CHAPTER ONE

INTRODUCTION AND RATIONALE

Many studies have confirmed the majority of studewho drop-out from or fail higher

education courses do so in their first year and assult, the first year has been referred to,
without overstatement, as a ‘make or break’ yeaenfB 1995). According to deputy

academic vice-chancellor at University of the Witevarand, Professor Yunus Ballim, and
the main reason for students dropping out of usityeis due to poor academic performance.
This usually occurs within the first year of studyd the drop-out rates is similar across all
faculties (Naidoo, 2008). Consequently, poor acadgrarformance of first year university

students seems to be a point of concern for stadéketsoin higher education. Some factors
cited to explain why students perform the way theynclude the effects of the apartheid era,
resources, the qualifications of teachers, theoseconomic conditions of the students and
language barriers (Sennet, 2003). While the ciéetbfs are valid and pertinent in explaining

academic performance, it must be noted, it onlyeskes issues external to the individual.

This study purports that by looking at student’sntity processing styles — a result of a
combination of environmental context and intrapeasdactors - will give a clearer, more
accurate understanding of academic performancersif ylear university students. Such a
perspective is better known as sociocognitive. Adicgy to Bandura (1989), a socio

cognitivist,

“If human behaviour was regulated solely by exteowuicomes, people would
behave like weathervanes, constantly shifting timado conform to whatever
momentary social influence happened to impingehemt In actuality, people
possess self-reflective and self-reactive capéaslitthat enable them to
exercise some control over their thoughts, feelimgestivation, and actions.
Human functioning is therefore regulated by anriqglay of self-generated
and external sources of influence” (p. 249).

It is upon this notion that students attending arsity in the first year is viewed. This

research holds the view that one way to explorel@oéc performance of students is to



examine preparedness for university by assessmdetlel of their identity processing style

and how it relates to academic performance.

1.1 Rationale

Despite the wealth of research already conducteskpdain academic performance of first
year university students in South Africa, little ksown about the relationship between
students’ identity processing styles (i.e. the psses or strategies adolescents reportedly use
to deal with identity conflicts) and resultant aeadc performance. According to Berzonsky
(1989) one of the most important factors found ¢calssociated with academic performance
is level of identity development. Berzonsky (1989993) has shown that identity
development may affect students' academic perfacendry influencing not only the nature
of their cognitive reasoning skills, but also th@mer in which students cope with the
stresses of university life. A body of literaturiged in the special issue of Journal of the
First-Year Experience & Students in Transition @kp, 1990) points to a need to investigate
reasons why most first year university students faiudies indicate that there is a 35
percentage failure rate in South African univeesitiHESA, 2009) and a 50 percentage
failure rate in overseas (Hgj, 2007). Although ¢haray be several reasons responsible for
high failure rates of first year students, the entrstudy intends to establish if the identity
processing style is associated with academic pedonce. The focus on identity processing
style in relation to academic performance is ciyespecially given that studies conducted in
this area have largely emphasised on identity asuecome and not a process (Albert, 1998).
Furthermore no study has explored the associafiodentity processing style in relation to

academic performance in South Africa.

1.2 Overview of the Study

This study consists of five chapters. The firstptha provides a comprehensive introduction
into the relationship between the two construckst tof identity processing styles and
academic performance. Also emphasised in this ehapthe concern over high failure and
drop-out rates of first year university studentsor®nence is placed on combining
environmental and intrapersonal factors to providelearer understanding of academic

performance of first year university students i@ 8outh African context.



The second chapter of the study reviews literatumetheories of identity with specific

reference to Berzonsky's intrapersonal identity cpssing styles as a model for
understanding identity processes, and its assoocmtiwith academic performance.
Expectations of first year university students dnel fact that they enter university as late
adolescents are juxtaposed to provide a frameworkafpsychological understanding of
academic performance. Recognition is given to caland race as variables in determining

academic performance.

Chapter three delineates the aims of the studgarel design, sampling, instruments used
and how the data was analysed. Berzonsky's Ide&tifye Inventory (ISI3) was used to
measure how students processed identity relevafarmation. Students’ mid-year
examination results were employed as measure ofeana performance and a biographical

guestionnaire was utilised for demographic infoiorat

The fourth chapter focuses on results. It givesoaerrview of data analysis and the
presentation of the results. Chapter five, the ¢hstpter, offers a discussion of the results,
followed by practical implications and limitatiores the study. This chapter also includes
recommendations for future research which emergaah the study and concludes with a

summary of the findings.



