepts.

Can formulate hypothesis and think about
abstract relationships and concepts.

Note: Assembled from Littlefield-Cook and Cook (2005); Lutz & Huitt (2004); Wood, Smith,
and Grossniklaus (2001)

2.2.2 Vygotsky’s theory of cognitive development

According to Vygotsky, social interaction is the platform for individuals’ development and
learning (Lutz & Huitt, 2004). His view regarding cognitive development differs slightly from
that of Piaget, in that he places greater focus on the critical role of social interaction and
language development in cognitive development (Kearns, 2013; Zastrow & Kirst-Ashman,
2009). The social and cultural conditions and environment in which individuals are brought up

will influence their development in different ways (Zastrow & Kirst-Ashman, 2009).
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Vygotsky’s theory is based mainly on the concept that individuals learn from interactions with
peers and adults who are more experienced (Harris & Westermann, 2014). Furthermore, it
allows the developing individual to be an active participant in the learning process together
with an individual with a higher level of cognitive functioning (Kearns, 2013). According to
Vygotsky (1978) and Oakley (2004), the zone of proximal development indicates an
individual’s actual level of development along with his or her potential level of development.
Learning that occurs within the zone of proximal development cannot be done completely
independently, but with assistance from an authority with a higher level of cognitive
development (Harrington, 2015). Students begin each higher education learning opportunity
from their existing level of knowledge and build upon that by means of learning through social
interaction with peers (fellow students and mentors) and authorities (such as tutors and
lecturers).

2.2.3 Perry’s scheme of intellectual and ethical development

Perry’s theory of intellectual and ethical development (1981) builds on Piaget’s work (O’Neill,
2007) and is focused specifically on the cognitive development of university students (Love &
Guthrie, 2011). Students’ ability to challenge contradictory beliefs and values and to utilise
conflict situations as a way to grow, is addressed in Perry’s scheme (Stelljes, 2008). Perry
(1981) supposes that cognitive development should be regarded as continuous and therefore
identifies nine positions that move along a scheme of development (Perry, 1981). The nine
positions are grouped into four different stages, namely dualism, multiplicity, relativism, and

commitment to relativism (Lyons, 2010) (as shown in Figure 1).

Development

Dualism modified by Multiplicity Evolving Commitment
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AN .
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Figure 1: Perry’s map of development (1981, p. 80), Blimling (2010), and West (2004).

Dualism is the first stage students experience when entering university (Blimling, 2010). Perry
(1981) explains dualism as the stage in which individuals divide their worlds into two realms,
such as right and wrong. In this stage, individuals view knowledge as absolute, that a right and
a wrong answer exist, and that this information should be memorised (Love & Guthrie, 2011;
Perry, 1981). Students believe that authorities possess all the right answers, and that the

students have to learn from these authorities (Blimling, 2010; Lyons, 2010).

As students experience cognitive dissonance (Stage & Hubbard, 2012), they move into the next
stage of multiplicity (Love & Guthrie, 2011). Students begin to understand that not all the
information they receive from authorities is absolute (Hinchliffe & Wong, 2012) and that it is
acceptable for some aspects of life to be unknown (Blimling, 2010; Perry, 1981). Students
realise that multiple perspectives exist in any given situation (Lyons, 2010) and that it is
acceptable for people to have their own opinions (Blimling, 2010).

During the third stage of relativism, individuals consider evidence and context when assessing
opinions (West, 2004). Students develop a relativistic view to replace their dualistic view
(Lyons, 2010). In this stage, students understand that knowledge is influenced by contextual
information (Stage & Hubbard, 2012), as well as their values and beliefs (Blimling, 2010).

Commitment in relativity is found when students begin to form commitments to certain views
and opinions (Stage & Hubbard, 2012). Students who reach this final stage have established
their identities by accepting and committing to their responsibilities (Altbach et al., 2014). This
specific way of perceiving knowledge is associated mostly with students during their later years
at university (Hinchliffe & Wong, 2012).

2.2.4 Baxter Magolda’s model of epistemological development

Baxter Magolda’s model of epistemological development explains the manner in which
students move from the belief in authority knowing to a place where they learn how to voice
their own views and opinions in different situations (Tynjala, Stenstrdm, & Saarnivaara, 2012).
There are similarities between Perry’s scheme of intellectual development and Baxter
Magolda’s model with regard to ways of knowing. However, unlike Perry, Baxter Magolda
identifies certain patterns of thinking in every stage of knowing (Merriam, Caffarella, &
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Baumgartner, 2012). Baxter Magolda developed four stages of knowing, which consist of
unique reasoning methods (West, 2004). These four stages include the stages of absolute
knowing, transitional knowing, independent knowing, and contextual knowing (Baxter
Magolda, 1992; Love & Guthrie, 2011). Table 3 provides a summary of the model of

epistemological development.

Table 2

Model of Epistemological Development, According to Baxter Magolda

Stages of knowing

Knowledge

Role of students and authorities

Absolute knowing

All knowledge is either

right or wrong

Authorities convey the knowledge to
students

Transitional knowing Some knowledge is Authorities inform the students of the

certain and some is knowledge that is certain.

uncertain Students form their own opinions

regarding uncertain information.

Independent knowing Most of the knowledge Students do not rely on authorities,

is known to bhe butlearnto make their own decisions

uncertain regarding uncertain information.

All Students learn how to take

subject to contextual

Contextual knowing knowledge s
responsibility for their judgements,
information opinions, and decisions regarding

uncertain information.

Note: Assembled from Tynjala, Stenstrom, and Saarnivaara (2012) and Felder and Brent
(2004).

As shown in Table 2, students will make sense of their environments and situations based on
their ways of knowing (Baxter Magolda, 1992). In their first year, many students enter
university with the expectation of learning and receiving specific answers, from their
authorities, in terms of academics and personal development (Baxter Magolda, 2007; Baxter
Magolda, 2012; Wilson & Wolf-Wendel, 2005). These expectations occur in the stage of
absolute knowing. This stage is similar to Perry’s stage of dualism (Moon, 2007). During this
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stage, students believe that, to learn, they must simply absorb all the learning material and
remember it (Baxter Magolda, 1992; Moon, 2007).

The next stage is the transitional stage. In this stage, it is likely that some uncertainty may occur
regarding knowledge (Baxter Magolda, 1992), but it is still believed that certain areas retain
their certainty (Smart & Paulsen, 2011). Students will begin to understand that information
should be understood, rather than just learned or remembered (Hamrick, Evans, & Schuh,
2003). Development during university is more than acquiring knowledge from authorities.
According to Baxter Magolda (2007), further development includes the alteration of personal

views, relations, and knowledge.

In the stage of independent knowing, students accept the fact that there exists a level of
uncertainty regarding knowledge, since personal views and opinions influences information
(Baxter Magolda, 1992). Students in this stage know that learning includes other people’s
opinions and independent learning (Altbach et al., 2014). They develop the confidence to
accept their own opinions and views (McKeown, 2009). The stages of transitional and

independent knowing agree with Perry’s stage of multiplicity.

The last stage is contextual knowing. In this stage, students understand the importance of
gathering contextual information (Hamrick, Evans, & Schuh, 2003) and that opinions and
views can be formed once this information has been gathered (Baxter Magolda, 1992). Smart
and Paulsen (2011) state that students now know how to integrate the contextual information

with their own views and beliefs to form their own opinions.
2.2.5 King and Kitchener’s reflective judgement model

The reflective judgement model was developed to understand the different reasoning patterns
of adolescents and adults (King & Kitchener, 2004). It is similar to Perry’s scheme, as it
explains how students develop their ways of thinking, to support their views and opinions
regarding controversial issues (Heywood, 2000). In this reflective judgement model, the seven
major stages of the development of reflective thinking are described (King & Kitchener, 2004)
and categorised into three levels, namely pre-reflective thought, quasi-reflective thought, and
reflective thought (Columbus, 2005; Moseley, 2005) (as shown in Table 3).
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Table 3

The Reflective Judgement Model, According to King and Kitchener

Levels Stages View of knowledge Concept of justification

Pre-reflective Stage 1 Knowledge is absolute Views need no justification,

thought and certain. they are perceived as the
truth.

Stage 2 Knowledge can be Views are justified or
obtained via authorities or unjustified by authority
personal experience. figures.

Stage 3 Certain knowledge exists. Authorities justify views
Uncertain knowledge is that are certain.
temporary. Uncertain views are justified

as personal views.
Quasi-reflective Stage 4 Knowledge is uncertain. Reasons and evidence are
thought provided to justify views.

Stage 5 Knowledge is subjective.  Views are justified in certain

contexts.
Reflective thought Stage 6 Knowledge is constructed Views are justified by
from a variety of sources. comparing different
opinions and perceptions.
Stage 7 Knowledge comes from a Views are justified after

long process of reasonable

inquiry.

different scenarios have

been considered and

compared.

Note: Assembled from King and Kitchener (2004)

As shown in Table 3, during pre-reflective thinking, the observations of an individual are

accepted as the truth (Moseley, 2005) and are considered absolute since they are obtained from

personal experience (West, 2004). Dimensions of right and wrong exist (Columbus, 2005), and

it is considered that authorities have the right information (Heywood, 2000). This is similar to

Perry's first stage of dualism and Baxter Magolda’s stage of absolute knowing. The next level
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is the level of quasi-reflective thought (Moseley, 2005). On this level, it is established that
uncertainties do exist (West, 2004), which leads to the development of more subjective thought
(Merriam, Caffarella, & Baumgartner, 2012). According to West (2004), this level is similar
to Perry’s stage of multiplicity and Baxter Magolda’s stage of independent knowing. On the
last level of reflective thought, students gain the ability of reflective modification (Moon,
2007). Students come to understand that evidence is needed to support opinions and views
(Schuh, Jones, & Harper, 2010), which is similar to Perry’s stage of relativism. On this level,
students acknowledge that contextual information is necessary to understand knowledge
(Moseley, 2005).

In summary, Piaget (2001) and Vygotsky (1978) formed the basis of our understanding of
individuals’ cognitive development. While Piaget (2001) was the first to identify stages of
development individuals’ experience, Vygotsky (1978) added the importance of the influence
of social interaction on intellectual development. The theories of Perry (1981), Baxter Magolda
(1992, 2007, 2012), and King and Kitchener (2004) show similarities regarding students’
reasoning methods and their development. As seen in the theories of Perry (1981), Baxter
Magolda (1992, 2007, 2012), and King and Kitchener (2004), students enter university with
the notion that all knowledge is learned from authorities and other intellectuals. As students
progress through university, they begin to acknowledge the importance of contextual
information and the effect it has on their personal views and beliefs. This movement along the
cognitive developmental continuum enables students to adjust to the cognitive and academic

challenges they face in higher education learning expectations.
2.3 Psychosocial Development

The psychosocial domain includes the growth and change in individuals’ emotions, self-
esteem, social and interpersonal skills, and temperament (Gordon & Browne, 2013). University
students find themselves in a significant period of psychological growth, since this is the time
identity formation occurs (Blimling, 2010), and they face new and different social situations
(Mudhovozi, 2012). Erikson’s theory regarding the different stages in psychosocial
development, as well Chickering’s model of seven vectors, is considered in the following

section.

2.3.1 Erikson’s theory of psychosocial development
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Erikson proposed a theory of developmental progression in psychosocial development
throughout an individual’s life span (Watts, Cockcroft, & Duncan, 2009). Erikson (1980)
structured psychosocial development into eight stages, as shown in Table 4. In each
developmental stage, a new task or crisis must be resolved to form positive self-esteem and
develop the capability to overcome problems in the environment (Kearns, 2013; Newman &
Newman, 2011). If these developmental tasks are not solved in a positive manner, the
individual may experience some difficulties in completing future developmental tasks (Cohen
etal., 2013).

Table 4

Eight Stages of Psychosocial Development as Proposed by Erik Erikson

Psychosocial Crisis/Task Age Psychosocial Stage
Trust vs. Mistrust 0-12 months Infancy

Autonomy vs. Shame/doubt  1-3 years Toddlerhood
Initiative vs. Guilt 3-6 years Early school age
Industry vs. Inferiority 6-12 years Middle childhood
Identity vs. Role Confusion ~ 12-18 years Early Adolescence
Intimacy vs. Isolation 18-34 years Early Adulthood
Generativity vs. Stagnation ~ 34-60 years Adulthood

Ego Integrity vs. Despair 60 years and beyond Old Age

Note: Table assembled from information from Cohen et al., (2013), Erikson (1980), Kearns
(2013), and Newman and Newman (2011).

Students are mostly associated with the tasks regarding the development of identity and
intimacy (Subrahmanyam & Smahel, 2010). Although Erikson never used the term emerging
adulthood, he did refer to a state of prolonged adolescence during which individuals do not yet
have all the responsibilities of adults, but are still facing role exploration (Arnett, 2000Db).
Arnett (2015) states that emerging adults develop an identity when they are faced with all of
the explorations regarding love and work. As individuals form their identity, they develop firm
values and beliefs, which influence the social relationships they might form. During the crisis
of intimacy versus isolation, individuals face the choice of being intimate with another person,

or developing social isolation (Cohen et al., 2013).
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2.3.2 Chickering’s seven-vector model of psychosocial development

One of the most applied theories of student development is Chickering and Reisser’s seven-

vector model of psychosocial development, in which Chickering indicates how students’

environment will facilitate their development of psychosocial skills by means of seven vectors

(Chickering & Reisser, 2005; Skipper, 2005). Each of these vectors focuses on the emotional,

ethical, interpersonal, and intellectual facets of student development (Evans et al., 2009).

Development through these seven vectors is not necessarily linear, and students may move

between vectors or revisit previous vectors as they continue with their development (Evans, et

al., 2009; Skipper, 2005). The journey through these vectors allows students to become

individuals in relation with their peers (Chickering & Reisser, 2005). These seven vectors are

summarised in Table 5.

Table 5

Seven Vectors of Psychosocial Development, According to Chickering and Reisser

Vector

Description

Developing competence

Students  develop  physical, intellectual, and

interpersonal competence.

Managing emotions

Students learn how to recognise emotions and how to

handle and express them appropriately.

Moving  through  autonomy

toward independence

Students develop emotional independence, instrumental

independence, and interdependence.

Developing mature interpersonal

relationships

During this vector, relationships that contribute to

students’ identity are recognised.

Establishing identity

All aspects of identity are acknowledged in this vector,
including self-concept, gender, race, and cultural and
social differences.

Developing purpose

Students set goals and commit to relationships, personal

activities, and interests.

Developing integrity

Students develop personal values that become congruent

over time.
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Note: Assembled from Chickering and Reisser, (2005), Evans et al., (2009), and Heywood
(2000).

The first vector in Chickering’s seven-vector model is named ‘developing competence’.
Developing competence refers to the gaining of abilities in three fields that, according to
Andreatta (2011), are interpersonal skills and relations, critical thinking and writing, as well as
physical skills and basic health. During the first vector, students have the opportunity to
readjust their social and intellectual competence, since it differs from high school to university
(Skipper, 2005). The main goal in the first vector is for students to achieve a level of

competence in all the necessary fields (Porter, 2007).

The second vector is called ‘managing emotions’. During students’ first year, the academic
pressure increases, since the environment differs significantly from their high school
environment. Students can experience either positive or negative emotions and may learn how
to cope with the balancing of these emotions (Skipper, 2005). Students can learn how to express
their emotions in a healthy way (Andreatta, 2011). Therefore, the second vector offers the
opportunity for students to learn how to adjust to their new environment by learning how to

control and express their emotions (Chickering & Reisser, 2005).

The third vector in Chickering’s seven-vector model is ‘moving through autonomy toward
independence’. According to Porter (2007), university allows a platform where students can
direct their own behaviour. Students will learn to be confident enough to set goals they have
chosen for themselves (Chickering & Reisser, 2005), and to depend on one another, rather than
their parents (Skipper, 2005). Andreatta (2011) states that students have the opportunity to

learn emotional and instrumental independence during the third vector.

During the first year at university, students will be in the position to develop relationships with
other students. The fourth vector of Chickering’s model is ‘developing mature interpersonal
relationships’. Students will focus on developing mature emotional relationships with fellow
students, since socialisation is an important part of their experience (Skipper, 2005). In this
vector, students may learn to tolerate and respect differences in people while interacting with
them, as well as the capacity for intimate relations (Andreatta, 2011; Chickering & Reisser,
2005). Furthermore, students may now develop healthy relationships with others based on

mutual respect and understanding of one another.
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The fifth vector is “establishing identity’. According to Skipper (2005), students have to deal
with a number of individual issues before they can truly develop and understand their identity.
It is important for students to have developed the ability of competence, managing emotions,
positive relationships, and independence to truly develop their identity in the fifth vector
(Andreatta, 2011; Chickering & Reisser, 2005). The development of abilities during the
previous vectors can facilitate the development of identity during the fifth vector. Students will
face issues, such as their sexuality, their body and appearance, sense of self, culture, history,
role in society, self-esteem, and personal stability (Skipper, 2005).

The sixth vector of Chickering’s model is “‘developing purpose’. Students now have to be able
to evaluate their interests and identity in order to plan for the future by setting goals (Chickering
& Reisser, 2005). Andreatta (2011) agrees and writes that students can only successfully
develop a purpose if they have successfully established their identity. Furthermore, Porter
(2007) also mentions that students are now in the position to recognise specific goals they
would like to achieve. During the sixth vector, students will develop their purpose and may

change their degree, or choose a different path, in order to reach their goals (Skipper, 2005).

The seventh vector, ‘developing integrity’, usually happens after university and outside classes,
where students make the values they have been taught, their own (Skipper, 2005). According
to Chickering and Reisser (2005), students now have the opportunity to humanise values,
personalise values, and develop congruence. Students commit to certain personal values and
learn how to act congruently (Evans et al., 2009). During the last vector, students will develop

a sense of congruence, and their behaviour will begin to match their values (Andreatta, 2011).

When considering the psychosocial theories of Erikson and Chickering, it is clear that the main
development first-year students experience as emerging adults includes identity formation and
the development of intimate relationships. Students may form social relationships that are more
intimate with other students if they have been successful in the exploration of their identity.
When considering Erikson and Chickering’s theories, it is clear that students will adjust and
thrive if they find ways to develop competence, emotional regulation, independence, mature
interpersonal relations, purpose, and integrity while interacting with the higher education

environment.