CHAPTER TWO

LITERATURE REVIEW

As briefly mentioned, this chapter reviews literatwon first year university students, the
period of adolescence and identity development.aRigg identity development special
focus is placed on Berzonsky’s (1989) three idgmtibcessing styles, while the central point

is on its relationship to academic performance.

2.1 First Year University Students

With the increasing diversity of students attendimgversity, there is a growing interest in
the factors determining academic performance. lassumed that first year university
students have the intellectual and social competeskdls that are required to succeed in
higher education. They are expected to be acadbynaad developmentally prepared to
handle the responsibilities associated with autgntmrenhance academic success. Although
some students experience this transition as a ecigdl to personal growth, others are
overwhelmed by the changes (Cutrona, 1982). Stadmirig along with them to university,
background characteristics (e.g. culture and secanomic status) and issues relating to
undergraduate growth (e.g. achieving a sense opetance, managing emotions, developing
autonomy, establishing one’s own identity, interagtwith others with increasing tolerance,
developing a sense of purpose, and clarifying aqral and consistent set of beliefs (Tinto,
1993; Chickering, 1969). Wintre and Yaffe (2000atstthat first yeauniversity students
must incorporate academic and social domains fegental socialisation) with what is

brought to university.

It is interesting to note that for first year umsi#y students, issues of autonomy are
significant. Keegan (1982, p. 186) iterates if stud are unprepared to conduct their lives
independently, it can contribute to a “vacuum gbextation”. Levels of autonomy have been
used to determine the way students adjust to wsityelife and it has been linked to

predicting academic performance (Wintre & Yaffe0@p According to Berzonsky (1989)

one of the most important factors found to be assed with academic performance is level
of identity development or the definition of ons&f in terms of roles, attitudes, beliefs, and

aspirations (Erikson, 1982). This being the cameglk of identity development can determine



academic performance. However, Berzonsky (1993s $hown that the way first year
university students cope with university problenpgrsonal problems, make decisions,
process self-relevant information, and construcsemse of identity is determined by
sociocognitive strategies (ego processes). Tharedocial cognitive styles of processing
identity forming information would better determiaeademic performance. For that reason
it is more accurate to say that a combination of litra and interpersonal factors contribute

to academic performance of university students.

2.2 Adolescence Period

Adolescence is regarded as one of the most challgngnd complex phases of life,

uniformly so in terms of experiencing, describiagd studying it. This developmental phase
is characterised by gradual biological, physicagritive and psychosocial changes that
affect the transition from childhood to adulthoédydenberg, 1997). Whether internationally
or locally, all adolescents confront the same dgwalental tasks and successfully achieving
these developmental tasks, while coping with thanges associated with the various
domains of development, can be both difficult amessful for the adolescent (Gouws,

Kruger & Berger, 2000). Hence adolescence is resedras a difficult developmental stage
(psychologically, intellectually, socially, spirally and emotionally) and is understood to
cause difficulties and stress, as well as excitéraaed growth. Consequently, adolescence

can be described as a period of heightened vulitigygsouws et al., 2000).

After completing school and then moving on to &eti education, first year university
students are at the late adolescent stage of gewelat. Late adolescence ranges from the
age of 17 to 19. It is when adolescents start &ize they are becoming adults so more
emotional stability is expected and more emphagmaced on determining the future. At the
time students enter university they are in the @secof developing an identity (Erikson,
1980). The adolescent must make a conscious s#&aratentity. An identity crisis is a time
of intensive analysis and exploration of differevdys of looking at oneself or achieving a
coherent identity and avoiding identity confusioli.the adolescent cannot make deliberate
decisions and choices, especially about vocatiexya orientation, and life in general, role
confusion becomes a threat (Erikson, 1968). Thezetbe primary psychosocial task and
goal of adolescence is to form an identity. Ireesg, adolescence can be viewed as a stage

of disruption irrespective of whether this stagpilsted efficiently or not.