2.4 Chapter Summary
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In this chapter, student development was conceptualised from a life-span perspective. The
cognitive and psychosocial developmental tasks students have to achieve to make adjustment

to the higher education environment possible were discussed in detail.
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CHAPTER 3: ADJUSTMENT

The aim of this chapter is to provide a theoretical grounding for the construct adjustment. In
this chapter, different views are used to define and conceptualise adjustment. In addition, an
overview of various perspectives of adjustment in higher education is provided. The different
aspects of adjustment (social adjustment, academic adjustment, personal-emotional
adjustment, and attachment) are discussed in detail. Finally, the adjustment of first-generation

and non-first-generation students is considered.
3.1 Defining Adjustment

The perspective and context from which adjustment is investigated influence the manner in
which it is defined. In the literature, the terms adjustment and adaptation are often used
interchangeably. Adjustment refers to the process in which people maintain a balance between
their various needs and obstacles in their personal lives, and their immediate environment.
Thus, it is a fundamental aspect in the organisation of life situations (Ganai & Mir, 2013).
Mangal (2002) explains adjustment as the situation in which the interacting factors change or
adjust, to suit one another better. According to Weiten, Dunn, and Hammer (2014), adjustment
can be considered as the different ways people cope with tasks they face in everyday life.
Adjustment can also be considered as the manner in which individuals face their challenges
directly (Seville, Punsalan, Rovira, & Vendivel, 2006).

Individuals have various biological and socio-psychological needs (Mangal, 2002). Satisfying
those needs leads to adjustment, progress, and development (Bustos, Malolos, Ramirez,
Ramos, & Bustos-Oros, 1999; Mangal & Mangal, 2015). Individuals’ basic needs for survival

urge them to adjust to the ever-changing environment (Mangal, 2002).

Adjustment is a continuous process (Seville et al., 2006). Each time a certain need is satisfied,
another need is waiting (Bustos et al., 1999). During the process of adjustment, an individual
passes from an initial stage towards a final stage where he or she functions fully adjusted in a
state of well-being (Clinciu, 2012). During this continuous process of adjustment, individuals
and their environment will continue to change and adjust, until a state of self-actualisation has
been reached (Mangal, 2002).

For the purpose of this study, adjustment is regarded as the continuous process during which

students acquire the skills to cope with the challenges and demands of the higher education
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environment to satisfy their physiological, psychosocial, and academic needs (Ganai & Mir,
2013; Hoare, 2001; Mangal, 2002; Nevid, 2008; Seville et al., 2006; Weiten et al., 2014).
Adjustment to university is regarded as a complex process with a variety of challenges to which
students need to adjust (Soledad, Carolina, Adelina, & Fernanda, 2012).

3.2 Perspectives on Adjustment in Higher Education

Many theories have been developed regarding the dynamics of students’ adjustment to higher

education. In the next section, various perspectives on student adjustment are discussed.
3.2.1 Tinto’s theory on student departure

Tinto’s theory on student integration and departure is well known in the area of student affairs
(Tinto, 2007). Tinto (2007) states that, in the past, when students did not finish their degree,
the student was regarded as being incapable. Nowadays, it is important to consider the role of
the university as well as the role of the student when making a judgement (Tinto, 2007).
Therefore, Tinto (1975) formulated a theoretical model that explains the interactions between
students and the university. His model of student departure is based on the level of academic
and social integration of students, as well as the fit between students and the university
environment (Pascarella, Terenzini, & Wolfle, 1986; Schultz, 2008). Students who do not
successfully integrate in the academic and social environment that the university offers will be

more likely to leave university (Hayes, 2008).

Tinto (2007) regards academic and social integration into the university environment as
essential elements of first-year students’ adjustment. Academic integration refers to teaching
and learning activities and behaviour, such as making use of the library and attending academic
activities offered outside the classroom (Jean, 2010). Positive academic integration encourages
students to be more committed to the university (Braxton, 2000). Social integration entails
students’ socialisation processes on campus and includes social extracurricular activities,
informal meetings with peers and attending social events offered by the university (Paulsen,
2013; Schultz, 2008; Tinto, 1975). When students manage to integrate with the academic and
the social life of the university environment, they will be better adjusted (Braxton, Hirschy, &
McClendon, 2011; Severiens & Schmidt, 2008; Winkle-Wagner & Locks, 2013).
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3.2.2 Astin’s theory of student involvement

Astin’s (1984) theory regarding student involvement builds on Tinto’s (1975, 2007) model and
is applied frequently in the field of student development (Braxton, 2000). According to Astin
(1984), “student involvement refers to the amount of physical and psychological energy that
the student devotes to the academic experience” (p. 518). Students who are involved dedicate
a substantial amount of time to their studies, actively take part in the activities offered at
university, interact with peers and lecturers, and participate in student organisations (Gavin,
2008; Rust, Dhanatya, Furuto, & Kheiltash, 2007). The student involvement theory highlights
the importance of students’ active participation in university life (Gerrard, 2006). When
students have a high level of involvement, they will adjust better to the academic and social
university life (Rust et al., 2007).

3.2.3 Pascarella and Terenzini’s student retention theory

Building on the work of Tinto (1975, 2007) and Astin (1984), Pascarella, Terenzini, and Wolfle
(1986) describe the development of students in a variety of dimensions, including intellectually
and psychosocially, and the effect thereof on students’ university experience (Hinchliffe &
Wong, 2012). They focus on specific variables that affect students’ growth and development,
such as students’ personal characteristics, the effort students put into university life, academic
and social integration, the university environment, and the characteristics of the institution
(Long, 2012; Pascarella & Terenzini, 1979).

Students enter the university environment with specific personality traits that will moderately
influence their manner of integration with the new social and academic environment
(Pascarella & Terenzini, 1979). Relations with faculty members also influence students’
commitment and persistence at university. The level of interaction with faculty members is an
important predictor of change while attending university (Pascarella & Terenzini, 1976).
Pascarella and Terenzini (1976) suppose that a positive relationship exists between students’
opinions regarding university experiences and the extent of their informal relations with faculty
members. Experiences students undergo during their first year are more of a predictor of
persistence than background factors or goals students may have (Pascarella & Terenzini, 1983).

Thus, Pascarella and Terenzini (1976, 1977, 1979, 1983) would describe students’ adjustment
in terms of their involvement and interaction in the university environment, social and

academic integration, commitment to the institution, level of persistence, and relations with
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peers and faculty members (Pascarella & Terenzini, 1977; Pascarella & Terenzini, 1983;
Reynolds-Adkins, 2008).

3.2.4 Kuh’s theory of student engagement

Kuh et al. (2011) describe the importance of student success and adjustment in terms of student
engagement. The aspect that makes their theory unique is that it considers not only the students’
engagement, but also the level of commitment the university shows to promote student
engagement (Kanno & Harklau, 2012). Student success depends on the educational
environment the university offers, the interaction between students and the faculty members,
the support provided to students on campus, and the level of student engagement (Kuh et al.,
2011).

Kuh et al. (2011) argue that different factors contribute to student engagement. Students’
perceptions regarding the university environment and the academic environment provided by
educators influence student engagement (Hu & Kuh, 2003). The active participation of students
and the support and facilities offered to students by the university affect their success, (Kuh et
al., 2011). Furthermore, the total time students spend on utilising the facilities the university
has to offer, including visiting the library, making use of the resources the faculties offer, and
the effort that students put into studying, affect their level of adjustment and engagement (Hu
& Kuh, 2003). Carini, Kuh, and Klein (2006) suppose that the level of student engagement is
a good predictor of students’ academic and personal development. According to Kuh et al.
(2011), what students learn and whether or not they persist during university are influenced

more by their actions than by their personality.

According to Kuh, it is not only the students’ responsibility to promote adjustment by means
of student engagement, but it is also the responsibility of the university (Kanno & Harklau,
2012). Therefore, the university can assist in the adjustment and engagement of students by
offering them a platform to share their opinions regarding the academic and social environment
at their institution (Quaye & Harper, 2014).

3.2.5 Jama, Mapasela, and Beylefeld’s theory on student progression
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Jama et al. (2008) developed their theory with a specific focus on the importance of the
complex situations accompanying non-traditional students when they first enter university.
Jama et al. (2008) regard background characteristics, financial issues, and especially language

barriers as important considerations in the academic success and adjustment of students.

Jama et al. (2008) hypothesise that a non-traditional student moves through a variety of circles
when entering university. The first circle (pre-entry) includes the family and school background
of non-traditional students and the manner in which it limits their chances of progressing
towards the second circle (Moagi-Jama, 2009). The second circle is the initial entry into the
social and academic environment at university (Jama et al., 2008). The new environment and
peers with various languages and cultures influence non-traditional students’ social integration
(Moagi-Jama, 2009). Furthermore, non-traditional students may experience financial stress in
this circle, since the financial responsibilities of university are much larger than those of high
school are (Moagi-Jama, 2009). In the third circle, students are introduced to their specific
learning and academic environment, where they may experience problems with academic
integration due to financial issues that may not be solved in the previous circle (Jama et al.,
2008). Moagi-Jama (2009) specified that non-traditional students might have trouble with the
class structure, learning programmes, and classmates in the third circle. In the final circle,
continuing social and academic integration, with the help from peers and faculty members, is
essential. In this circle, the non-traditional students will still need financial support to move
into their careers successfully (Jama et al., 2008; Moagi-Jama, 2009). It is clear that, especially
non-traditional students have to adjust to the new level of responsibility the university
environment requires, including the new social communities and financial responsibilities
(Jama et al., 2008).

Thus, for Jama et al. (2008), adjustment entails acceptance of and adjustment to the changing

university environment to suit a variety of cultures and nationalities.
3.2.6 Baker and Siryk’s theory on student adjustment at university

Baker and Siryk (1989) are of the opinion that student adjustment entails adapting to the new
environment, meeting strange people, and handling unfamiliar stressors and challenges at
university. According to Baker and Siryk (1984), student adjustment is a multifaceted process
that includes the domains of academic adjustment, social adjustment, personal-emotional

adjustment, and attachment.
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3.2.6.1 Academic adjustment

Academic adjustment indicates the extent to which students cope with the academic challenges
and demands of university (Baker and Siryk, 1989). Students have to adjust to the new
academic standard and new academic goals when entering university (Landow, 2006). First-
year students face different academic challenges when they enter university, including higher
levels of academic competition, larger classes, new teaching methods, increased levels of
difficulty and workload, and frequent assessments and assignments (Bujowoye, 2010;
Mudhovozi, 2012).

According to Otlu (2010), the domain of academic adjustment includes students’ motivation
and attitude towards their academic goals, if and how these academic goals are met, students’
academic performance, and their overall level of satisfaction with their academic environment.
Factors such as personal responsibility and high school preparation also affect students’
academic adjustment (Mudhovozi, 2012). Students’ overall adjustment, academic adjustment,

and performance are related intricately (Mudhovozi, 2012).
3.2.6.2 Social adjustment

Baker and Siryk (1989) describe social adjustment as the way students utilise the various social
and interpersonal circumstances to which they are exposed while attending university. These
adjustment issues typically include forming new relationships, adjusting to new peer groups,
dealing with a new social environment, various social activities, and managing newfound
independence (Barry et al., 2009; Landow, 2006; Otlu, 2010). Social adjustment entails
students’ competence in meeting the interpersonal and societal demands of the university
environment (Abdullah et al., 2009).

Social adjustment is an essential process for all individuals, but it is especially vital for
undergraduate students who experience the process of individualisation during their first year
at university (Kyalo & Chumba, 2011). Weiten et al. (2014) emphasise the importance of
successful social relationships and the positive effect they have on adjustment. Social
adjustment is regarded as imperative for the successful transition to university (Yau, Sun, &
Cheng, 2012). Furthermore, social adjustment is very important for students’ persistence at
university (Gray, Vitak, Easton, & Ellison, 2013). To show progress and growth successfully
(Evans et al., 2009), students need to aspire to gain a wide-ranging set of social abilities and
life skills (Jenney, 2011).
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To adjust successfully in both social and academic areas, it is important to have access to
supportive social relationships (Mudhovozi, 2011). Yau et al. (2012) state that students’

sources of social support may include friends, lecturers, and the university environment.
3.2.6.3 Personal-emotional adjustment

According to Abdullah et al. (2009) and Otlu (2010), personal-emotional adjustment entails
students’ psychological well-being and physical well-being during their adjustment at
university. During the first year at university, students experience much personal growth, which
might entail stress and anxiety (Schultz, 2008). Personal-emotional adjustment relates to the
physical or psychological anxiety students may experience during their first year of study
(Baker & Siryk, 1989). According to Weiten et al. (2014), first-year students may experience
a marked amount of pressure due to expectations set by themselves and their parents.

According to Dittman, McKinney, and Trimble (1994), students who show lower levels of
personal-emotional adjustment are also more anxious and more dependent on parental support,
and they have fewer coping mechanisms. When students show low levels of personal-
emotional adjustment, it will likely influence their help-seeking behaviour (negatively) when
struggling with academic problems (Crede & Niehorster, 2011). Furthermore, students who
make use of the psychological assistance programmes at university show higher levels of
personal-emotional adjustment than do students who do not make use of the university’s

counselling services (DeStefano, Mellott, & Peterson, 2011).
3.2.6.4 Attachment

The last aspect of adjustment, attachment, can be understood as students’ feeling of
commitment and belonging to their university of choice (Abdullah et al., 2009; Baker & Siryk,
1989; Beyers & Goossens, 2002). Pittman and Richmond (2008) suppose that attachment to
university is more than the formation of successful relationships with people at university.
Schultz (2008) refers to attachment as an important factor explaining the relationship between
students and their university. Cohorn and Giuliano (1999) found that students’ attachment to
their university is dependent on their level of social adjustment. Furthermore, Schultz (2008)
states that students who experience a low sense of attachment are less likely to persist in their
studies. Institutions can improve students’ institutional attachment by enhancing

communication between the university and the students (Brown, 2008).
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All four of these domains of adjustment are related intricately. Social adjustment will have a
positive influence on students’ academic adjustment and psychological adjustment (Yau et al.,
2012). The support students receive from the university and faculty members will influence
their academic adjustment, whereas support from family members and peers will influence
students’ personal-emotional adjustment (Crede & Niehorster, 2011). Furthermore, social
integration will also influence the level of attachment students have toward the university
(Schultz, 2008).

3.3 Adjustment during the First Year of University

University is regarded as a highly dynamic environment. The transitional experience from high
school to university life includes aspects of academic adjustment, social adjustment, and
psychological adjustment (Salami, 2011; Soledad et al., 2012; Yau et al., 2012). Especially the
first year of university, and more so the first semester of the first year, plays a crucial role in
the adjustment of university students (Clinciu, 2012). According to Salami (2011), students
have to adjust to different aspects offered by the new university environment, and poor
adjustment of students can lead to numerous implications. Furthermore, Sharma (2012) states
that a variety of demands accompany the adjustment to university, which requires students to

make different adjustments to cope with these demands properly.

Students handle adjustment challenges differently. Some may fail to cope with the transition
and be overwhelmed, while others will handle the transition positively (Mudhovozi, 2012).
According to Clinciu (2012), several issues related to university can add to negative
adjustment, such as stress, anxiety, depression, vulnerability, and anger. On the other hand,
positive adjustment is influenced by factors such as the ability to find new coping mechanisms
and positive self-esteem (Clinciu, 2012). During this process of adjustment, students utilise the
available resources in the environment and their personal resources to adjust as positively as

possible.
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3.3.1 Adjustment of first-year students in general

The university environment introduces students to a new academic and social environment, in
which they have to manage familial relationships and deal with physical challenges (Funston,
Gil, & Gilmore, 2014). Mcllroy (2003) mentioned that it is common for students to feel

overwhelmed by all the new situations with which they are presented.

The new academic life is one of the key challenges when entering higher education (Machado
et al., 2002). When students first arrive at university, they typically do not know what to expect
from their chosen learning programmes (Tynjala et al., 2012) and they face an academic
structure filled with intellectual challenges that is different from what they are used to
(Blimling, 2013: Jindal-Snape & Rienties, 2016). Wilcox, Winn, and Fyvie-Gauld (2005)
found that difficulties students experience with independent study is one of the main reasons
why they leave university. The student environment no longer includes structured timetables
and supervision during studies (Wittenberg & Clinic, 2001), but rather poses new demands and
different approaches to academic work (Tynjala et al., 2012). Mcllroy (2003) states that
students tend to fail academically, not due to a lack of ability, but due to ill-structured study
methods and failure to submit assignments in time. Adjusting to the new academic environment
would require students to participate in class discussions, attend classes, and form formal
relationships with their lecturers (Winkle-Wagner & Locks, 2013). According to Crede and
Niehorster (2011), students who have the support of members in their faculty, teachers, and
mentors adjust better to the academic environment. This clearly relates to Tinto’s (1975, 2007)
theory concerning academic integration. The successful integration of students in their new
academic environment includes making use of the academic support systems (library facilities,

lecturers, and mentors) available to them (Jean, 2010; Tinto, 2007).

Considering the above-mentioned challenges, it is clear that students will be prompted to strive
towards thinking processes that are more abstract, as Piaget (2001) suggests. Students’
cognitive schemas will be broadened to accommodate the different features of their new
environment (Mcllroy, 2003). To adjust to the academic expectations of higher education
learning, students are also prompted to develop from just memorising and repeating well-
structured pieces of information towards finding their own voice and applying knowledge in
context (Perry, 1981; Baxter Magolda, 2012)
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In addition to the above-mentioned academic challenges, first-year students are also confronted
with various social challenges. When students first arrive at university, they experience a new
and strange environment with unfamiliar people (Tynjala et al., 2012) and difficult social
situations (Blimling, 2013). This new social environment requires students to adjust to the new
relationships they face (Jindal-Snape & Rienties, 2016). University life introduces students to
a variety of lifestyles and types of interpersonal relationships (Andreatta, 2011; Park,
Edmondson, & Lee, 2011). In addition to this, students have to face the fact that they are away
from their family and friends at home (Mcllroy, 2003). Students who have the social support
from their parents, peers, and family adjust better on social and personal-emotional levels, than
do students who have a lack of social support (Crede & Niehorster, 2011). The transition to
university affects the level of support from family and friends (Salami, 2011). Students are now
regarded as adults (Wittenberg & Clinic, 2001). They now have the opportunity to learn how
to act independently (Skipper, 2005). It is expected of students to start acting responsibly and
demonstrate maturity (Mcllroy, 2003). As students begin to form their independence, they
develop more mature relationships with peers and rely less on support from their parents
(Wilcox et al., 2005).

All these social challenges relate to students’ identity formation and interpersonal relationship
development (Chickering et al., 1969; Erikson, 1980). Movement along Chickering and
Reisser’s (2005) vectors of psychosocial development, such as the development of emotional
regulation, independence, mature interpersonal relations, purpose, and integrity, while

interacting with the higher education environment, is facilitated.

On a more practical level, the physical environment to which first-year students are introduced
can be considered a challenge, since they have to navigate between big buildings and a large
campus. The new environment not only offers bigger classes and faculties but also a diversity

of nationalities and cultures (Game & Metcalfe, 2003).

Thus, it can be concluded that first-year students will experience a range of academic, social,
and physical stressors when they first enter university, resulting in personal and emotional

pressures.
3.3.2 Adjustment of first-generation students

All the challenges discussed above are intensified when faced by students who are the first in

their family to attend higher education (Thomas & Quinn, 2007). First-generation students are
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prone to struggle in the academic areas of university (Darling & Smith, 2007) and they do not
experience the university environment as academically supportive (Ward, Siegel, &
Davenport, 2012). Ward, Siegel, and Davenport (2012) found that the academic performance
of first-generation students is not as promising as that of non-first-generation students.
Pascarella, Pierson, Wolniak, and Terenzini (2004) state that first-generation students are not
on the same level as their peers regarding their knowledge of university life, the issues that
accompany it, and the academic preparation that is necessary in high school. Jean (2010) states
that first-generation students often do not have the high school preparation that is necessary to
ensure success at university. Academically, first-generation students tend to be less prepared
than non-first-generation students are (Harvey & Housel, 2011; Saenz, Hurtado, Barrera, Wolf,
& Yeung, 2007). Padgett, Johnson, and Pascarella (2012) suggest that first-generation students
are at a disadvantage regarding cognitive aspects of development due to their parents’ level of
education. The educational level of parents is a significant factor in the academic success of
students (Jean, 2010; Pascarella et al., 2004). Thus, the fact that first-generation students’
parents did not attend higher education may be regarded as a negative influence on their

academic adjustment at university.

Along with the difference in academic adjustment, first-generation students also experience the
new social environment as a challenge (Jehangir, 2010). First-generation students face a lack
of support by family members (Harvey & Housel, 2011; Hicks & Pitre, 2012; Westbrook &
Scott, 2012). Ward et al. (2012) suggest that some first-generation students’ parents may even
discourage them from attending university, since they lack experience and information
regarding university life. First-generation students are more likely to live off campus, work off
campus, and study part time, which gives them the feeling of being socially isolated from the
rest of the students (Ward et al., 2012). They tend to have responsibilities outside of university
that affect their interaction with peers outside of class (Pascarella et al., 2004). It may be argued
that the lack of social integration first-generation students experience may facilitate their
psychosocial development, since they have to work harder at their social integration than non-
first generation students do (Blimling, 2015; Hicks & Pitre, 2012).

The social isolation experienced by first-generation students is reduced in some manner when
these students form a social support group at university to assist one another in the transition

(Thomas, Porfilio, Gorlewski, & Carr, 2014). It is important for first-generation students to
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participate in purposeful activities on a social level, both inside and outside the classroom to

adjust better to their new social environment (Ward et al., 2012).
3.4 Chapter Summary

In this chapter, the term adjustment was defined and conceptualised. Different theories and
perspectives on the adjustment of students in higher education were discussed. Furthermore,
adjustment during the first year of university, as well as the adjustment challenges of both first-

generation and non-first-generation students, was discussed in detail.
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CHAPTER 4: METHODOLOGY

In this chapter, the research methods and procedures utilised during the study are discussed.
Firstly, the rationale and aim of the study is presented, as well as the research questions posed.
Secondly, the research approach and design are explained. Thirdly, the sampling procedures
and participants are described. Next, the procedures of data collection and data analysis are
reviewed. Finally, the ethical considerations and the issues of trustworthiness pertaining to the

present study are presented.
4.1 Research Rationale, Aim and Questions

Considering the discussions in the previous chapters, it is clear that university life presents
students with various adjustment challenges, especially during the first year at university. The
degree to which first-year students adjust to these challenges can be regarded as a precursor of
adjustment during the rest of their university life. Different generational groups adjust

differently to university life.

Therefore, the aim of this study was to investigate the differences in adjustment between first-
and non-first-generation students during the first year at university. The following research

questions were investigated:

1.  Are there significant differences in adjustment between students from different

generational groups during their first year?

2. What perceptions do students from different generational groups have regarding their

adjustment during their first year?
4.2 Research Approach and Design

To investigate the research questions, a mixed-methods research approach (utilising both
quantitative and qualitative aspects) was followed, incorporating an exploratory and
descriptive cross-sectional design. The justification for using these research designs, as well as

the advantages and disadvantages of each design, is discussed in the following section.
4.2.1 Mixed-methods research approach

A mixed-methods approach is described as the combination of certain elements of quantitative

and qualitative research methods (Sandelowski, 2000; Spitzlinger, 2010; Tashakkori &
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Teddlie, 2010). The use of both quantitative and qualitative methods provides a broader and
deeper perspective to a study (Onwuegbuzie & Leech, 2005). The combination of these
research methods makes provision for the use of statistics, as well as in-depth investigations
(Spitzlinger, 2010). Furthermore, Denscombe (2007) adds that the use of the two research
approaches (quantitative and qualitative) may provide a more accurate result, since the same
topic is being investigated using two perspectives instead of one. In the present study, the use
of a mixed-methods approach ensured the thorough investigation of adjustment by considering
the adjustment levels (and differences) in generational groups, as well as the deeper perceptions

and dynamics of this adjustment.

Quantitative research entails the collection of information that can be analysed on a statistical
level by applying mathematical methods (Goertz & Mahoney, 2012; Goodwin, 2009). The
quantitative data obtained are examined in detail using precise statistical methods that allow
the results to be generalised to the larger population (Bennett & Jessani, 2011). The use of
quantitative methods minimises the possibility of personal bias (Taylor, 2005). While the
gathering of a large amount of observations encourages a broader statistical analysis of the data
(Mahoney & Goertz, 2006), quantitative analyses do not always allow in-depth exploration
(Muijs, 2010; VanderStoep & Johnson, 2008). During this study, the use of the quantitative
approach provided information regarding the level of adjustment, as well as the differences in

adjustment between different generational groups.

Qualitative research is known to be a naturalistic approach (Smith, 2007). Muijs (2010) and
VanderStoep and Johnson (2008) suggest the application of qualitative methods to investigate
a concept in depth. This approach ensures exploring and describing research participants’
perceptions (Baxter & Jack, 2008; Johnson & Christensen, 2010; Smith, 2007). The process of
qualitative research may be regarded as extensive and time consuming, since it involves the
interpretation of subjective opinions (Goodwin, 2009). Smith (2007) warns that qualitative data
may be influenced by the researcher, since it is interpreted subjectively. However, the
researcher’s subjective input during the research process may also be regarded as beneficial
(Smith, 2007). For the purpose of this study, the use of qualitative research allowed the

exploration of students’ perceptions and opinions regarding adjustment during their first year.
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4.2.2 Cross-sectional research design

In addition to following a mixed-methods approach, a cross-sectional research design was
followed. This design includes the gathering of data from different groups of participants
during the same period in time (Johnson & Christensen, 2010; Muijs, 2010). According to De
Vaus (2001), a cross-sectional design relies on differentiations that are already present, rather
than on monitoring change over a period. It can be considered an advantage to complete the
data collection rather than follow the sample group over time, since this design allows the
possibility to collect all the data at once (Jackson, 2014; Nairne, 2013). However, as stated by
Cooligan (2014), the disadvantage of a cross-sectional design is that changes within a specific
individual cannot be tracked. Shaffer (2004) writes that the development of the participants
over time cannot be followed. A cross-sectional design was relevant to this study, since it
allowed comparison of different groups within the chosen sample group (different generational

groups). This design allowed the collection of a large amount of data at a single point in time.
4.2.3 Exploratory and descriptive design

This study also followed an exploratory and descriptive design. Exploratory studies are
conducted when limited knowledge regarding a certain topic exists and more information is
gathered to obtain better understanding and deeper insights into the certain aspects of the topic
being investigated (Babbie, 2007; Kumar, 2014; Salkind, 2010). In following a descriptive
design, the aim is to provide an accurate description of the variables and situations being
investigated, without aiming to explain or predict (Jackson, 2014; Kumar, 2014; Salkind,
2010). These designs are ideal for primary research (Gravetter & Forzano, 2011). In the present
study, explorative and descriptive research designs were used during both the quantitative and

qualitative sections of the study.
4.3 Research Participants and Sampling Procedures

The population of interest in this study consisted of first-year students who were enrolled at
the UFS. Inclusion and exclusion criteria applied. Students of all genders and race groups were
included in the study. As the traditional age of undergraduate students ranges from 18 to 23
(Nicoteri & Arnold, 2005), students with ages outside this range were excluded from the study.
Furthermore, students who were participating in first-year studies but who were not in their
first year at university were excluded from the study. Different sampling methods were applied

for the quantitative and qualitative sections of the research.
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4.3.1 Quantitative sampling procedures

For the quantitative section of the study, first-year students were recruited by means of non-
probability convenience sampling. Convenience sampling allows the use of readily available
sample groups (Onwuegbuzie & Collins, 2007; Teddlie & Yu, 2007). Sekaran and Bougie
(2010) state that an advantage of convenience sampling is that information can be gathered
quickly and conveniently. However, a major disadvantage of a convenience sample is the fact
that it is not random, and therefore not a true representation of the larger population (Fink,
2003), which restricts its generalisability (Nezu & Nezu, 2007). In the current study different
first year classes in the Faculty of the Humanities were approached to participate. In Table 6,

the demographic characteristics of the sample group are summarised.

Table 6

Demographic Information Regarding the Quantitative Sample

Frequency Percentage (%)

Gender Male 20 16.4

Female 102 83.6
Race Black 56 45.9

White 56 45.9

Coloured 8 6.6

Other 2 1.6
Generational status First-generation 52 42.6

Non-first-generation 70 57.4

Total 122 100.0

In total, the sample consisted of 122 first-year students. From Table 6, it is apparent that there
were more female participants (83.6%) than male participants (16.4%). The sample group
mainly consisted of black (45.9%) and white (45.9%) students. The rest of the participants were
either coloured (6.6%) or from other racial groups (1.6%). The first-generation participants
(42.6%) and the non-first-generation participants (57.4%) were represented relatively equally.
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4.3.2 Qualitative sampling procedures

For the qualitative part of the study, participants were selected purposively for individual
interviews based on their generational status. Purposive sampling can be described as non-
random because participants are chosen based on certain characteristics identified by the
researcher (Johnson & Christensen, 2010). The use of this sampling strategy can be regarded
as informationally representative rather than statistically representative (Sandelowski, 2000),
since students are selected based on certain set parameters (first-generation or non-first-
generation students). It can be regarded as beneficial to select participants purposively, since
this can provide more specific information (Sekaran & Bougie, 2010) than when students are
selected randomly for interviews. In this study, the use of a purposive sampling procedure made
in-depth information regarding both generational groups possible. In the current study, six
female students from both generation groups participated (as shown in Table 7).

Table 7

Demographic Information of the Qualitative Sample

Participant Race Gender Generational Status
Participant 1 White Female Non-first-generation
Participant 2 Black Female Non-first-generation
Participant 3 Black Female Non-first-generation
Participant 4 Black Female Non-first-generation
Participant 5 Black Female First-generation
Participant 6 White Female First-generation

4.4 Procedures of Data Collection

In this mixed-methods study, data collection occurred in a quantitative and qualitative section.
In the quantitative section, a biographical questionnaire and the Student Adaptation to College

Questionnaire were distributed. Semi-structured interviews formed part of the qualitative
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section. The data were gathered during the third quarter of the year, which allowed the students

an adequate amount of time to reflect on their adjustment during the first half of the year.
4.4.1 Quantitative data-collection procedure

For the quantitative section of the study, a biographical questionnaire was administered to
gather information regarding the participants’ age, gender, race, year group, and generational
status. This questionnaire also required the students to indicate whether they were available to

participate in the qualitative section of the study.

An appropriately structured self-report measure was used. Self-report measures can be
described as a method that allows participants to respond to questions specifically selected by
the researcher, in the form of either an interview or questionnaire (Nezu & Nezu, 2007; Polit
& Beck, 2013). Jex and Britt (2008) stated that self-report measures enables the researcher to
measure the participants’ personal views regarding their environment and emotional state,
which aids the determination of human behaviour. A definite advantage of self-report
measures, by using questionnaires, is that it is easily distributed and time efficient when
considering the size of the sample group (Maruish, 2004; Polit & Beck, 2013; Whitley & Kite,
2009). One disadvantage Whitley and Kite (2009) mention is that it is easy for participants to
alter their responses and thus conceal the truth. The participants’ responses may be influenced
by their current situation and environment. Participants may also answer in a way that could
make them appear better or worse than they truly are or in a way that would make them more
socially acceptable (Heppner, Wampold, & Kivlighan, 2007). The use of self-report measures
in the present study was appropriate, seeing that they allowed quick and effective gathering of
information. It allowed the gathering of a large amount of information from a large sample
group. The participants were able to give their views and perceptions on adjustment during
their first year.

To measure student adjustment, the Student Adaptation to College Questionnaire (SACQ)
(Baker & Siryk, 1989) was administered. The SACQ was developed by Baker and Siryk (1986).
It is one of the leading measures of student adjustment (Paulsen, 2013). This questionnaire was
developed originally to provide a reliable and valid measure to offer help to students who
struggle to adjust to university (Baker & Siryk, 1986). Overall, this measure is regarded as a
useful instrument to measure the adjustment of university students while considering cognitive

and emotional factors related to the university environment (Paulsen, 2013).
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The SACQ is a 67-item, self-report questionnaire appropriate for undergraduate university
students. The questionnaire consists of 9-point Likert scale items on which students can assess
their adjustment in respect to each statement (Baker & Siryk, 1989). A high score indicates a
high level of adjustment, whereas a low score indicates a low level of adjustment. The SACQ
measures students’ overall adjustment, as well as their adjustment related to four subscales,
namely academic adjustment, social adjustment, personal-emotional adjustment, and
attachment. The academic adjustment subscale (consisting of 24 items) measures the extent to
which students cope with the academic challenges and demands of university. The different
social and interpersonal challenges students experience are measured by the social adjustment
subscale (consisting of 20 items). Furthermore, the personal-emotional adjustment subscale
(consisting 15 of items) measures the physical or psychological anxiety students may
experience during their first year of study. The last aspect of adjustment, the attachment
subscale (consisting of 15 items), measures students’ feeling of commitment and belonging to
their university of choice (Baker & Siryk, 1989).

Waller (2009) investigated the internal consistency of various applications of the scale on
students in higher education institutions. The reliability of the total scale ranged from 0.89 to
0.94 in the various studies. The alpha coefficients for the various subscales ranged from 0.82
to 0.90 (for academic adjustment), 0.73 to 0.91 (for social adjustment), 0.78 to 0.89 (for
personal-emotional adjustment), and 0.84 to 0.90 (for attachment) (Waller, 2009).

In the present study, the SACQ was adjusted slightly to fit the sample group and the topic being
investigated better. Only three of the subscales were used, namely academic adjustment, social
adjustment, and personal-emotional adjustment. The subscale regarding attachment to the
institution was not included. Certain terms were altered in the questionnaire to make it more
applicable to the university context in South Africa. The word ‘quarter’ was removed, since
South African universities use the term ‘semester’. The term ‘college’ was changed to
‘university’, ‘professor’ to ‘lecturer’, ‘papers’ to ‘assignments’, ‘dormitory’ to
‘hostel/housing’, ‘program’ to ‘programme’, and ‘expenses’ to ‘finances’. Questions 26, 33,
and 31 were also shortened for the sake of clarity.

4.4.2 Qualitative data-collection procedure

Qualitative data for the present study were gathered by means of semi-structured individual

interviews. Interviews allow the exchange of information by means of verbal exchange (Varga-
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Atkins & O’Brien, 2009), where the purpose is to obtain more in-depth and contextual
information regarding a specific issue (Boyce & Neale, 2006). Hatch (2010) agrees by stating
that individual interviews allow the interviewer to gather in-depth data concerning specific
issues. The data obtained from interviews include direct quotations from the participants’
opinions (Patton, 1987). A disadvantage of semi-structured individual interviews is that
participants might want to impress the interviewer; therefore, they may not be as forthcoming
regarding the truth (Hays & Singh, 2011). According to Klenke (2008), another disadvantage
is that the data are not always generalisable to a larger population. It is also possible that the
interviewer may have biases regarding the topic and therefore influence the information being
gathered (Reiss & Judd, 2000). Reiss and Judd (2000) mention the importance of identifying
possible biases of the interviewer, to minimise the effect on data.

Semi-structured interviews include the use of a list of prepared questions the interviewer would
like to ask the participant, not in a specific order, while being sensitive to the conversation
(Gibson & Brown, 2009). The structure of the interviews usually depends on the information
the researcher wants to obtain; therefore, set questions are asked to obtain certain specific
information (Hesse-Biber & Leavy, 2010). According to Gibson and Brown (2009), certain
important themes are identified and formulated into key questions for semi-structured
interviews. Gibson and Brown (2009) suppose that, during semi-structured interviews, the
conversation and questions can be guided in the direction of the research topic to gain
information that is more relevant. The use of semi-structured interviews allows flexibility
during the interview, in that the interview may deviate from the set questions to gain the
necessary information (Miles & Gilbert, 2005).