2.3 What is identity?

Fearon (1999) informs that current meanings of ritdg’, is a complicated and unclear
concept, however, our present sense of “identigg évolved in the last forty years, deriving
most of all from Erikson's psychosocial model ofelepment. The definition of identity is
“psycho” as it is characteristic ofdevelopmental perigdbefore which it cannot come to a
head, because the somatic, cognitive, and socedopditions are only then given. The
"socio" part of identity, then, is accounted forthat communality within which an individual
finds himself/herself (Erikson, 1968). Accordingtiie Eriksonian formula for developing an
identity delineates the interaction between theviddal biology, psychology, and social
acknowledgment and response within a historicateexdnAlthough equal emphasis is given
to the elements, there is more significance plasednportance of historical context for the
definition (Erikson, 1959). Thus according to Edks identity must be perceived by the
individual, but must also be recognised and cordarby others. Additionally the process of
establishing an identity would involve assimilatingto a coherent whole one's past
experiences, ongoing personal changes, and saci¢yhands and expectations for one's

future.

Erikson (1968) viewed identity as built upon chiddla identifications but as being more than
the sum of these. The process of identity format®mescribed as being built upon the
childhood processes of introjection and identifmat-that during childhood individuals

incorporate their parent’s image (or other sigaificrelations) and their roles, values, and
beliefs. Thus future identity formation depends sunch introjects and identifications.

However, it is not until the individual is able tohoose some of those childhood
identifications, and discard others, based on hehi® interests and values, that identify
formation can begin. In other words, Erikson stesgbat all the necessary ingredients for an
identity are not present until adolescence ansl d@t ithat point in life, great physiological and

cognitive changes coincide with growing social estpgons.

Grotevant (1987) discusses a variety of individarad contextual factors in adolescents that
affect identity formation. He elaborates that theéeat and success of identity formation
depends on a) personality factors such as flewibtlielf-esteem, tendency to monitor one’s
behaviour, and openness to one’s experience; bhitoog competence to consider

possibilities, draw appropriate inferences and dwoate multiple perspectives; c)



characteristics of one’s social context such astull support for making personal choices,
peer reactions, family communication patterns efioical and career opportunities, and
exposure to multiple options and viewpoints; andh&)individual’s general orientation, at a
point in his or her life, to engage in or avoidntgy exploration and commitment. Hence, in
keeping with Erikson (1980) identity formation iges as multidimensional (including

physical and sexual identity, occupational goabgious beliefs and ethnic background).

Therefore, while identity development is a compiesk for all adolescents; it is particularly
complicated for adolescents belonging to ethniagso For culturally different adolescents
the complications of identity formation may arise @& product of skin colour, language
differences, behavioural patterns, cultural valaesl norms, social stereotypes, parents'
misconceptions, and fears (Spencer & Markstrom-Agjahi990). Identity cannot be
separated from the culture(s) which build and s$tmecit. In culturally different adolescents,
the possibility of obtaining a positive identity toame may be affected by prejudice,
discrimination, immigration or replacement (loss sgnificant others, loss of country,
uncertainty, instability), socio-economic realitgstitutional barriers, acculturation (children
and parents), personal impotence, societal inctemglg and conflicts, and developmental
factors (Phinney & Alipura, 1990). Berzonsky (199D0993) highlights that identity
development is considered to involve an ongoingledical interchange between
assimilative processes governed by the identityuctire (explained below) and
accommodative processes directed by the social @ngical contexts within which

adolescents live and develop.

According to Erikson’s (1980) stage model of idgntdevelopment, the fifth stage is when
the adolescent must form a stable identity andeaeha sense of self. The adolescent is
learning how very complex the world is and begmslévelop goals, opinions, attitudes, and
many new traits. While social issues such as fifitiin with the group” are important at this
point, Erikson (1959) emphasises the importanaechfeving an individual identity based on
self-knowledge and continuity of experience and imglka commitment with respect to an
identity. Adolescents explore the multidimensioaspects of forming an identity and usually
make commitments to aspects of their identity &y ttmove into early adulthood (Erikson,
1959, 1968, 1980).