In the present study, interviews were conducted with six participants who indicated that they
were willing to participate in the qualitative section of the study. The interviewer used the
interview schedule, focused on specific issues regarding adjustment, the first-year experience,
and their generational status. All interviews started with building rapport with the participant
and explaining the aim and procedure of the research. Thereafter, questions such as “How did
you experience your first year at university?” and “How would you describe your adjustment
during the course of the year?” were posed to participants. This was followed with follow up
questions as required for clarification or depth. All the interview discussions were recorded

and transcribed for further analysis.

4.5 Data Analysis
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Various methods of data analyses were incorporated in the quantitative and qualitative sections

of this study. These are discussed in the sections that follow.
4.5.1 Quantitative data analysis

For the quantitative section of the study, the reliability of the measure for this specific sample
was determined by means of Cronbach’s alpha coefficient. Furthermore, descriptive statistics
were used to describe the manifestation of adjustment in the sample and inferential statistics
(multivariate analysis of variance: MANOVA) to determine the difference in adjustment

between students from different generational groups.

Cronbach’s alpha coefficient was used to determine the reliability (Cronbach, 1951) of the
SACQ in the present study. Cronbach’s alpha coefficient is used to determine the internal
consistency of a certain measurement (Tavakol & Dennick, 2011). The internal consistency of
a measurement refers to whether or not the items in a measuring instrument measure the same

concept or not (Tavakol & Dennick, 2011).

Descriptive statistics facilitate understanding of how a certain topic manifests in the sample
group used in the study (Goodwin, 2009; Taylor, 2005). The descriptive statistics allows the
description of characteristics of the data. The purpose of descriptive statistics is to express the
data findings clearly and effectively (Healey, 2015). In this study, descriptive statistics were
utilised to gain information on the mean and standard deviation scores with regard to academic,

social, personal, and overall adjustment of both generational groups.

To determine if a significant difference in adjustment between students from different
generational groups existed, a multivariate analysis of variance (MANOVA) (Hadzi-Pavlovic,
2010) was made When employing a MANOVA, the significance of the difference between two
identified groups on various dependent variables can be determined (Grice & Iwasaki, 2007).
A MANOVA is usually followed by a univariate analysis of variance (ANOVA) to determine
with regard to which of the specific dependent variables significant differences exist (Huberty
& Morris, 1989). In this study, the different categories of adjustment (academic adjustment,
social adjustment, and personal-emotional adjustment) were the dependent variables, and
generational status was the independent variable. Before conducting the MANOVA, the data
were examined to ensure that all of the underlying assumptions were met (e.g. using the Box’s
test of Equality of Covariance Matrices to determine whether the data violated the assumption

of homogeneity). Statistical significance on both the 1% and 5% levels of significance was
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considered. The practical significance of the results was investigated by determining the effect

sizes.
4.5.2 Qualitative data analysis

To analyse first-generation and non-first-generation students’ perceptions of adjustment during
their first year at university, a thematic analysis (Braun & Clarke, 2006) was used. Braun and
Clarke (2006) describe thematic analysis as a method that allows the identification and analysis
of themes within data. Thematic analysis offers a flexible and comprehensible way to analyse
data (Braun & Clarke, 2006). It requires the researcher to make choices regarding which
information to include and which to reject, as well as how the results from the participants
should be interpreted (King & Horrocks, 2010). Pope, Mays, and Popay (2007) state that the
advantage of thematic analysis is that it offers a method in which the large quantities of
information gathered can be organised.

According to Braun and Clarke (2006), a thematic analysis can be made by following six
specific phases. The first phase requires the researcher to become familiar with all the data by
transcribing and reading the data and generating initial codes (Braun & Clarke, 2006).
Dempster (2011) mentions that an important part of thematic analysis is to be familiar with the
information. In the second phase, initial codes are generated across the entire set of data (Braun
& Clarke, 2006). Themes are then generated, and the data are organised according to these
themes in the third phase (Braun & Clarke, 2006). In the fourth phase, the themes and the codes
(phase one) are compared to confirm that all the data can be divided into the identified themes.
According to Braun and Clarke (2006), the fifth phase includes the naming and defining of all
the themes and subthemes identified. In the sixth phase, the researcher presents the report
showing all the examples and quotes extracted from the data set to relate to the set research
questions. In the current study, these six phases suggested by Braun and Clarke (2006) were

followed.
4.6 Ethical Considerations

During this study, a variety of ethical issues were considered. At the beginning of the research,
permission to conduct the study was gained from the Dean of Students at the UFS, and ethical
clearance was obtained from the Research Ethics Committee of the Faculty of the Humanities,
UFS (See Appendix A).
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Further ethical issues that have to be addressed when research is conducted include informed
consent, confidentiality, and the right of the participants to withdraw (Forrester, 2010).
Informed consent is regarded as a very important part of any research project, since it promotes
the participants’ right to autonomy, respect, and beneficence (Escobedo, Guerrero, Lujan,
Ramirez, & Serrano, 2007). When informed consent is obtained, it is essential to ensure that
the participants have a clear understanding of the process to which they are agreeing (Cardwell
& Flanagan, 2005). In both the quantitative and qualitative sections of the study, informed
consent was obtained from the participants by using an informed consent form (See Appendix
B). Before data collection commenced, the procedure and the ethical implications were

explained. It was ensured that all participants signed the informed consent form.

Confidentiality, as described by Forrester (2010), refers to the non-disclosure of participants’
information. Allan (2011) states, and it is confirmed by Stangor (2011), that the confidentiality
and right to privacy of the participants is of utmost importance. It is the responsibility of the
researcher to uphold confidentiality (Evans & Rooney, 2010). Furthermore, it is important to
uphold anonymity of the participants by not disclosing any personal information that may lead
to the recognition of the participant (Cooligan, 2014). King and Horrocks (2010) mention that
some participants may be hesitant to disclose certain information if they are aware that their
identities are not anonymous. In both the quantitative and qualitative sections of the study,
confidentiality was upheld by ensuring that the data were kept in a safe and secure environment.
During the present study, only the researcher, research assistants and the supervisor were
allowed access to the information obtained from the students. Furthermore, no identifying

information was included in the presentation of the results.
4.7 Issues of Trustworthiness

In research, it is important to ensure trustworthiness of the data and results (Osborne, 2008).
Trustworthiness is ensured by considering dependability, confirmability, credibility,
transferability, and research reflexivity (Marrow, 2005; Polit & Beck, 2013).

Credibility can be referred to as the accuracy of the results and findings (Pitney & Parker,
2009). By ensuring credibility, the researcher shows that the data, results, and interpretations
are accurate and credible (Major & Savin-Baden, 2012; Polit & Beck, 2013). In the present
study, credibility was ensured by keeping an audit trail and by recording the participants’

interviews verbatim.
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Transferability describes the degree to which the results can be applied to a different group or
context (William, 2006). Transferability can be attained by providing specific information
regarding the participants and context (Major & Savin-Baden, 2012; Morrow, 2005; Shenton,
2004). In the present study, a comprehensive description of the context in which the study was

done and of the sample group is included.

Major and Savin-Baden (2012) describe dependability as the belief that the findings of the
research conducted will hold over time. Dependability implies that the results of a study can
be repeated or replicated (Morrow, 2005) in similar contexts and that similar results can be
expected (Shenton, 2004). To ensure dependability, the researcher described the methods

utilised in this study and their implementation in full.

Major and Savin-Baden (2012) describe confirmability as the notion that the researcher
remains impartial, or that subjectivity is bracketed. In the present study, confirmability was
ensured by triangulating quantitative and qualitative results, by including participants’ direct

voice and by applying researcher reflexivity.

Marrow (2005) states that it is important to be aware of subjectivity during qualitative research.
Reflexivity can ensure that the researcher is less prejudiced during the collection and analysis
of data (Osborne, 2008). The biases, beliefs, and prejudices towards the participants and the
research topic should be identified and acknowledged (Osborne, 2008). The researcher’s
opinions and values should be stated as reflective commentary (Marrow, 2005; Walker, Read,
& Priest, 2013). These self-understandings may then be interpreted and incorporated in the
study (Marrow, 2005).

4.8 Chapter Summary

In this chapter, a thorough overview of the methodology was provided. The research rationale,
aim, and research questions were discussed, followed by the research approach and designs
used. The research participants and the sampling procedures for the quantitative and qualitative
sections of the study were discussed. Data collection and analyses were explained. The chapter
concluded with an explanation of the different ethical issues regarding the study and how the
researcher ensured trustworthiness throughout the study.
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CHAPTER 5: PRESENTATION AND DISCUSSION OF RESULTS

The aim of this chapter is twofold. In the first part of the chapter, the results of both the
quantitative and qualitative sections of this study are presented. This is followed by a discussion

of these results in relation to previous studies and literature in the field.
5.1 Presentation of the Results

In the following section, the quantitative and qualitative results are presented. Firstly, the
quantitative results pertaining to the descriptive and inferential statistics are presented.
Secondly, the main themes and subthemes resulting from the qualitative section of the research

are presented.
5.1.1 Quantitative results

The aim of the quantitative section of the research was to investigate the following research
question: Are there significant differences in adjustment between students from different

generational groups during their first year?

Before the descriptive and inferential statistics are discussed, the reliability of the SACQ in this

study is presented in Table 8. High alpha coefficients, and thus good reliability, were found.

Table 8

Reliability of the SACQ in this Study

Scale N of items Alpha coefficient
Academic subscale 24 0.824
Social subscale 20 0.852
Personal subscale 15 0.866
Total scale 59 0.912

Next, the descriptive statistics regarding adjustment in first-generation and non-first-generation
students are presented. The section begins with a presentation of the descriptive statistics

relating to the differences in adjustment between the different generational groups.
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5.1.1.1 Descriptive statistics regarding the adjustment in first-generation and non-first-

generation students

In Table 9, the minimum and maximum scores, the means, and standard deviations obtained
by the participants in this sample on the adjustment scale (and its subscales) are summarised.
Scores were calculated for the sample as a whole, as well as for the generational groups

separately.

Table 9

Minimum and Maximum Scores, Means, and Standard Deviations for Adjustment

Group Minimum  Maximum Mean SD
Academic adjustment  First generation 94 170 131.19 1584
(Scale range: 24-216)

Non-first generation 99 169 131.36  12.92

Total sample 94 170 131.29 14.18
Social adjustment First generation 60 144 96.56 18.65
(Scale range: 20-180) ) )

Non-first generation 58 137 101.00 17.48

Total sample 58 144 99.11 18.05
Personal adjustment First generation 25 122 73.54 19.45
(Scale range: 15-135)

Non-first generation 27 104 64.54 21.29

Total sample 25 122 68.38 20.93
Total adjustment First generation 231 370 301.29 3240
(Scale range: 59-531) ) )

Non-first generation 217 373 296.90  36.17

Total sample 217 373 298.77 3454

For the academic adjustment subscale (which has a score range of 24 to 216, with a neutral
score of 115) the participants obtained a mean score of 131.29 (SD = 14.18). This indicates
that the participants had a tendency towards average and higher levels of academic adjustment,

with the first-generation and non-first-generation students obtaining very similar scores.
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For the social adjustment subscale (which has a score range of 20 to 180, with a neutral score
of 100) the participants obtained a mean score of 99.11 (SD = 18.05). This indicates a tendency
towards average levels of social adjustment. The non-first-generation students indicated
marginally higher levels of social adjustment than the first-generation students did.

Regarding the personal adjustment subscale (which has a score range of 15 to 135, with a
neutral score of 75), the participants obtained a mean score of 68.38 (SD = 20.93). This
indicates a tendency towards average to lower levels of personal adjustment. Non-first-
generation students showed lower levels of personal adjustment than first-generation students
did.

With regard to total adjustment (which has a score range of 59 to 531, with a neutral score of
273) participants obtained a mean score of 298.77 (SD = 34.54). The participants had a
tendency towards average levels of total adjustment. The first-generation students showed

marginally higher levels of total adjustment than non-first-generation students did.

5.1.1.2 Inferential statistics regarding the differences in adjustment between the different

generational groups

The MANOVA that was performed to investigate the differences in adjustment in different
generational groups indicated a statistically significant difference between first-generation and
non-first generation students on the combined dependent variables, with F = 2.46, p = 0.049,
and partial eta squared = 0.078. When the results regarding the dependent variables were
considered separately, using an ANOVA, the only difference to reach statistical significance
was personal adjustment, with F = 5.73, p = 0.018, and partial eta squared = 0.046. An
inspection of the mean scores, as indicated in Table 9, shows that first-generation students (M
= 73.54, SD = 19.45) adjusted better on a personal level than non-first generation students (M
=64.54, SD = 21.29).
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5.1.2 Qualitative results

The aim of the qualitative section of the research was to investigate the following research
question: What perceptions do students from different generational groups have regarding their
adjustment during their first year?

By means of a thematic analysis of the six individual interviews, definite themes and subthemes
were identified. The interviews with the first-generation and non-first-generation students were
analysed separately. Since most of the themes that emerged were similar for the two
generational groups, the themes are presented in an integrated manner. Different nuances that
emerged from the two generational groups are highlighted where applicable. A summary of the

main themes and subthemes is provided in Table 10.

Table 10

Themes and Subthemes Regarding Adjustment during the First Year of Study

Main themes Subthemes

Leaving home The distance from my family members
Being away from my home environment
The people in my life My parents and family
Friends from school
People in residence
Classmates as acquaintances
My academics

Dealing with diversity

Practicalities to deal with Campus life
My finances
My coping mechanisms Appreciating opportunity

Taking responsibility
My independence
Finding unique ways to cope

A discussion of the main themes and subthemes identified during the individual interviews will
now be presented. Quotations from the interviews are used to ensure the participants’ original
views and opinions are illustrated. Dotted lines are used where students spoke before or after

the specific section in the quote. Information that may be missing is indicated by using dotted
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lines within brackets (...), whereas brackets [...] are used when some information has been
added to explain the context. At the end of each quotation, an indicator will be provided to
specify the generational status of the participant, as well as the interview and paragraph from
which the quotation was taken. The generational status of a participant is indicated by using an
abbreviation for first-generation (FG) and non-first-generation (NFG). Any additional

information that may indicate the identity of the participants has been removed.
5.1.2.1 Leaving home

One of the changes first-year students have to make is to move away from their home
environment and their families. Most of the participants mentioned that they experienced some
issues regarding leaving home. The two subthemes that were identified in this theme are ‘the
distance from my family’ and ‘being away from my home’. The issues pertaining to these

subthemes are discussed in the following section.
a)  The distance from my family members

For some participants, it was difficult to move far away from their parents and their families.
A participant mentioned, “I live in Limpopo, so it’s rather far — 650 km from here. So it was a
bit difficult to know that my parents weren’t immediately available (NFG participant,
interview 1, par. 1.7). When asked what the most difficult part of leaving home was, a
participant answered, ““...1 could say my parents, my parents” (NFG participant, interview 3,
par. 3.12), and another participant mentioned, ““I am the only child living with both my parents
at home. So having to leave that gap between us, I felt that something was missing (...)”” (NFG

participant, interview 4, par. 4.30).

Participants also mentioned siblings that they missed while at university: “Watching TV with
them [parents] and the little stupid arguments, every single thing, oh ja, and my little sister
too” (NFG participant, interview 3, par. 3.12) and ““I miss my parents, and | miss my mom and

my sister (...)”” (FG participant, interview 5, par. 5.18).

It is clear from these statements that participants were affected by the physical distance from
their families, and the emotional impact it had on them. It was an adjustment to know that their
parents were not readily available for them if they needed them. They also missed spending

quality time with their parents and siblings.
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b)  Being away from my home environment

In addition to missing their family and parents because of the physical distance, some
participants also missed their home environment. One participant said, *“...hate being here. |
do not want to be here, | want to go back home (...)”” (NFG participant, interview 4, par. 4.18).
A participant mentioned the difference between the home environment and the university
environment and said, “I think I felt the difference in a sense that, changing environments (...)”
(NFG participant, interview 4, par. 4.26). Another participant mentioned another difference
between the home environment and the university environment, and stated, “Being away from
home and the crazy weather (...)” (NFG participant, interview 2, par. 2.34). A participant
described the home environment and the aspects she missed, and stated, “But | just missed
mom's home-cooked meals and just sleeping when | feel like sleeping (...)”” (NFG participant,
interview 2, par. 2.10).

The participants indicated different factors that they missed from their home environment such
as a home-cooked meal or their own beds. It is clear that the participants missed the

environment and the feeling of belonging that accompanies it.
5.1.2.2 The people in my life

The theme ‘the people in my life’ refers to the different people first-year students believed
played a significant role in their social life on campus. This theme has four subthemes, namely
parents and family, friends from school, classmates, people in residence, and people on

campus.
a) My parents and family

The participants from the different generational groups had different opinions regarding the

influence of their parents.

When asked which coping mechanisms were used during their first year, the following answer
was given: “Call a lot! (...) But a lot of calls to mom and granny. Ja, that really helps (...)”
(NFG participant, interview 2, par. 2.57). Another participant said, “Ja, my mom has been
giving me some support; she is with me every step of the way (...)”” (FG participant, interview
5, par. 5.46). When asked about the use of a specific coping mechanism, a student stated,
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“Sometimes | would call my parents and talk to them (...)”” (NFG participant, interview 3, par.
3.46).

The non-first-generation students mentioned that the fact that their parents had attended
university played an important role in the manner in which they experienced their first year. A
non-first-generation participant mentioned, ““... | knew what to expect. | am an only child, so |
couldn’t learn from brothers and sisters, but I learnt from my parent’s frame of reference (...)”
(NFG participant, interview 1, par. 1.3). Another participant added, *““I had a distinction for the
average of all my subjects, and again 1 think it was because my parents were at university”
(NFG participant, interview 1, par. 1.23). One participant said her parents had warned her about
the possible pitfalls of university life, and said, ““Yes, they told me it’s going to be crap and if
I sleep | am going to fail (...)” (NFG participant, interview 2, par. 2.46). The same student
referred to the fact that parents understand the financial aspects better if they were at university:
“Yes! Because they understand the financial side of it that you still need money” (NFG
participant, interview 2, par. 2.44). The fact that non-first-generation students’ parents play a
significant role in their adjustment at university was illustrated further in the statement of one
participant: “I think | adjusted better because they did go to varsity” (NFG participant,
interview 3, par. 3.34), and another non-first-generation participant added, “But still this is
what you can do; get tutors, things are available for you. They know everything, they know
where | should go if I need help. Unlike someone whose parents didn’t go to varsity” (NFG
participant, interview 3, par. 3.36).

First-generation participants stated the following regarding their generational status and the
influence thereof on their adjustment: *“I do not think it would have made any difference, really
no” (FG participant, interview 5, par. 5.44), and another said, “I don’t think so because | feel
like it’s your own experience (...) they can’t prepare you for university because I feel like when

you are here, you need to get your own perspective (...)”” (FG participant, interview 6, par. 30).

The first-generation participants’ views regarding their parents’ influence differed from those
of non-first-generation participants. The first-generation participants felt that the fact that their
parents had not been at university did not have a negative influence on their performance at
university. They believed that university was a unique experience. Non-first-generation
participants believed that their parents had prepared them sufficiently for the challenges they

had to face during their first year at university.
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b)  Friends from school

During the interviews, it was found that participants found themselves in a better social position
when they had friends from school who came to university with them. One participant stated,
“In first year, | came with [friend] because we are from the same high school and stuff. So |
was with her all the time (...)”” (NFG participant, interview 4, par. 4.32). Another participant
agreed by stating, “I think it is because when | came here, already two people from my previous
school were already here (...)” (NFG participant, interview 2, par. 2.24), while another
participant mentioned, “(...) and then many people come here with friends from school which
is also easier (...)” (NFG participant, interview 1, par. 1.11). One of the participants came to
university with her boyfriend from home and stated how it helped her adjustment during her
first year: “It helps when you have someone to shout at and vent sort of...and he helps a little
here and there (...)”” (NFG participant, interview 2, par. 2.71). It is clear from these statements
that the participants considered the first year to be easier because some friends from school

also attended the same university.
c) Peoplein residence

For most of the participants, being in a residence and being surrounded by students who were
in the same situation helped them much with adjustment. A participant stated, *(...) the res
[residence/hostel] helped me a lot because you know there is a roommate readily and you know
you have a network of support (...)”” (NFG participant, interview 1, par. 1.7), and another said,
““So the whole time, |1 had someone to go to — even if it was just the HK [House Committee].
And then with your room mates, you make friends” (NFG participant, interview 1, par. 1.11).
A first-generation participant said, ““(...) like getting an academic mom [academic mentor
programme in residence/hostel] from res” (FG participant, interview 5, par. 5.4), and a non-
first-generation participant said, “Emotional adjustment was good, the reason being that the
HK helped us so well (...)” (NFG participant, interview 1, par. 1.17). Additional support
systems in residences helped the participants to adjust during their first year of university,

despite their generational status.
d) Classmates as acquaintances

Throughout the interviews, it appeared as though the participants felt that it was more difficult
to make friends in the class setting, than in residence. A participant stated, “I didn’t make

friends in class very extensively (...)” (NFG participant, interview 1, par. 1.13). Another
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participant mentioned the following when asked how they experienced making friends at
university: “In class, yes. Because in class | do not talk, I am there for class, not socialising
(...)” (NFG participant, interview 2, par. 2.26). Students indicated that they mainly socialised
only with classmates when it was necessary. A participant stated, “(...) | don’t have friends in
classes. I go to classes alone, ja. I only associate with them during group assignments” (NFG
participant, interview 4, par. 4.36), and another said, “(...) but outside of class, if we have
projects or group discussions — | will participate” (NFG participant, interview 2, par. 2.26). It
is clear that participants do not consider the people with whom they attend class as friends, but

rather as acquaintances.
5.1.2.3 My academics

Academics were one of the main themes that emerged during the analysis. Most of the
participants experienced a substantial difference between high school academics and higher
education academics. The academic environment to which the participants were exposed at
university differed much from their academic experience at high school. A participant stated,
“(...) my whole of first year was...uhm very challenging for me in terms of academics because
(...) itis quite different from what we are used to in high school”” (FG participant, interview 5,
par. 5.4). Another participant said, “They do not spoon-feed you. No, they give you your work
and they give you an outline, that’s basically just it. The rest is in your hands” (NFG
participant, interview 3, par. 3.4). Another agreed and said, ““I started out on a very bad patch;
it was not well. You are adjusting from high school, spoon feeding and everything” (NFG
participant, interview 4, par. 4.46). The participants believed that the university environment

does not offer the same level of assistance as the high school environment does.

The participants were of the opinion that the amount of work at university differs from that at
high school. A participant mentioned, ““I think it was the workload, the workload was a huge
challenge because it is way more than matric (...)” (FG participant, interview 6, par. 6.6).
Another participant said, ““Academics were killing me, I did not understand a thing, | got lost.

Everything was just too fast for me” (NFG participant, interview 4, par. 4.56).

Another participant mentioned that the size of the classes was also an issue and said, “I feel
like with lecturers it’s not like they know you. (...) And it’s understandable considering that in
a lecture you are like 800/600 (...)” (NFG participant, interview 3, par. 3.8). Another
participant agreed and said, “with classes (...) that was very challenging because then it is huge
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classes, like we in matric I think you are 30 people in a class (...)”” (FG participant, interview
6, par. 6.12).

Participants from both generational groups struggled with academic adjustment and were of
the opinion that the workload, the manner in which the work is presented, the size of the classes
and campus, and the academic responsibility differ substantially between university and high

school.
5.1.2.4 Dealing with diversity

Participants indicated that they had had various experiences regarding diversity during their

first year of study, specifically with regard to language and cultural differences.

One participant mentioned that the language differences in all areas of the university influenced
her adjustment: *“(...) I mean its fine when you adjusted properly (...) it’s just that the languages
are a bit different (...)”” (NFG participant, interview 2, par. 2.6). Some participants mentioned
that cultural differences were also an issue in their adjustment. One participant stated, “(...)
difficulties were when it came to diversity, diversity was the biggest problem” (NFG
participant, interview 4, par. 4.4). One participant mentioned that race was an adjustment issue
and said, ““Okay, the school that | was in (...) it was mostly black people (...) and when I got
here | was mostly surrounded by white people, so it is hard to like make friends for me (...)”
(FG participant, interview 5, par. 5.20), and another said, ““(...) because you can actually feel
it when you are here, like okay, there is just that separation thing (...) so black people stick
with black people and white people stick with white people (...)”” (FG participant, interview 5,
par. 5.24). Regarding race, a participant stated, *“(...) but we just couldn’t find ourselves on the
same level as other races (...)” (NFG participant, interview 4, par. 4.4). Some participants
noticed the diverse range of culture differences among students on campus. They were of the
opinion that the big culture difference is an important part of first-year adjustment, since they

have to adjust to having students from different cultures in class and in their residence.
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5.1.2.5 Practical challenges to deal with

During the interviews, a prominent theme was the different practicalities the participants had
to learn to deal with since starting university. These issues were themed into ‘campus life’ and

‘my finances’.
a)  Campus life

According to the participants, campus life was a new and different experience for them. One
participant stated, “Many people come here and can’t believe everything is so big. And many
of the first years — the black first years/first-generation-students — didn’t know what to expect
(...)” (NFG participant, interview 1, par. 1.27), and another said, “Campus felt like it was like
a hundred kilometres walking from the admin to...yho (...) and everyone was looking at me

funny like why are you lost?”” (NFG participant, interview 2, par. 2.63).

There are different activities on campus to improve adjustment for students. One student
mentioned the campus activities that formed part of campus life and said, ““I did stage door in
my first year — that first-year concert that we all have to do (...)”” (NFG participant, interview
1, par. 1.19), but another participant found this a little difficult and said, ““Because | had res
activities and | had academics this side, so there was kind of like conflict” (NFG participant,

interview 4, par. 4.22).

Participants mentioned that the aspects of campus life that were new and time consuming could
be overwhelming for first-year students. However, the same activities that could be considered
as time consuming and overwhelming were the same activities that facilitated students’

adjustment during their first year at university.
b) My finances

Most participants found their new financial responsibility to be a challenge. One participant
mentioned, “Well, financially I haven’t adjusted because I call my parents all of the time, like:
’I need this, I need that’”” (NFG participant, interview 4, par. 4.40), and another said, “But now
that you are here you have to care for yourselves. You are living on a salary, a stable month
to month” (NFG participant, interview 3, par. 3.42). Some participants had managed to manage
their financial challenges. A participant said, *“(...) I mean financially wise | have learnt to like

control my spending and like time it sort of towards the end of the month (...)” (NFG
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participant, interview 2, par. 2.12), and another said, “My allowance, | only get a specific
amount from my parents (...) But like the money, | get by (FG participant, interview 6, par.
6.26).

5.1.2.6 My coping mechanisms

One of the themes that emerged was the coping mechanisms the participants used during their
first year of university. These coping mechanisms could be divided into four subthemes,
namely ‘appreciating opportunity’, ‘my independence’, ‘taking responsibility’, and *finding

unique ways of coping’.
a)  Appreciating opportunity

Participants were of the opinion that their parents motivated them during university. One
participant stated, ““My dad also said he only pays once and then we pay ourselves. So this was
definitely a good motivational factor”” (NFG participant, interview 1, par. 1.29).

It made them realise that they had an opportunity to obtain a degree, an opportunity that other
people might not have. A first-generation student stated, “(...) | feel like I’ve got the
opportunity to come and I’m grateful because they [parents] didn’t have the opportunity to
come, so it actually makes me appreciate it a bit more (...) and study more because this is my

chance to get a degree (...)”” (FG participant, interview 6, par. 6.32).

Thus, it is clear that students, whether they were first-generation or non-first-generation
students, were of the opinion that their parents gave them the opportunity to study, and that
they should make most of the opportunity.

b)  Taking responsibility

Most of the participants realised that a level of responsibility is required from a first-year
student. One participant mentioned, ““I would easily have thought ‘the classes are easy; | can
catch up by myself later or go to class less often (...)”” (NFG participant, interview 1, par. 1.25)
[She explained that her father had prepared her for her responsibility as a student to attend
classes regularly and do the work assigned for them]. Another participant said, “I just start in
time, because | tend to stress easily (...) even if I don’t do well then, | am fine. Then | know I
did my part” (NFG participant, interview 1, par. 1.32). Students learnt how to manage the new

academic responsibility they faced by making use of time management skills.
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c) My independence

With regard to their living situation, the participants experienced a new sense of independence
when they came to university. A participant said, “The biggest adjustment was rather
preparing food for yourself, doing your own laundry (...)”” (NFG participant, interview 1, par.
1.3). Another participant mentioned independence in terms of their classes and said, ““So it is
very independent, you have to decide on your own if you are going to class or you need to
study” (FG participant, interview 6, par. 6.12). However, most of them agreed that becoming
independent was part of university life. One participant said, “(...) at some point | also need to
start acting independently and stop with the mentality of thinking 1 am independent without
showing it” (NFG participant, interview 3, par. 3.48). When asked what the greatest challenge
of moving away from home was, a participant stated, “I think it is becoming more independent,

because you do not see your parents everyday any more (FG participant, interview 6, par. 6.6).
d)  Finding unique ways of coping

One of the participants mentioned that support facilities on the campus played a role in
acquiring coping mechanisms and said, “(...) when I couldn’t cope | went to the psychologist
here on campus and they helped me with like time management (...) a few self-esteem classes
and learnt how to make friends and stuff (...)”” (FG participant, interview 5, par. 5.67). This
participant stated how important the campus facilities were during the first year, and that
acquiring time management skills, as well as self-esteem classes, assisted the process of coping
in the first year.

Some of the participants mentioned that they had found their own unique ways of coping. One
of the participants stated, “(...) I am just going to focus on what I have to do (...) I am not going
to let that affect me (...)” (NFG participant, interview 4, par. 4.50). It is clear that this

participant relied on self-motivation as a coping mechanism.

One of the participants said, ““And then every time I missed home, | would go to the mall, buy
something to make me happy (...) maybe listen to music and dance around (...)” (NFG
participant, interview 3, par. 3.42). For this participant, relaxation methods were used as a
coping mechanism for the different challenges faced during the first year at university.

Another participant mentioned faith: *“(...) my faith helps my coping a lot because I turn to God

if something is challenging (...)” (FG participant, interview 6, par. 6.42). This participant
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showed the importance of faith to assist with the different issues faced during the first year at

university.

From the statements above, it is clear that participants have different manners in which they
cope with the challenges they face during their first year at university. First-generation and

non-first-generation students need coping mechanisms for these issues.
5.1.3 Summary of the quantitative and qualitative results

First-generation and non-first-generation participants reported relatively equal levels of
adjustment. However, the generational groups differ significantly regarding personal
adjustment, with first-generation participants having a higher level of personal adjustment than

non-first-generation participants have.

From the qualitative analysis, mostly similar themes emerged for first-generation and non-first-
generation students. All participants were affected by the distance from their home
environment and the move away from their home environment. Both generational groups
indicated the important influence of their parents in their first year at university. The non-first-
generation participants were of the opinion that their parents’ knowledge and experience of
attending a university facilitated their adjustment, by preparing them for the possible
experiences they might encounter, possible pitfalls regarding time management, the new
financial responsibilities, and where they should go if they needed assistance. In contrast to
this, first-generation participants were of the opinion that the university experience was unique
for everyone and that their parents’ previous experiences would not have influenced their
experiences and adjustment. Both generation groups mentioned that having friends from school
and being in a residence aided their social and academic adjustment. In contrast to this,
participants did not forge meaningful relationships with their class peers and regarded them

merely as acquaintances.

Both generation groups agreed that the academic environment posed various challenges in the
form of the amount of work, the fast pace, the large and impersonal classes, and the fact that
the lecturers did not assist them as much as their teachers at school did. Both generational
groups indicated that their academic responsibility at university had changed significantly from
that at high school. Participants found various coping mechanisms to assist with adjusting to
the new environment, such as accepting personal responsibility, developing a sense of

independence, practising faith, self-motivation, and relaxation activities.
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5.2 Discussion of the Results

Next, the results are discussed and compared with existing literature and previous research
studies regarding adjustment and generational status. These results are discussed as they relate
to students’ academic adjustment, social adjustment, and personal adjustment.

5.2.1 Academic adjustment

The quantitative results of this study indicate that both generational groups had relatively equal
levels of academic adjustment. This contradicts previous research findings; for example, Jean
(2010) found that first-generation students believed that they were not able to adjust as
successfully to the new academic demands as their non-first-generation counterparts were.
Ward et al. (2012) state that first-generation students are not as prepared academically as non-
first-generation students are, and that first-generation students are considered to have
insufficient knowledge regarding the learning programmes a university offers. These findings

were not confirmed in this study.

In the qualitative section of the study, all the participants mentioned that the level, amount, and
expectations with regard to academic work at university differ significantly from those at high
school and that they were experiencing greater responsibility toward their academic workload.
According to Peterson, Louw, and Dumont (2009), struggling to manage the academic
workload at university has a negative effect on the academic adjustment of students. The
perceived difficulty of the academic workload influences the amount of effort students put into
their work (Bitzer & Troskie-De Bruin, 2004; Peterson et al., 2009). Reason, Terenzini, and
Domingo (2006) suggest that the academic foundation formed by students in their first year of

university will determine their academic success further on throughout their studies.

Tinto (1975) suggests that individuals’ academic integration at university depends not only on
their academic performance, but also on their intellectual development throughout university.
Students are now in a position where they develop their intellectual and cognitive skills further
(Reason et al., 2006) and use formal-operational thought (Sigelman & Rider, 2014). How
students cope with the academic demands they face at university will determine the level of
their academic adjustment (Baker & Syrik, 1989).

In the current study, the participants pointed out that the university environment expects high

levels of academic independence and does not offer the same level of assistance as at high
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school. Vygotsky mentioned that social interaction with authorities who have a higher level of
intellectual development contributes to individuals® intellectual development (Harrington,
2015). This may be a reason why students struggle to adjust to the academic environment, since
they do not form relationships with lecturers and faculty members to assist in their cognitive
and academic development. Regarding their academic adjustment, participants experienced
large classrooms as impersonal and also mentioned that the lecturers do not know them

personally.

Reason et al. (2006) found that students who believe that they receive academic support from
their university, faculty, and lecturers show a higher level of academic competence than their

peers without support at universities do.
5.2.2 Social adjustment

Both generational groups were very outspoken about the important role that various people
played in their social adjustment. The important role of social support is emphasised in many
theories and research studies. An adequate level of social support is necessary for students to
transfer from high school to university successfully (Baker & Syrik, 1989; Sommer, 2013).
Sommer (2013) writes that students who struggle to form the necessary social relationships and
interactions at university lack the support they need in the new environment. Students have the
opportunity in their new university environment to build and maintain different social
relationships with friends, classmates, lecturers, and faculty members. The level of social

integration will influence the overall adjustment of students to their new environment.

Participants highlighted family support, friendships from school, living in a residence, and
being in a mentor programme as valuable aspects in students’ social and academic adjustment.
Social interactions with various individuals in the university environment allow students to
adjust on various levels. Tinto (1975) states that social integration does not depend only on the
successful adjustment to and integration with the social systems of university as a whole, but
rather the successful development of friendships and integrating socially with some part of the
social system. Astin also indicates that the higher the level of students’ involvement in social
aspects is, the higher their level of adjustment will be (Rust et al., 2007).

The participants mentioned that classmates did not significantly influence their social
adjustment and were regarded as acquaintances that were available for academic projects rather

than for social gatherings. Tinto (1975) also mentions that the level of social interaction
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between individuals and semi-formal extracurricular activities play a role in students’ level of

social integration.

Participants from the first-generation and non-first-generation groups experienced different
types of support by their parents. While non-first-generation students mentioned that their
parents assisted them in preparing for university life, possible pitfalls, and the new level of
responsibility, first-generation student expressed appreciation for the fact that their parents

offered them this opportunity which they (the parents) did not have.
5.2.3 Personal adjustment

It was found that first-generation students showed a higher level of personal adjustment than

non-first-generation students did.