Marcia (1967) drawing on Erikson’s theory (1980) pdychosocial development and the
findings of his own research, including detailetemiews with adolescents — ranging from
early adolescence to old age, with most samplesistimg of individuals between the ages of
12 and 30 - presented another perspective of scké identity, one that would facilitate
empirical research. Marcia (cited in Berzonsky &afts, 1999) was the first theorist to
derive an empirically measurable construct fromk&on's conceptual and clinical writings
and to build a tradition of scientific researchidentity. Accordingly, Marcia (1980) argued
that identity could be viewed as a structure ofdig] abilities and past experiences regarding
the self.

"The better developed this structure is, the maordividuals appear to be of their
own...strengths and weaknesses.... The less dexkltps structure is, the more
confused individuals seem to be about their owfirsisveness from others and the
more they have to rely on external sources to etalthemselves" (Marcia, 1980, p.
159).

Identity therefore is a dynamic, not static psyogatal structure. The formation of identity
in adolescence sets the stage for continual chandke content of identity through the adult

years.

Development as such is a lifelong process (BalteRe®se, 1984) but the implications of
variations in identity development are particulasglient in adolescence (Samet & Kelly,
1987). Marcia (1966) proposes that the balancedmtvidentity and confusion lies in making
a commitment to an identity and the degree of actelf-exploration. In interviews
conducted with young people, Marcia (1980) askecethdr the participants (1) had
established a commitment to an occupation and adgohnd (2) had experienced, or were
presently experiencing, a decision making periatbl@scent identity crisis). It was found
that the participants had different ways of armyviat an identity, and displayed diverse
outcomes of identity formation (Marcia, 1993a, 1p%arcia (1980) interprets identity as an
ego-driven — an internal, self-constructed and dyicaorganization of aspirations, skills,
beliefs, and individual history inclusive of culeuand race. The central premise of this theory
is that young people are faced with various cho@esalternatives in life, before they finally
make a commitment to a particular life course. Tosimitment once made, will include the

individual's sense of who they are and where threygming. In other words they would have



achieved a sense of identity. Addressing Eriksowwgon of identity crisis, Marcia (1994)
posited that the adolescent stage consists neithdentity resolution nor identity confusion,
but rather the degree to which one has exploredcantnitted to an identity in a variety of
life domains from vocation, religion, relationalatbes and gender role$he differences
found could be explained with reference to two inigat processes involved in the formation
of an identity, namely exploration/crisis and corment. Exploration refers to the
adolescent’s period of engagement in choosing anmoegningful alternatives (i.e. a time
when one’s values and choices are being re-evalyatemmitment refers to the degree of
personal investment the individual exhibits (Maydia94). The end outcome of a crisis leads
to a commitment made to a certain role or valueotimer words an identity status is an

outcome, based on levels of commitment and selbexton or crisis (Marcia, 1980).

Marcia (1988) provides an operational definitionfofir identity statuses, namely: identity
achievement, occurring when an individual has gttmeugh an exploration of different
identities and made a commitment to a given ideotmgnterpersonal style; moratorium, the
status of a person who is actively involved in exiplg different identities, but has not made
a commitment. This individual is searching for adula identity and is delaying the
attainment of it; foreclosure status, when a perbas made a commitment without
attempting identity exploration i.e. the persorcasmmitted to a particular identity usually
based on parents expectations but who have nobredohlternatives i.e. the individual has
not realised the necessity of developing an adidntity; and identity diffusion, occurring
when there is neither an identity crisis or comneititn On experimental measures, identity-
diffused individuals have the most difficulty thing when under stress and use less complex

cognitive styles than do moratoriums and achieves@arcia, 1993b).

Research on identity status has repeatedly shoah pérsons who have undergone the
exploration-commitment process are more relatignaimpetent and mature than those who
have not (Marcia, 1993b). The identity statuses geeerally regarded as representing
different levels of sophistication. Diffusion isrtidered the least advanced of the statuses,
followed by foreclosure, moratorium, and identitgheevement (Adams, Bennion & Huh,
1989). Furthermore, the developmental assumpticeishat the amount of identity achieved
by individuals’ increases with age, and that reklti few late adolescents should be diffused
(Adams et al., 1989). It can be argued that sinaaynstudents are still seeking an identity,
admission to university is at different identityatsises. As a result unlike Erikson’s (1967,



1980) theory, the four statuses are not seen a@esstand therefore do not have to be
negotiated in sequence or viewed as sub stagedinmea process (Marcia, 1993a, 1993b).
Therefore in order to attain identity achievemend a0 cope with adulthood, it is not
necessary for the individual to successfully congplelentity moratorium (Marcia, 1967,

1980).