When the qualitative results were analysed, it was found that students from both generational
groups were affected emotionally by being away from home. Participants had to adjust to their
new level of responsibility and cope on their own because their parents were not available.
Both generation groups indicated that they experienced a sense of independence during their
first year at university. This concurs with what Chickering describes as the acquisition of
cognitive and psychosocial skills when students encounter the various living environments,
diversity, and academic challenges (Long, 2012). Thus, as students learn how to handle

challenges, they learn how to gain autonomy.

In facing various academic and social challenges, participants developed various coping
mechanisms, Baker and Syrik (1989) write that personal-emotional adjustment includes the
manner in which students cope with personal stress and anxiety. In a study done by Abdullah
et al. (2009), it was found that students experienced high levels of anxiety and negative
experiences at university. Psychosocial challenges students experience during their first year
give them the opportunity to grow on a psychosocial level. It is clear from Erikson’s (1980)
and Chickering’s (1969, 2005) theories that students develop their identities as well as intimate
relationships. Sommer (2013) mentions that different psychosocial factors influence the

academic and social adjustment of students in their university environment.

5.3 Chapter Summary
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In this chapter, the quantitative and qualitative results of the study were presented and
discussed. The quantitative results included descriptive statistics regarding the participants’
levels of adjustment and the difference between first-generation and non-first-generation
students. The qualitative results were discussed in terms of the main themes that emerged
during the semi-structured interviews. This was followed by comparing the quantitative and

qualitative results with literature and findings of previous studies in the field.

67



CHAPTER 6: DISCUSSION OF THE MOST SIGNIFICANT FINDINGS,
LIMITATIONS, AND RECOMMENDATIONS

In this chapter, the most significant quantitative and qualitative findings of the research study
are summarised. Secondly, the limitations of the present study are presented. Finally,

recommendations for future studies are made.
6.1 Discussion of the Most Significant Findings
In summarising the findings of the present study, some key findings can be highlighted.

It was found that first-generation students have significantly higher levels of personal-
emotional adjustment than non-first-generation students do. This is in contrast to previous
research that mostly associates lower levels of adjustment with first-generation students. A
possible explanation for this finding may be that the lack of parental support first-generation
student experience may prompt them to take more personal responsibility for their own well-

being.

In contrast to previous research in the field, much similarity between the first-generation and
non-first-generation students was observed with regard to most of the other domains of
adjustment and students’ qualitative perceptions of their adjustment. It may be possible that
not only first-generation students, but also most South African first-year students (despite their
generational status) feel underprepared for the academic and social challenges at university.
This may be attributed to the increasing academic gap between high school and the higher
education environment or to the move from the insular communities students come from to the
highly diverse and transformed university environment. The impact of inadequate schooling
and academic preparation on students’ academic adjustment should be kept in account.
Students who do not receive the necessary financial support from their parents, usually have to
find a part time job to finance their studies. This will limit their opportunities for socialising

with students.

Participants in this study reported a multitude of challenges regarding their academic and social
integration. Although participants obtained relatively moderate scores on the SACQ, they were
able to articulate various relevant challenges and difficulties in adjusting to first-year university
life. As would be expected from a developmental perspective, these environmental

circumstances challenged students to develop on cognitive and interpersonal levels. This
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includes finding their own responsibility and voice in their academics, as well as developing a
personal identity, mature interpersonal skills, and a sense of autonomy. Still, when students
struggle to live up to the expectations of higher education, institutions can play a great role in
scaffolding students towards their optimal level of development. Considering the challenges
students articulated in this study, these interventions might include orientation programmes
with regard to the expectations of higher education, time management programmes, activities
to facilitate class peers to cooperate, and mentor programmes especially for students who are

not living on campus.
6.2 Limitations of the Present Study
In the present study are various limitations that should be considered.

The first limitation relates to the sample. For the quantitative section of the study, a non-
probability convenience sample of 122 students participated; therefore, the results obtained
indicate the adjustment of only a small group of first-year students at one specific university.
A larger sample group recruited through probability sampling would have provided a sample
that is more representative and results that are more generalisable. While six individual
interviews might be regarded as enough, the richness and depth of data could have been
improved by not just including more participants, but also a more equal representation of
respondents since only two first generation students were interviewed. Furthermore, focus

group discussions with students of both generation groups could also have added value..

Data collection was done in Afrikaans and English, the two official languages of instruction at
the UFS. Many of the participants in this study do not have Afrikaans or English as their mother
tongue. This might have limited their ability to comprehend the questions or express
themselves fully. Although the researcher was sensitive to language barriers and made an effort
to explain concepts and ask for clarification where necessary, it is acknowledged that the use

of a second or third language in research is a complex issue.

Both the quantitative and qualitative forms of data collection were self-report methods and
expected from students to reflect (retrospectively) on their adjustment during the first year.
Some participants’ views might have been skewed by their current feelings and experiences,
limiting their ability to recollect the events and experiences of the first semester in their first

year.
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6.3 Implications and Recommendations for Future Studies

The findings in this study can provide guidelines for higher education institutions as to how
these institutions can support students towards optimal adjustment. As mentioned, in light of
the challenges participants in this study mentioned, more attention and focus can be placed on
orientation programmes, time management programmes, activities to facilitate class peers to

cooperate, and mentor programmes.

Several recommendations can be considered for future studies regarding adjustment in first-
year students. Firstly, language barriers can be addressed by translating the questionnaires into
the languages of the participants and conducting interviews either in the participants’ mother
tongue or by using a professional translator. Secondly, in addition to investigating the
differences in generational groups, the difference between the adjustment of male and female
students can also be investigated in future studies. Furthermore, other key factors such as the
role of the quality of high school education (school quantile status), as well as the availability
of financial support should be considered for future studies. Students’ academic achievement
can also be included and compared with regard to their academic preparation and academic

adjustment.

Lastly, larger and more representative sample groups from more than one university can be

considered in future studies.

6.4 Conclusion

This chapter concluded this research study by providing an overview of the most significant

findings, the limitations of the study, and recommendations for future studies.
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Individual Interview 1. White, Afrikaans, Female, Non-first-generation

1.1  Participant: |am *, third year Psychology student; | am a white girl and a Christian.
Not a first-generation student.

1.2 Interviewer: Okay, so let me begin the questions. How did you experience your first
year?

1.3  Participant: |think what you said about the first-generation definitely played a role,
so | knew what to expect. I am an only child, so I couldn’t learn from brothers and sisters, but
I learnt from my parents’ frame of references, as well as from friends that were already at
university. The fact that | knew what to expect made things a lot easier - | knew there was a
res, | knew you went to class, how everything works, that there aren’t teachers but lecturers —
and I think if you have that frame of reference, it makes things easier. The biggest adjustment
was rather preparing food for yourself, doing your own laundry. Not so  sure academically —
such as workload and those type of things. To start studying earlier was one thing, but it wasn’t
like a train smash.

1.4 Interviewer: Okay, and do you feel you adjusted well thus far?
1.5  Participant: Yes, yes.

1.6 Interviewer: Okay and how was the experience at the beginning of the first year for
you?

1.7 Participant: Well, I live in Limpopo, so it’s rather far - 650 km from here. So it was
a bit difficult to know that my parents weren’t immediately available. The first two weeks I fell
on my head and had to get 13 stitches. So that was bad because I didn’t know anyone and didn’t
have a car. My parents then had to come 650 km’s far, so that was a bit of a challenge. But the
res helped me a lot because you know there is a roommate readily and you know you have a
network of support, and you are on campus. So | think if I didn’t stay on campus, it would have
had a worse impact.

1.8 Interviewer: So it was better to live in res?

1.9 Participant: Yes.

1.10 Interviewer: How would you describe your social adjustment?

1.11 Participant: | think also good, because of the res. So the whole time, | had someone
to go to — even if it was just the HK. And then with your room mates, you make friends. And
then many people come here with friends from school which is also easier. So you still then
have something familiar here — which I now didn’t have, but at least you make friends quickly.
1.12 Interviewer: So friends in class weren’t a problem then?

1.13 Participants: Yes, | didn’t make friends in class very extensively; | think the

communication is interesting sometimes. But two of the girls in my class were in my res so we
stuck together.



1.14 Interviewer: So it was rather friends from res?
1.15 Participant: Yes.
1.16 Interviewer: Can you describe your personal and emotional adjustment?

1.17 Participant: Emotional adjustment was good, the reason being that the HK helped us
so well. In my second year it was more difficult for me to return than it was in first year. My
dad and | agreed that in your first year, everyone treats you so carefully and asks if you’re
alright, the HK shows you — “this is here, and this is there, now you should go study, and now
you should do res activities”. And then in the second year, no one is concerned about you
anymore. You take care of yourself. No one picks it up if you feel sick. So again — the first year
was good because the HK helped us.

Personally, what do mean...

1.18 Interviewer: For instance, any psychological, any anxiety about your studies or so...

1.19 Participant: Oh, no. I did stage door in my first year — that first year concert that we
all have to do. We had to practice for eight weeks, and that took a lot of time. In the evenings
we trained from 10:00 — 12:00, and then in the mornings as well sometimes from 06:00 — 07:00.
This was rough in the beginning, but afterwards | had so much time. So this really taught me
to prioritise — as there was so many things to do in one day, so afterwards everything could fit
in nicely. So it was a good thing with regards to that.

1.20 Interviewer: So you actually had time left then.
1.21 Participant: Yes.
1.22 Interviewer: How would you describe your academic adjustment?

1.23 Participant: Uhm, very well. In my first year | had a distinction for the average of all
my subjects, and again | think it was because my parents were at university. So my father said
from the beginning that you build up marks with semester tests, so unfortunately you do go to
class. And if you do well in the semester tests, your exams are so much easier. Because
someone told me that, I could do well in my first year. But other people whose parents did
everything for them at school — like some of my friends, failed their first year. Because they
literally came here and thought “Yho, it’s a great time!” So I think in that regard your
circumstances at home have a great influence, because your parents are able to tell you: “Do
this in that way, start out like this”. My parents also didn’t do everything for me at school; I
did my own assignments and learned by myself, so when | got here | could just continue like
that. Because other people’s parents weren’t here.

1.24 Interviewer: Do you think it would have been different for you if your dad didn’t
prepare you like that?

1.25 Participant: | would easily have thought “the classes are easy; | can catch up by
myself later” or go to class less often, or not feel worried, because the exam is yet to come. So
I don’t think 1 would have jumped in and start to work immediately, because of the thought
that there still is a lot of time.



1.26 Interviewer: So the fact that your parents were at university definitely played a big
role.

1.27 Participant: For sure. Emotionally | knew what to expect. Many people come here
and can’t believe everything is so big. And many of the first years — the black first years/first-
generation students — didn’t know what to expect at all. They were very confused in the
beginning. For example, they didn’t understand why you have to follow certain steps when you
have a problem with something. And with regards to academics — that you can’t study the night
before and things like that.

1.28 Interviewer: Do you think you adjusted better because you are a woman?

1.29 Participant: | won’t say adjusted better, but I think with regards to academics, we
girls tend to work a bit harder. So, both my friends that failed their first years were boys. My
dad also said, as he was at university himself, he pays once and then we pay ourselves. So this
was definitely a good motivational factor.

1.30 Interviewer: Is there any specific coping mechanisms that you used?

1.31 Participant: 1 just start in time, because | tend to stress easily. For example, next
week | write three tests, and in first year it was also like this many times. So | just start in time.
If I know I start a week beforehand, and | put in everything and are prepared thoroughly — even
if I don’t do well then, I am fine. Then | know | did my part.

1.32 Interviewer: Did you learn something on a personal level from your friends and the
ways in which they adjust?

1.33 Participant: | can’t think about anything specific right now.



Individual Interview 2: Black, English, Female, Non-first-generation

2.1 Interviewer: Okay, start with your name.

2.2  Participant: Okay, | am *. Second year, non-first-generation varsity, | am black.
2.3 Interviewer: And female.

2.4  Participant: And female.

2.5 Interviewer: Okay the question firstly is how did you experience your first year at
university?

2.6 Participant: Pretty fine...I mean its fine when you adjusted properly; it’s just that the
languages are a bit different, otherwise | am fine.

2.7 Interviewer: Only the languages?

2.8  Participant: Ja.

2.9 Interviewer: Nothing like staying in a new home, financial aspects...

2.10 Participant: Staying in a new home was weird but | adjusted quick. Because my
friends are there, so it was not like very bad, but I just missed mom's home cooked meals and
just sleeping when | feel like sleeping. Not having to cross night all the time and all the crazy
stuff, just I miss that.

2.11 Interviewer: Okay...uhm how do you feel you have adjusted so far?

2.12 Participant: Pretty good, I mean financially wise | have learnt to like control my
spending and like time it sort of towards the end of the month - then I can just finish all my
money. | know like in two days’ time my dad is going to put in money, so | can survive 48
hours, it’s not too bad.

2.13 Interviewer: (Laughs).Ja, no it’s alright, and uhm...Otherwise classes?

2.14 Participant: Classes are fine, my mom was pretty surprised last year, she was like:
“oh okay”, so this year I’m trying to upgrade.

2.15 Interviewer: Okay and how did you experience the beginning of your first year?
2.16 Participant: Oh it was very cold.
2.17 Interviewer: Cold?

2.18 Participant: Yes, | am from Maritzburg and it’s like a bit coastal, at least our winters
are not too cold - it’s a bit weird.

2.19 Interviewer: Ahum...



2.20 Participant: And | had a seven o'clock class which was never fun, | was always late
for that class, uhm no | am not waking up for this one not today. | have adjusted, now it’s better,
I have picked my classes in a way that sort of works with my mood, so no class before eight
o’clock. Everything after eight or nine then I’m like chilled, otherwise ja...

2.21 Interviewer: Otherwise it’s good?

2.22 Participant: Ja.

2.23 Interviewer: Okay how would you describe your social adjustment?

2.24  Participant: Uhm, it’s good. I think it is because when | came here, already two
people from my previous school were already here and they knew people and we just kind of
started to go crazy - | guess because they are crazy.

2.25 Interviewer: So it was not hard to make any friends in class.

2.26  Participant: In class yes. Because in class | do not talk, 1 am there for class, not
socialising or anything, but outside of class, if we have projects or group discussions - | will
participate. But when it is class time | just sit down and take notes and then 1 just stand up and
just leave.

2.27 Interviewer: So you do not have friends in your class now?

2.28 Participant: In some classes, but not all of them, just like three out of six classes that
I know people in. So do you minus or add people that you stay within the commune? Because
if that is the case, | personally know more people in five of my six classes then.

2.29 Interviewer: Okay that’s alright then. Are you in a hostel?

2.30 Participant: No, | am in a commune.

2.31 Interviewer: Okay, uhm...and how would you describe your personal and emotional
adjustment?

2.32 Participant: Not too bad, uhm I mean emotionally I would have been difficult last
year because, | stayed at home. | have never been in a boarding school so coming here was a
bit weird, but I think it was good-ish...the first two months were horrible, then after that | was
fine.

2.33 Interviewer: What made it horrible? Being away from home?

2.34 Participant: Being away from home and the crazy weather and the school work and
there’s no one. School - at least | have a framework, here it’s like: “do whatever you want, if
you want to hand in, hand in but if you don’t, like whatever.”

2.35 Interviewer: |It’s your responsibility.

2.36 Participant: Yeah, so that was a bit difficult.



2.37 Interviewer: Ok, and uhm how would you describe you academic adjustment?

2.38 Participant: It’s pretty good, | mean I got two A's and my other subjects are in the
60's, | mean | failed psychology (Laughs). But my predicate was really good so | didn’t feel
the necessity to study for my exams, | was like: “ahhrg, I am just going to pass this”, then I got
there and | was like: “oooooohh mother of god” (Laughs), what happened there was crazy. |
like, and I knew | was like: “uhm | failed this one”, but | am repeating it second semester this
year so | will make sure | study for my exams.

2.39 Interviewer: (Laughs) the predicate can’t get you through.

2.40 Participant: (Laughs) dude! 79! and then I get there like: “arghhh you failed your
exam”, | was in KZN the day before we had to write second opportunity and | was like: “today
is the fourth , tomorrow is the fifth I can’t” - I was like: “next year we will see this one”.

2.41 Interviewer: Okay and uhm...otherwise academic adjustment? Classes? Everything?
2.42 Participant: Yeah it’s pretty fine.

2.43 Interviewer: Okay and do you feel like you have adjusted better because your parents
attended university?

2.44 Participant: Yes! Because they understand the financial side of it that you still need
money. Even though they give you money on the 15™ | still need money towards the end of
the month. At least they get that part so again it’s like okay at least.

2.45 Interviewer: Okay did they prepare you for the academic things you

2.46 Participant: Yes, they told me it’s going to be crap and if I sleep | am going to fail,
they were like: “uhm you fail we kick your ass when you come back to KZN”.

2.47 Interviewer: (Laughs) so they did prepare you in a way for university?

2.48 Participant: Mentally but it wasn’t a good preparation like: “agrhh it’s going to be
fun!!” 1t was more like: “you fail you die!” That is just...

2.49 Interviewer: (Laughs) and do you feel like you have adjusted better because you are
female?

2.50 Participant: No...not really..

2.51 Interviewer: Not really?

2.52 Interviewer: Would it be?

2.53 Participant: (laughs) I don’t know!! I don’t know!!

2.54 Interviewer: Not really?
2.55 Participant: | think because | am female - maybe if | don’t have food I don’t have an



ego and | like, no | can’t ask...I would be like: “Yo! Listen guys for the next few days you will
be putting on upgrade, just saying”, and | would just go to the fridge and start eating. | really
would and my housemates are pretty cool so it’s like okay.

2.56 Interviewer: That’s alright and uhm any specific coping mechanisms that you used in
first year?

2.57 Participant: Call a lot! At home, like I call my granny like nobody's business. Like
Yo! you need some comedy action like granny, she will just start talking like out of nowhere
about something that’s not...you not even there but she puts you in the picture and you are like:
“okay”, you start laughing ... sort of forget about whatever you are going through at varsity.
But a lot of calls to mom and granny. Ja, that really helps like: “what do you want? How is
school?” But granny...comedy central...it’s fun!

2.58 Interviewer: So you phone home a lot?

259 Participant: Ja.

2.60 Interviewer: Okay, and uhm any psychological angst?

2.61 Participant: Psychological what?

2.62 Interviewer: Psychological angst, things that make you nervous to be here.

2.63 Participant: | was super nervous my first year here, I remember I was like: “I couldn’t
deal.” Campus felt like it was like a hundred kilometres walking from the admin to...yho I just
felt like... and everyone looked older and | was like uhm 1 feel like a 10 year old and everyone
was looking at me funny like why are you lost? (Laughs) like why are you lost yho like
everyone looked at you funny. Like when | was walking with either him or like my friend, they
know where they are going so they do not even tell you, that I turning here they just turn and
you still walking, and | am like: “what the hell?”

2.64 Interviewer: And then after that?

2.65 Participant: No, I think I learnt pretty quick so it was like okay chilled after I got lost
a couple of hundred times...I learnt as | went. But I think | learnt quickly because | got lost so
much.

2.66 Interviewer: (Laughs) Uhm Ja?

2.67 Participant: Because | will end up in another building, like: “No, this is North block
what are you looking for? Oh psychology it’s that side”. So next time | had class there | never

got lost I know how to get there, so it is chilled.

2.68 Interviewer: Okay, so is there anything else that you feel...uhm influenced your
adjustment during first year?

2.69 Participant: Having a...uhm good boyfriend

2.70 Interviewer: (Laughs)



2.71 Participant: It helps when you have someone to shout at and vent sort of...and he
helps a little here and there, he proof reads stuff and whatever so ja, and maybe at home like
being able to have someone you can talk to constantly - not someone whose: “like | can’t talk
right now.”

2.72 Interviewer: Having a support system?

2.73 Participant: Ja, it’s pretty good.

2.74  Interviewer: Ok then that’s it! Thank you.



Individual Interview 3: Black, English, Female, Non-first-generation

3.1 Interviewer: Okay, | am going to start the interview by asking you to state your name,
age, your gender, your race and whether or not you are a first-generation student.

3.2  Participant: My name is *. I am 19, | am a female and | am black. | am not a first-
generation student.

3.3 Interviewer: How did you experience your first year, in general, your first year in
university how was it?

3.4  Participant: Honestly at first it was as expected. In the sense that my sister went to
WITS university and when she got there the treatment was much harder and harsh - so every
time she got home she would be like: “Hey, this is what they are making us to do”, showing
me videos and singing the songs - we would have a laugh about it and sometimes she would
call home saying that she has lost her voice because of certain things. So when I got here 1
knew they were going to treat us, it as expected. And in terms of work load, honestly...uhm
when | changed schools back in high school from a private school to a government school,
which functioned like a private school as well, | realised the way we did things throughout the
public school was similar to how it’s done in university. They do not spoon feed you no, they
give you your work and they give you an outline, that’s basically just it. The rest is in your
hands.

3.5 Interviewer: So when you say treatment do you mean res people or is it just like
university and the lectures as a whole, or is it based on res?

3.6 Participant: It’s just res.
3.7 Interviewer: Is it just res?

3.8 Participant: Like the whole first year experience. | feel like with lecturers it’s not
like they know you. You are just a number once you get to varsity. And it’s understandable
considering that in a lecture you are like 800 /600, so | cannot blame them. But in res, in terms
of treatment 1I’m talking about the singing, the walking up and down Rag farm and what not.

3.9 Interviewer: Okay, and do you think you have adjusted so far? As in from your first
year until now, do you feel like you have adjusted and how long did it take you to adjust during
your first year?

3.10 Participant: |don’tthink I adjusted in my first year. But it’s only now that | can say:
“Okay, | am finally starting to accept the situation at hand”. Because last year | remember at
this time 1 would have gone to Johannesburg or home about three times, and considering that
it’s only March and then now I am only going home for the first time, this time tonight. So
basically 1 can say | am working on it, I am growing. But home will always be home, so
eventually you will have to think about the money that your parents are spending on bus tickets
and what not and you will adjust somehow, somewhere you just have to.

3.11 Interviewer: How would you say...what would you say was the hardest thing about

leaving home, what was the most hardest?
3.12 Participants: Uhm...Apart from my bed I could say my parents, my parents.
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3.13 Interviewer: Did you miss your parents a lot when you were first year?

3.14 Participants: Yeah, because even though I spent most of my life in high school in a
hostel, every time | got home for weekends | am used to my dad walking past my room, waking
me up and my mom also waking me up like ten minutes after my dad woke me up, telling me
that breakfast is ready and that whole process. Watching TV with them and the little stupid
arguments, every single thing, oh ja, and my little sister too.

3.15 Interviewer: So that was the hardest thing, and how did you experience the beginning
of your first year, let me say the first few days you were in university and how long did it take
you to accept and...

3.16 Participant: Is it in terms of classes or in terms of...
3.17 Interviewer: In general, in terms of everything, your first few days in university?

3.18 Participant: | was actually excited hey. The first few days, | remember I got here on
the 22 of January, it was my sister’s birthday when | got here. Uhm, we had athletics, so
basically | was really excited, making so many friends and seeing so many faces. But honestly
it scared me, because you will never know what lies ahead and of all the stories that you hear
about people getting kicked out of varsity, this and that, and the pressure that arises as time
goes by . So | was excited and at the same time scared.

3.19 Interviewer: What was your biggest fear?

3.20 Participant: My biggest fear was failing.

3.21 Interviewer: Failing in life in general or failing academically?

3.22 Participant: Failing academics, in life what | understand is that there will always be
a plan B, you can always rectify that mistake. But in academics if you fail, yes you will get a
second opportunity to correct that mistake but once you mess up the second time, you don’t

get another opportunity.

3.23 Interviewer: So that was your biggest fear? Failure? Understandable. And your social
adjustment? How would you describe that in your first year?

3.24  Participant: Oh gosh I have so many friends!

3.25 Interviewer: Really?

3.26 Participant: | have so many friends, last year my roommate actually complained,
because people where always in my room at odd hours of the night - eventually it became that
thing of | can adjust with different personalities | can be quiet sometimes, | can be loud
sometimes, sometimes | can just be social, but then not too social or little social, so basically
in terms of social, | am very social, | have so many friends, oh my goodness!

3.27 Interviewer: So it’s easy for you to make friends, would you say it’s easy for you to
make friends or do you find it sometimes difficult?
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3.28 Participant: It’s easy for me to make friends, because basically I will not judge
people for who they are, for example let’s just say | meet someone who is a lesbian, and
everyone is like: “No, | am scared the person will end up asking me out”. | don’t care about
such. I am upfront with the person about me being lesbian or not, then I feel like the person
will not make a move, but if | keep it a secret - “I like girls, I like guys” - the person will
eventually make a move. So basically | do not judge, okay, | do but not... everyone judges but
there are certain things that | can adjust to and accept them the way they are.

3.29 Interviewer: So do you have friends in class or just res?

3.30 Participant: Everywhere, in class, in res, on campus randomly, some people | don’t
even have classes with. When | am walking to the bridge, let’s say | take a first year to walk
me to the bridge, | am always waving and then the first year would be like: “I am never walking
with you again, you know everyone.”

3.31 Interviewer: | get that, and your academics how would you describe that, how would
you say you have adjusted in terms of academics? How is it going with your academics?

3.32 Participant: Okay, compared to first year | just winged everything. The aim was to
just pass, and just pass regardless of how much you got. Because when | got here, I still had
that mentality where everyone kept on telling you: “When you get to varsity, if you get a 50%
just celebrate”. So when | got here | got like fifties and | would celebrate. | wouldn’t focus at
trying to improve my marks - but focus on passing which was my biggest mistake. But then
this year | changed courses, | am still doing B.Sc, but from genetics to food science. | realised
that once you apply yourself and stop thinking about passing but giving it your all, you actually
start enjoying it and do really good.

3.33 Interviewer: Uhm, thatis good. And do you feel like you adjusted better because your
parents went to varsity? Or would it have been the same if they didn’t go to varsity?

3.34 Participant: | think I adjusted better because they did go to varsity.
3.35 Interviewer: Why?

3.36  Participant: Thing is since high school, like matric basically, when you get home my
mom would be like: “If you do not work hard, no varsity is going to take you for this”, this and
that. And then I was like: “okay”, started working hard, got accepted into certain varsities. Fine
after first year, okay let’s just say in June when the results come out | get home, | show them
my marks. And then they would be like: “Ja, | understand it’s going to be different, it’s going
to be tough from what | experienced. But still this is what you can do; get tutors, things are
available for you.” They know everything, they know where | should go if | need help. Unlike
someone whose parents didn’t go to varsity. They are just happy with whatever comes home,
they do not care.

3.37 Interviewer: So you would say, in a nutshell, they prepared you?

3.38 Participant: Ja
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3.39 Interviewer: Okay, and uhm do you feel like you adjusted better because you are
female, or maybe you think if you were male it would be more difficult?

3.40 Participant: Honestly I think it is the same, it’s the same. It is like when we get
practicals, we are mixed in a group, it’s all guys and girls. When we have projects - same thing,
practicals same thing. Even the online tests everyone has a different thing. So we all have the
same, or equal share, of labour and what not.

3.41 Interviewer: So *, last words. What coping mechanisms did you use? Do you have
any coping mechanisms when you were first year that made it better for you to be here, and
how was that?

3.42 Participant: Uhm...Honestly, first of all by learning how to save my money
financially. I realised I will not miss home that much. Because when | was at home, you could
get anything you want. But now that you are here you have to care for yourselves. You are
living on a salary, a stable month to month. So basically the amount I got in January had to last
until month end and same thing, same thing. So after doing that I started saving up. And then
every time | missed home, | would go to the mall, buy something to make me happy.

3.43 Interviewer: To make you feel better? Retail therapy?
3.44 Participant: Ja, when | came back maybe listen to music and dance around a little.

3.45 Interviewer: So you would say your coping mechanism was just to make you feel
better?

3.46 Participant: Sometimes | would call my parents and talk to them and be like: “I miss
you guys”. But then my dad actually tried something different. He resulted [revolted] . He
spoke to my mom about this. He was like: “if she calls more than two times a day do not pick
up. Only pick up the first time and the second time, do not make the conversations too long.”
So now | talk to my dad in the mornings and in the evenings. During the day he will sometimes
call just to check up on me. But if I call him more than twice, he will not pick up. I will call 70
times, he will not pick up. They never pick up. Because they say the more 1 talk to them, the
more | long to see them. So by them being a bit distant they are giving me some time and space
to grow and listen to what | really want to do.

3.47 Interviewer: Do they still do that now that you are second year, and do you feel like
you still miss them as much as you did when you were doing your first year?

3.48 Participant: Not really, because in my first year whenever things got tough I didn’t
know where to go, so | would just call mommy and daddy and started crying. So this year when
things get tough | am like: “I need to shape up and stop being a sissy.” Basically | know my
parents will not be here for the rest of my life. So at some point | also need to start acting
independently and stop with the mentality of thinking 1 am independent without showing it.

3.49 Interviewer: And would you say you have grown now, from how you were during
your first year and how you are now?
3.50 Participant: Ja.

3.51 Interviewer: Ok thank you *.
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Individual Interview 4: Black, English, Female, Non-first-generation

4.1 Interviewer: Okay, | am going to start by asking your name, your age and whether
you are first-generation or not, and your race and, ja that kind of information. So start by stating
those things.

4.2 Participant: Okay, my name is *, surname *. | am 21 years old and | am not a first-
generation student and 1 am black.

4.3 Interviewer: Okay how did you experience your first year? Think back to your first
year, how did you experience university in your first year?

4.4  Participant: Well, being a first year, most especially being a residence student, was
kind of difficult and fun at the same time. I have some memories. The difficulties were when
it came to diversity, diversity was the biggest problem. They tried so hard to make interactions
and connections with first years and everything but we just couldn’t find ourselves on the same
level as other races, there always had to be some, let me say, some invisible borderline, ja,
something like that.

4.5 Interviewer: So would you say that was a factor when you were first year?

4.6  Participant: Yes, that was a factor because you would find some people from my
race, mostly, would not want to go to the...what do you call them “inters”. Because they felt
like they were not included somehow only a certain group of people where catered for and
everything, yes.

4.7 Interviewer: So would you say coming to university that was the first challenge that
you had?

4.8  Participant: Ja, I think that was the first challenge | got because it was during those
first Rag weeks, academics had not started by then.

4.9 Interviewer: So where you come from, how do people see race and what are the
challenges there?

4,10 Participant: Where | come from everything is normal, 1 am from Bloemfontein. I
went to school with white people. | did not experience racial inequalities as much as | did here.
When I got here it was a different thing.

4.11 Interviewer: So that was your major problem?

4.12 Participant: Yes that was my major problem.

4.13 Interviewer: So from your first year and now, how have things been? How have you
adjusted?

4.14 Participant: Well | would say | have adjusted, because last year | was kind of
observing during my first year. | was the quiet one, like now I am like fine, I have adjusted.

4.15 Interviewer: So from first year you would say...
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416 Participant: Ja, everything is better now. I think I have opened up to a lot of things.
I am kind of like getting in there.

4.17 Interviewer: That’s good, and how did you experience the beginning of your first
year, your first few weeks or let me say days here, how where they and how did you experience
them?

4.18 Participant: Oh, they were busy, hectic. There are days where I look back now and I
can say they were memories made. But, at like that time | was like: “hate being here. | do not
want to be here, | want to go back home”. But | got used to it, now I look back and think like,
yeah memories made.

4.19 Interviewer: How long did it take you to accept everything?

4.20 Participant: Like until I got my first privileges. That is when | felt like: “okay
everything is going well now.” It was around May 1 think.

4.21 Interviewer: Would you say res was challenging for you, or outside res was also
challenging. How did you experience the university itself?

4.22 Participant: | would say both. Because | had res activities and | had academics this
side, so there was kind of like conflict. Some pulling others down, | would say both. | found
challenges both sides. Because university you have to adjust to new systems, it is not high
school anymore. But then | got used to it.

4.23 Interviewer: So | hear that you are from Bloemfontein, what made you decide to
move away from home and stay in a koshuis?

4.24  Participant: Actually | am in the rectors program. So he was like: “I think you guys
should come stay here”. Because he was sponsoring our school, he was in connection with my
high school. So he was like: “if you pass this way | am going to take you. | want you guys to
stay here on campus where | can see you, where | can put my eye on you guys.”

4.25 Interviewer: So how has that been for you, moving from home and staying here, is it
much different?

4.26 Participant: | think I felt the difference in a sense that, changing environments.
Because when | first got here, like the first week | was very sick, allergies and stuff. And then
they were like: “I think it is adjusting to a new environment.” So it was difficult, but | got used
to it. I got medical treatment and everything went well.

4.27 Interviewer: So...uhm moving from home, what was the biggest challenge?

4.28 Participant: Moving from home?

4.29 Interviewer: Leaving your parents and coming here.

4.30 Participant: The biggest challenge? The support that | am used to get, because |1 am

the only child living with both my parents at home. So having to leave that gap between us, I
felt that something was missing. | felt the gap, yes.
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431 Interviewer: So...uhm how has your social adjustment been, so in terms of friends
and social life?

4.32 Participant: In first year, | came with * because we are from the same high school
and stuff. So | was with her all the time, so | haven’t really changed. But then I think second
semester last year that is when | got to talk to other people, make new friends you see. | made
new friends, some we just did not get along, but I still have that circle of people, a group of
people that I am still with, who I think I click very well with.

4.33 Interviewer: And outside res do you have any other friends, outside res?
4.34 Participant: From campus?
4.35 Interviewer: Yes from classes...

4.36 Participant: No I only made friends in res, | don’t have friends in classes. | go to
classes alone, ja. | only associate with them during group assignments.

4.37 Interviewer: Why is that? Is it hard to make friends in class or did you just decide not
to make friends?

4.38 Participant: Ja, | just decided not to make friends, you know when it comes to
academics you don’t want that kind of thing. So | was like: “Res friends, that is enough.
Academics; I am on my own.”

4.39 Interviewer: Okay and financially? How do you feel financially, have you adjusted
financially, being independent and all?

440 Participant: Well financially | haven’t adjusted because | call my parents all of the
time, like: “I need this, | need that.” | still need to work that out, that one out, because | haven’t
adjusted, seriously.

441 Interviewer: What is challenging? Are you spending too much?

4.42 Participant: | think I am spending too much, you will be like: “Okay | am drawing
up a budget one, two three”, but you end up buying this and that - unnecessary stuff.

4.43 Interviewer: So was it hard in your first year or has it improved?
4.44 Participant: |would say it has improved, a lot. It has improved. You learn with time.
4.45 Interviewer: And with your academics? How is your academic adjustment?

4.46 Participant: | started out on a very bad patch; it was not well. You are adjusting from
high school, spoon feeding and everything. And then you are here. You are on your own, you
do it or you don’t do it - nobody cares. | am used to that “Do it, do it! Do it!” So | was much
more relaxed. After first semester | was like: “Okay *, you have to pull up your socks”. That
is when | realised that you have to work hard. But now | think | have adjusted, 1 am fully
adjusted.

4.47 Interviewer: So second year is better that it was in your first year?

17



4.48 Participant: Ja, than when I first got here.

4.49 Interviewer: Do you feel like you adjusted better because your parents went to
university or...?

450 Participant: No itis not because of that. They were not like: “* , you are at university
now, you have to act like this, we have been there”. They were like: “This is university, now
go do your things.” We all know how university is. Just go there; you know why you are there.
You have to study and do that and do this. We all know there is that life, the fun life, the friends
life, whatever, but always keep in mind why you are there. Have a reason why you are in
university in the first place.

451 Interviewer: So would you say that prepared you?

4,52 Participant: Ja, that prepared me, because they were not like, “you know I know this,
don’t do this, do that, | have been there”. And you would be like, “you do not want me to do
that? 1 am going to try it out.” So they were like, “we know how it is, just know that you are
there for education, get your degree, we know there is going to be this, there is going to be that.
Do not let it interfere with your academics”.

453 Interviewer: And so you feel like you adjusted better because you are female? Or if
you were male it would be sort of the same?

454 Participant: | think with males it would have been better. It is better with males
because they are those people who feel free around each other. Even when they come to me,
you feel like 1 do not know this guy but he is still free around me. Males | feel like they adjust
quickly than we do.