Waterman (1999) asserts that while all operatia&dinitions of identity represent only a
portion of Erikson's conceptualisation of identitile operational definition of identity in
terms of exploration and commitment representctmstruct; and using commonly accepted
definitions of construct validity, the identity tiges have been amply validated as elements
of the broader identity construct. However, theulesf Van Hoof's (1999) scrutiny of
Marcia’s operational definition of identity is thtéte statuses are insufficiently validated and
are unsuitable for measuring identity developméigo, the identity status paradigm has
contradictory views regarding development: alongthwthe claim that there is no
developmental continuum underlying the statusesasdare presented on developmental
(continuum-like) hypotheses. As a consequence,duonahtal revision of the identity status
approach was called for as well as a qualitativenge in identity theory and research (Van
Hoof, 1999). Such research and qualitative changalentity theory was undertaken by
Berzonsky (1990) who showed Marcia’s identity statl are the outcome of identity

processing styles that are intrapersonal, sociategrstrategies.

2.4 Identity Processing Style

Identity processing style refers to reported peaiees in the social-cognitive strategies used
to engage or to avoid the tasks of constructing amaintaining a sense of identity
(Berzonsky, 1990). Based on the work of James,sBrnikand Marcia, Berzonsky (1989)
proposed a process model of human developmentodaino highlight the internal dynamics
of constructing an identity. The identity style nebdsing the Identity Style Inventory (ISI3)
is employed to describe the processes involvediwe oroblems and make decisions that
affect identity, thus referring to how identity ievised and maintained (Berzonsky, 1992).
The four identity statuses used by Marcia were eph@lized in terms of styles of personal
problem solving and decision making (Berzonsky, 998ven though considerable status
regression and fluctuation in the identity statusdel was observed and was seen to no

longer be useful to postulate an invariant sequehagentity status stages (Van Hoof, 1999).
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It was concluded to be a useful strategy, at le@st university students. Also, its efficacy is
to focus on the social-cognitive processes thaerpid identity statuses and to conceptualise
the identity orientations as different styles ofakigg with the demands, challenges, and
opportunities afforded by institutionalised mor&psuch as a university context (Berzonsky
& Adams, 1999). According to Berzonsky and Kuk (@D8tudent identity processing styles
can determine academic performance at universitiierdas identity status is generally
assumed to operate in all situations, identity pssig style as particularly relevant to
problem-solving contexts (Berzonsky, 1992b). Ildgntprocessing style refers to the
relatively stable differences in how students mdkeisions, solve personal problems, and

process identity-relevant information (Berzonsk@3p

Berzonsky (1997) presents identity as a construttiedry of self rather than a discovery
model. It means individuals construct a theory aldbemselves that is an integration of
assumptions, constructs and hypotheses about heywttl adapt and cope with the world

(Berzonsky, 1993). The influence of daily experiesmion identity development is significant
as it influences the way identity-relevant inforroatis mediated and therefore contribute to
identity development. Consequently variations iacpssing of identity-relevant information

produce variations in identity stability (BerzonskyAdams, 1999).

By extending the conception of identity as a theafrgelf Berzonsky (1993) suggests that the
individual be viewed as a self-theorist, engagim@ iprocess of theorising about the self. In
other words, a self theory is a conceptual strectnade up of assumptions, postulates and
constructs relevant to the self interacting in warld (Epstein, 1980). An effective self
theory means that a person can cope with informa#ind situations in the course of
everyday life in an adaptive manner (Berzonsky,3)98s such, as a process, identity directs
and governs the resources adolescents use to copadapt in everyday life (Berzonsky,
1990). If the adolescent receives conflicting infation he or she will revise the self theory

accordingly.

Berzonsky (1989) identified three identity procagsorientations or styles that are defined
by exploration/crisis and commitment: diffuse-awitl normative, and informational.

Berzonsky (2000) points out that the three idemitycessing styles reflect different social,
cognitive, and behavioural approaches for inconogaexperiences and information that an

individual encounters in daily living. The formirgf identity processing style requires the

11



investigation of presence or absence of identitgisr(doubts about values and goals
implemented to the child by his parents) and preseor absence, of commitments (stability
in the selection of values, individual life stamdg); leading to the achievement of four
identity statuses in adolescence (Sramova, Biardisticova, Fichnova & Hamranova,
2008). Berzonsky (1992a, 1992b, 2000) report thatividuals with diffuse-avoidant
orientation possess low levels of self-exploratiand commitment; when faced with
challenging situations, these individuals are r@octo confront personal problems and often
procrastinate in making decisions. Finally decisiare only made when circumstances
promise rewards or other consequences are cldsandt For this reason it is expected that

diffuse-avoidant style students will struggle aivensity academically.

Adolescents who have a normative orientation paeskagh levels of commitment and low

levels of self-exploration; those with this oridita tend to be closed-minded and focus
primarily on the standards and expectations ofiggmt otherssuch as parents. They are
primarily concerned with conserving their curreméntity status and may distort or disallow
information that is contrary to internalized messagdrhe result is an adolescent with limited
differentiation from others and a rigidity of resse. Berzonsky (2005) specifically states
normative style students’ educational objectives directed by others but they are firmly
committed, and possess a well defined sense ofaédoal purpose (Berzonsky, 2003). In
other words, normative style students might makéo ituniversity due to pressure from
parents and significant others. As such in thiglysti is expected that they will perform

significantly greater than the diffused-avoidanidgints on academic performance.

Lastly, adolescents with an informational orierttatpossess a high level of self-exploration
and either high or low levels of commitment; thadelescents are introspective and actively
seek out, process, and utilise self-relevant in&diom. Evidence proposes that by late
adolescence, the time of beginning university, nsdgtents have developed the cognitive
ability to employ the processing strategies assediavith all three styles (Berzonsky &
Ferrari, 2009; Berzonsky & Kuk, 2005). In additiamdividual differences in reported styles
during late adolescence are proposed to indicédéwe stable individual preferences rather
than developmental differences in social-cogniticempetence (Berzonsky, 1990).
Subsequently in this study it is expected that rmftional and normative students would

perform significantly better than those who ardéudié-avoidant.
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According to Berzonsky (1992a) people can proces$srmation, work towards solving

problems, and overcome obstacles. As indicated égdhsky (1992a) students live and
adapt within their environments and societies andoenter different experiences and
problems; however, the best way to adapt wouldWariction as if one were a scientist who
is interested in theories and inferences about skebras. Epstein (1973) offers that a self-
concept or identity structure recognized as a tbelbry, is about a person unconsciously
constructs their identity. Berzonsky (1992a) intksathat, successful adaptation involves a
dialectical interchange between assimilative ammbernodative processes. Therefore efforts
to resolve problems and obstacles as they riseiqgoa basis for assimilating and

constructing experiences. In order for a persorofe effectively and resourcefully, Hansen
(1982) indicates that people must continually maménd evaluate their lives for important

feedback. In cases where assimilative efforts Hailed, individuals may enter a state of

dissonance and may need to revamp any and alegieatto accommodate (Berzonsky,
1992a). In the long run, the best approach to augptould result from a more reasonable

or realistic use of assimilative and accommodadproaches (Berzonsky, 1992b).

Using a constructivist view — the assumption thedde actively play a role in constructing
both who they think they are and the reality withinich they live - of theorising, Berzonsky
(1993) points out that theorising is not just aterabf assembling together and summarising
data and testing predictions. Instead, theorismglved an active process of interpreting
one’s experiences and generating new ones andtihpeg of self theorists are distinguished,
marked by different styles of theorising. The thtgees of self theorists are: scientific self-

theorists, dogmatic self-theorists, and ad hoctbelbrists. Scientific self-theorists,

“tend to be self-reflective, sceptical about selfistructions, and open to self-relevant
information. ... Such information orientated deahwpersonal decisions and identity
concerns by deliberately seeking out, processing amaluating self-relevant
information.” (Berzonsky, 1993, p.173).