455 Interviewer: So overall if you would talk about your first year what would you say?
Overall? Now comparing with second year? What would you say were you biggest challenges,
including res and the university?

456 Participant: | would say that the biggest challenge was the university. Classes, from
the first day, you get your timetable you do not know how to work it out. It was...looking back
now | would say it prepared me for the coming years. Because when | was in first year | was
miserable, 1 was like, “I do not want to do this, | want to go back home.” But now like ja, it’s
fine. Academics were killing me, 1 did not understand a thing, | got lost. Everything was just
too fast for me. But like now | feel like I adjusted, everything is fine. The only problem was...|
think adjusting was the only problem. Because everything was too fast for me and it was only
like, “I just got here just slow down.”

457 Interviewer: It took you some time to adjust to things. And would you say now, the
res issue that you spoke about, would you say it has improved or is it still the same as when
you got here?

458 Participant: |think it has improved in a way, it has improved. But you still spot that

small thing that just happens, but it’s fine. But it has improved. You can see a lot of difference
now.
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459 Interviewer: And with your first year, what would you say your coping mechanisms
were? What did you do to cope with the pressure of being in varsity?

450 Participant: You know what? | just told myself that, “you know what (sorry about
what | am about to say), | was like screw everything | am just here, | am just going to class, do
my assignments do my work. | do not care about the rest.” That is how I coped, | was like: “I
am not going to let that affect me, screw that, screw this I am just going to focus on what I have
to do.”

451 Interviewer: * that is the end of our interview, Thank you.
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Individual Interview 5: Black, English, Female, First-generation

5.1 Interviewer: Okay, | am going to start by asking you to tell your name, your age, and
whether or not you are a first-generation student and your race.

5.2  Participant: Okay, | am*. 1 am 21 years old, | am a first-generation student and | am
black.

5.3 Interviewer: Okay, how did you experience your first year? How was it for you, the
whole of first year in general?

54  Participant: Uhm...my whole of first year was...uhm very challenging for me in
terms of academics because then I...It is quite different from what we are used to in high
school. And | did not have all the necessary information for my course. So that was very
challenging, but then with the help of, like getting an academic mom from res. That helped me
and ja. | think academics were the most challenging thing. But socially and whatever it was a
great experience.

5.5 Interviewer: And leaving home? how was that for you?

5.6 Participant: It was fine; | am actually used to not living at home. So it’s not really...
5.7 Interviewer: Oh were you in boarding school?

5.8  Participant: Yes I was in boarding school.

5.9 Interviewer: So was it your decision to move from home and...You are from
Bloemfontein right?

5.10 Participant: Yes.
5.11 Interviewer: So you moved from home and decided to stay in res?
5.12 Participant: Ja, | wanted to stay in res because of...Sorry | am so nervous.

5.13 Interviewer: No, no it’s fine (Laughs). Why are you nervous, is it because of the
recorder?

5.14 Participant: No...I am just an awkward person (Laughs)

5.15 Interviewer: |am awkward too, so let us just breathe in, pretend that you are talking
to a friend.

5.16 Participant: Okay, | moved to res because at home | cannot study, it is not a good
studying environment, so | study better here. | am exposed to...Like it is convenient for me to
be here, like when | have late classes | don’t have to travel by taxi every day and whatever, so
ja.

5.17 Interviewer: So how do you feel about leaving your parents at home?
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5.18 Participant: It is sad, | miss my parents, and | miss my mom and my sister. But |
know why | am here and what 1 am here for, so | have to focus on that, ja.

5.19 Interviewer: So | am going to take you back to your first few days, or weeks, at
university, when you first got here. How was the experience? How did you feel?

5.20 Participant: It was very hard (Laughs). It was very hard, it was hard because now |
had to...okay the school that | was in, was not...okay | am going to talk about race now. Okay
it was not...it was mostly black people neh? And when I got here |1 was mostly surrounded by
white people, so it is hard to like make friends for me and ja that was just it. And to
communicate with them, it’s a bit...because we always had this mind-set in our minds that they
are different from us, so that made it very awkward and whatever. And once you get to know
them it really got better.

5.21 Interviewer: Do you think it has changed from your first year until now, how have
you experienced the whole race thing?

5.22 Participant: (Laughs) I am going to be honest neh?

5.23 Interviewer: Yes be honest.

5.24 Participant: When like, | always tell my friends that I never knew | was ‘black’ until
I got here (laughs). Because you can actually feel it when you are here, like okay, there is just
that separation thing, where ...okay I never thought it would be like this because, I thought we
would all be friends with white people. Because | have regarded black people being friends
with white people, but when you are actually here... it’s like - no you cannot actually. So black
people stick with black people and white people stick with white people and that is not like
....itis difficult and it is still like that.

5.25 Interviewer: In your second year? So you wouldn’t say it is different?

5.26  Participant: Itis not different.

5.27 Interviewer: Tell me about your social adjustment, since we are talking about
friendship. Tell me about your social adjustment. Have you been able to make friends? Where
have you been making friends, how was that whole experience? Were you able to make friends
quickly?

5.28 Participant: The only friends that | made in my first year were in res. On campus |
do not have any friends. There is literally one person that I know from my faculty and whatever
- that I am always with. Otherwise | do not know any other people.

5.29 Interviewer: Is it hard to make friends in class?

5.30 Participant: Itis really hard!

5.31 Interviewer: Why is it hard?

5.32 Participant: | think it is my personality, | do not think it is...For everyone else | think
it is easy but my personality is very...I do not know, but I find it very difficult to make friends.
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5.33 Interviewer: But making friends at res?

5.34 Participant: It is easier because | live with them. | think we have a lot more in
common and | am closer to them and more exposed to them, that is why | get to relate to them
easier. Rather than on campus, ja.

5.35 Interviewer: Do you feel like you have enough friends? And how do you feel about
your social life, is that enough for you?

5.36 Participant: Ja, | feel like I have enough friends, ja that is enough really I am not a
...I am not big on friends, ja. So | feel like the friends that | have from res and the ones back
home are fine.

5.37 Interviewer: So socially in university, you have socially adjusted?
5.38 Participant: Yes | have.

5.39 Interviewer: And your academics? Let’s talk about your academics. What was the
difference from high school to first year? And how is it now looking back?

5.40 Participant: | think in high school you are like...it is like they are holding your hand
every step of the way, because if you do not do your homework then the teacher is on your
case, “why are you not doing your homework, why are you not doing it.” Here if you do not
do your assignment, no one is going to ask you why you didn’t do it, or give you a second
chance. So it is like here you have to do it and you have to get your priorities straight. You
have to know why you are here and whatever. In high school they are spoon feeding you, here
there is no such, ja.

5.41 Interviewer: So how have you been coping academically, do you feel you have
adjusted yet?

5.42 Participant: | have...this year | have really. Last year it was difficult for me. Because
I was just like...I think I was caught in-between on being spoon fed thing, now I did not know
how to deal with not being spoon fed. But now I can say that | have adjusted and my academics
are going well.

5.43 Interviewer: That is good. And do you feel like if your parents did go to university,
it would have prepared you or it does not make any difference for you?

5.44 Participant: Uhm...I do not think it would have made any difference, really no.
5.45 Interviewer: Have they been giving you the outmost support?

5.46 Participant: Ja, my mom has been giving me some support she is with me every step
of the way, ja.

5.47 Interviewer: Overall first year, if | would ask you to describe your first year, how
would you say it was and comparing it to now your second year?
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5.48 Participant: (Laughs) Okay when | consider the fun...the social side of it, it was
really great! Compared to now, we had like “inters” and the rag thing, I really enjoyed all those.
And then now we do not have any of those, so it is like, “oh okay.” And then academically my
first year was difficult for me. It was difficult and ja, that is it.

5.49 Interviewer: So this year academically you are improving.

550 Participant: Ja, I really...It joo...it makes me happy speaking about it because I have
really, I have really improved. | am more focused now and, ja.

5,51 Interviewer: So you would say you adjusted better than you were last year.

5.52 Interviewer: And your finances? Was that a difficult thing to adjust to in your first
year, are you used to handling your own finances now?

5.53 Participant: | am used to handling my own....I am lying (laughing). I do not know
anything about these stuff, my mom usually handles my finances. | do not know anything about
it really.

5.54 Interviewer: No, no | mean your salary now. Not your salary your allowance

5.55 Participant: Allowance? Oh no, ja, I am lying this year | cannot save. Last year |
could use my finances really well. This year | do not know what is going on, | am just a mess.
My money is just...I do not know what I am doing with it, it’s a mess. I think I am over spending
this year, |1 do not know, compared to last year.

5.56 Interviewer: So last year you were very conscious about your money?

5.57 Participant: | was.

5.58 Interviewer: So this year that is out of the window?

5.59 Participant: (Laughs) Ja.

5.60 Interviewer: Are you planning to go back to where you were last year or are you just
fine with over spending?

5.61 Participant: No, I am not fine, because I end up being broke and whatever, so I really
want to go back to being conscious and budgeting and stuff, ja.

5.62 Interviewer: And if you were a guy, do you think guys have it better? Ja, do you think
guys have it better in terms of adjusting to new environment or do you think everything is the
same?

5.63 Participant: | think guys have it better.
5.64 Interviewer: Why?
5.65 Participant: (Laughs) Okay this is from my own experience, this is what | have

experienced. With guys it is like, if you get a group of guys and then there is one guy, he can
easily go to them and ask them about something or whatever... whereas with girls, 1 will get
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you sitting there and I will just sit here, and we will both either be on our phones and whatever,
we won’t even talk and | will not even greet you. It is like that with girls, that are always the
case that I always experience. But with guys they just gel easier so ja, | think they have it easier.
5.66 Interviewer: And what did you use during your first year to cope with everything,
with the challenges and the new environment? What would you say your coping mechanisms
were?

5.67 Participant: Oh okay, last year when | couldn’t cope | went to the psychologist here
on campus and they helped me with like time management and stuff. I went to like a few self-
esteem classes and learnt how to make friends and stuff. It worked out for me but it is not me,
I am not into having a lot of friends, so that helped. They taught me a lot of time management
skills and all that.

5.68 Interviewer: So you say going to see someone helped?

5.69 Participant: Ja, it did.

5.70 Interviewer: And with missing home, how did you deal with that?

5.71 Participant: uhm...I called my parents. My mom often, and | went home more often
rather than staying here. Like on weekends, | would go home.

5.72 Interviewer: So for you it was easier to go home?
5.73 Participant: Ja it was easier.

5.74 Interviewer: Oh ok thank you *.
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Individual Interview 6: Black, English, Female, First-generation

6.1 Interviewer: | am just going to ask you to state your name, your age, your race and
whether or not you are a first-generation student.

6.2  Participant: My name is *, | am 19 years old, | am white and | am a first-generation
student.

6.3 Interviewer: Okay, so how did you experience your first year in general?

6.4 Participant: Well, it was a totally new experience; coming in here the work is way
more than matric. So I think it is fun, it is fun meeting new people. Because | mean especially
if you are in a residence you meet so many different cultures, different people and ja, that was
nice.

6.5 Interviewer: So what was the biggest challenge for you about leaving home and
coming to a new environment?

6.6 Participant: | think it is becoming more independent, because you do not see your
parents everyday any more. | think it was the work load, the work load was a huge challenge
because it is way more than matric, so you have to learn how to summarise every day, study
on your own, so ja.

6.7 Interviewer: So would you say you missed your parents when you were doing your
first year?

6.8 Participant: | think the first few months yes, | think the first few months I missed my
parents. But now it’s actually like...I like becoming more independent because | can actually
see that, “okay you can stand on your own two feet”, so that is nice.

6.9 Interviewer: So take me back to your first weeks or first days in university.
6.10 Participant: In first year?
6.11 Interviewer: Yes in first year, how was it? How did you experience it?

6.12 Participant: Well we got here and then we got...uhm what's ‘sot’? Inaugurated, ja.
We were inaugurated our first week, it was Rag so we were very busy, like there were no
studies going on at the moment. So that was just basically meeting your fellow first years in
residence. Then after that we started with classes and that was very challenging because then
it is huge classes, like we in matric I think you are 30 people in a class. Here studying Law you
are 300 in a class. So it is uhm...and the thing within matric you had relationships with your
teachers, and then here you do not actually have a relationship with your lecturer and here they
do not mind if you do not come to class. So it is very independent, you have to decide on your
own if you are going to class or you need to study. So it is very self-discipline.

6.13 Interviewer: And speaking about friends, how is your social adjustment been, from
first year until now your second year?
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6.14 Participant: For me social adjustment was not that big because | am a social person,
so | actually get along with people very well and | have made great friends in res, like friends
for life. And I think the friends | made last year are still my friends now so, ja.

6.15 Interviewer: So in class was it hard to make friends or...

6.16 Participant: Ohno notatall, because you are at residence you meet people who study
with you so you go to class with them. Then when we went to class, you meet other people
with the same interests as you, so we now we actually a big group in class that we do tasks
together and things, so no, social adjustment was not that big because | like communicating
with people so.

6.17 Interviewer: Even when you were first year?
6.18 Participant: Even when | was first year ja.
6.19 Interviewer: That is interesting and your academics how did that go?

6.20 Participant: Academics. My first year was actually surprisingly well, 1
thought...uhm...no the first six months were a bit...1 never failed anything but I think the first
few months were a bit challenging, like the first test, then you are like, “oh my word!, Is this
how they ask questions?”. And then my second...at the end of the year | had...how many..four
distinctions in my first year. So I actually, | think it actually helped me to study on my own and
stuff, so ja...I am excited about this year. This is also more work than last year, but now I think
the adjustment to the amount of work, I can handle now.

6.21 Interviewer: Great! And do you feel like it is easier for you to adjust...is it better now
that you are second year to adjust to the work load?

6.22 Participant: Yes, | think it takes you the first half of your first year to adjust to the
work, so | think your second year you are used to the amount of work, you are used to going
to classes, you are used to how the lectures give classes. They do not spoon feed you. Matric
they used to kind of spoon feed you. So | am used to not getting spoon fed and doing your own
research and going out. They do not tell you - okay, they don’t remind you — “okay remembers
your task”, everything is on your own.

6.23 Interviewer: So second year is much better than your first year?

6.24 Participant: | feel that it is much better, the work is just a bit more, but | feel like it
is getting better because | know what to do now.

6.25 Interviewer: And with your finances? Now that you’re independent, how are
handling your allowance, how is that going?

6.26 Participant: My allowance, | only get a specific amount from my parents. So | think
in the first twenty days of the months it finishes, because it goes to like, let’s say groceries and
it goes to toiletries, like | always leave a bit for eating out with my friends, and birthdays.
Because there’s a birthday every month, so | have to buy presents. And the petrol, the petrol
because | drive home, let’s say two weekends a month | go home, so that also. But like the
money, | get by. So no, it’s fine.
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6.27 Interviewer: And when you were in first year were you able to...

6.28 Participant: Yes, first year is actually challenging because you’re used to your parents
buying everything for you...so what | learned is to make up lists, my dad told me to make a
budget. Because in my first year | think | went a bit overboard, because you’re like: “Oh yeah,
I got money, | can buy what I want”. And | think then my dad saw like, no, no you got to make
a budget. So I think second year is definitely better regarding your finances.

6.29 Interviewer: And because your parents didn’t go to university, do you feel like it
would have made it easier for you to adjust if they went...

6.30 Participant: | don’t think so because | feel like it’s your own experience, | feel like
when you get here, they can’t prepare you for university because, | feel like when you get here,
you need to get your own perspective, to get here you need to see, “Oh this is what 1 like, this
is what | don’t like”. | feel like, ja, | don’t think they can prepare you because it’s your life.
You need to come here, you need to experience it for yourself, so ja.

6.31 Interviewer: So you feel like them not going to university has no effect at all on how
you’re doing...

6.32 Participant: No, | don’t think so because they both are successful businesses people,
so it actually shows me that if you don’t go to university there is a way to live, like they are
successful business people so | feel like I’'ve got the opportunity to come and I’'m grateful
because they didn’t have the opportunity to come, so it actually makes me appreciate it a bit
more and like think, and study more because this is my chance to get a degree, because my
parents didn’t have it, so it is actually more motivation.

6.33 Interviewer: And uhm...do you think you would have adjusted better if you were
male, or do you think males have it easier with adjusting...

6.34 Participant: | don’t know why but | think males have, I think they adjust better,
because | don’t know why, I think it is like women have more hygiene, something like that,
and women are more picky. And men seems like they just go with a flow, I don’t know why
(laughs)...and men usually don’t mind to be away from home, where girls are like, “Agh I miss
my mom and agh | miss my dad”. But | think ja, it’s a bit easier for them to adjust.

6.35 Interviewer: And overall your first year, just sum it up the experience for you,
comparing it to this year, how was the experience?

6.36 Participant: The experience of last year actually helped me this year, because | mean
| feel like especially if you didn’t come to res your first year, you wouldn’t have gotten all the
experience of campus. But like my first year experience was, it was challenging, but it was fun,
because | went on a lot of land service camps, you meet new people on every camp, so this was
fun for me. Because you get there and you know no one, and | just make, like a lot of new
friends. So making new friends last year, coming back in this year you feel home, where last
year you’re still adjusting and feel like “oh this is my home”.

6.37 Interviewer: Was it difficult to adjust to a new environment?
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6.38 Participant: No, because | went on a lot of camps, netball camps, land service camps,
so adjusting to somewhere new is not difficult...

6.39 Interviewer: So that helped...
6.40 Participant: Ja, that helped me a lot

6.41 Interviewer: Oh that’s good. And what coping mechanisms did you use last year to
just deal with the challenges that it had...

6.42 Participant: My faith, a lot, my faith helped me a lot. Last year | also didn’t
know...the first six months | didn’t go to church, well 1 went to Kovsie church, but I couldn’t
find my church, and then | found CRC so like every week | go to church now, so that helps a
lot, my faith helps my coping a lot because I turn to God if something is challenging and the
friends as well, the new friends | made in res also, because they’re going through the same
things you are, they’re going through the same difficulties and challenges as you, so | feel like
talking to them also helped me a lot.

6.43 Interviewer: Okay, thank you *...
6.44 Participant: Is that everything?

6.45 Interviewer: Yes.
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