According to Berzonsky's model (2000) informatiarented individuals are similar to
Marcia's (1980) achievement and moratorium stajusesndividuals seek and are open to
personally relevant ideas and feedback, have gomalgm-solving skills, and test and revise
aspects of their identity. It was found that studewho entered university with an

informational identity style were best prepareduaction successfully in a university setting
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as they possessed high levels of academic autonbad,a clear sense of educational
purpose, were socially skilled, and tended to perfaell academically (Berzonsky & Kuk,
2003).

Dogmatic self-theorists in contrast, conform to tredues and expectations of significant
others [including parents] (Berzonsky, 1993). Tihdudes,

“self serving efforts ... to defend against potantihreats to their self
constructions. Individuals who utilise this protenist approach to self
theorising have been found to endorse authoritariaws to endorse rigid
self-construct systems, and to be closed to naWelmation relevant to hard

core values and beliefs” (Berzonsky, 1993, p174).

Dogmatic self-theorists are normative-style indiats, similar to Marcia's (1980) foreclosed
status and are low on exploration ditto. Rathesythdopt without exploration the values,
ideas, and ideologies of significant others, andcketend to be closed to information that
may threaten adopted values and belief systemsy Weee found to have a clear sense of
academic direction but were significantly less ftaie, and less academically autonomous
than their informational counterparts (BerzonskiKék, 2005).

Finally ad hoc self-theorists are diffuse-styleiunduals who

“continually engage ephemeral accommodative charigesesponse the

vagaries of immediate contextual demand” ( Berzgn$R89, p.174).

Further, Berzonsky (1992b) found that students wiiffuse-avoidant identity processing
styles employed avoidant-oriented coping strategiesh as wishful thinking, distancing, and
tension reducing behaviours. Such students alsedrein strategies that enabled them to
avoid self-relevant conflicts and problems (Berzyn& Ferrari, 2009). It was also found
diffuse-avoidant style students do not perceivengedves as prepared for university in terms
of both academic skills and career clarity and fiahily support was lacking (Boyd, Hunt,
Kandell & Lucas, 2003). The behaviours of diffus@idant-oriented individuals, as the term

suggests and similar to Marcia's diffused status, @ositively correlated with emotion-
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focused, avoidant coping behaviours (Berzonsky,2bP%nd negatively correlated with

introspection (Berzonsky & Sullivan, 1992).

According to Berzonsky (1989) individuals from éifént societies may have distinct ways
of thinking about themselves and unique ways ofr@pmg important information about
their lives. As indicated by Berzonsky (1992a) peopperate on at least three planes
informative, normative, and diffuse-avoidant. Thés®e processing styles (orientations) are
what Berzonsky (1992a) believes to be reasons pabffer in their social reasoning, which
is used to create and maintain who they are (iddafi identities). According to Berzonsky
(1992b) a person, as an integrated whole, is dgtudifferent from his individual
components. Berzonsky (1992a) states that, a moneplete understanding of identity
development requires consideration of the recigrand interdependent relationships among
identity components: process, structure, contemigtion, and context. Berzonsky explained
this same concept by indicating that identity pesteg styles (orientations) can be viewed on
three levels - basic, intermediate, and generaiz@esky, 1990). The basic form of reasoning
(cognition) refers to dealing with daily problemsdatasks (Berzonsky, 1992a). The
intermediate level focuses on social reasoningegras, which are designed as a way in
which to organize basic events (Berzonsky, 199Past, the general level of identity style
refers to how a person chooses to negotiate issl@®d to his own identity (Berzonsky,
1992a).

Of noteworthy, the three orientations or identitpqessing styles are not mutually exclusive
or independent (Berzonsky, 198992). The identity style theory advocates thdividuals
prefer to use different styles to regulate behavidthe individual’s selection of style may be
related to differences in motivations and in bodmadnds and incentives provided by the
environment (Berzonsky, 1989). The preferred stylstrategy that a person employs is in
response to issues that may affect personal igefB&erzonsky, 1989, 1992b). Whereas in
early developmental periods a person is mostlyreatly controlled, in later developmental
stages, a person has assimilated and integratege riepertoire of cognitions and responses
that reflect more self regulation of behaviour. Whedividuals incorporate standards and
values based on a style of taking in new infornmatiad revising the self theory accordingly,
the experience is genuine and behaviours are sétrsed (Berzonsky & Kuk 2005). The
preferred style as operationalised by the Ider8ityle Inventory (Berzonsky, 1992) can be
conceptualised as dimensions along which adoleseemy. Furthermore, research has been
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conducted in the area of identity processing stgied academic performance and some

theoretically predictable correlations have beemtb

2.5 Empirical Research

The relationship between identity processing stydesl variables related to academic
performance has been the subject of much resédejhzi, Shahraray, Farsinejad & Asgary,
2009) A brief discussion of some research in this aes@als that diffuse-avoidant identity
style is negatively associated with expectatiorautilacademic success, while informational
and normative styles are positively associated witis variable (Boyd et al., 2003).
Berzonsky and Kuk (2000) also found a positive treteship between informational and
normative identity styles and educational purposd academic autonomy, as well as a
negative relationship between diffuse-avoidant gssing style and academic purpose and
autonomy. In another study, diffuse-avoidant idgrdtyle was associated with a low score in
feeling of efficacy, accompanied by task-irrelevaitorts, and task avoidance (Nurmi,
Berzonsky, Tammi & Kinney, 1997). Based on the amoentioned studies, the question of
interest and the focus for the present study iste“Adentity processing styles directly
associated with academic performance?”

The studies of Boyd et al., (2003) and Berzonsld/kank (2005) found no direct relationship
between academic performance and identity proogssiyles. In a study carried out by
Berzonsky and Kuk (2005) a sample of 460 firstmtéreshmen (276 female and 184 male)
students was used. The sample was predominantlgaSan (87%) and the mean age was
18.3 years. Berzonsky’s ISI3 ( 1992) was used sesss identity processing styles and for
academic performance, freshmen grade point averfagebe first two terms on different
combination of courses were taken, as well asvim $pecific freshmen courses. Identity style
differences were found across all the dependensunesa (e.g. academic autonomy, career
planning, and educational involvement among othelgcording to the findings
informational processing style tended to perform ltlest on all student developmental scales
and diffuse-avoidant students performed the wakstwith previous findings (Berzonsky,
1990, 2003) when compared to diffuse-avoidant stigjdoth informational and normative
students scored significantly higher on scales tiefiected the possession of realistic
vocational information and career plans and clelaicational objectives and goals. Also, as

with the previous research it was noted that infdromal style is not considered to be
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inherently better or more effective than a normatstyle as students in both style groups
were found to have well-defined educational plam$ &ere said to be conscientious and goal
directed. Despite finding this number of correlaidbetween different identity styles and
academic performance in their study, no style ckfiees in grade point averages on different
combination of courses were found but when samesesuwere examined informational
style students tended to do better and diffuseemntistudents tended to do worse. However,
only 1-6 percent of the variance in academic peréorce was determined by identity styles
and there was no significant difference in acadepedormance regarding the different
identity styles (Berzonsky & Kuk, 2005). This meatiat according to the study by
Berzonsky and Kuk (2005) the very weak relationgiefween identity processing styles and
academic performance could not be used to accounafiances in academic performance.
The lack of difference in academic performance heirt study was attributed to
characteristics of the sample (Caucasian, uniyessitdents) and the optimal use of cognitive
processing. Using this finding (Berzonsky & Kuk,0%) it is hypothesised that (1) since all
the students used in the present study are froraahe course (Psychology | and are not all
Caucasian) there would be style differences irdacac performance and (2) while this is
so, the racial characteristics of the sample inctimeent study, being completely different to
that of the previous study, would yield varied fimgs with regard to academic performance
even though it is suggested that by late adolegcemost individuals considered to be normal
are intellectually capable of making use of alethsocial cognitive strategies (Berzonsky &
Ferrari, 2009).

In another study (Hejazi et al., 2009) a sampléQff (200 male and 200 female) sophomore
students in Tehran, were selected through randastesl sampling. The average age was
15.6 years. Results of this research revealediatstally significant positive correlation (r =

0.16, p < 0.01) between informational identity stydnd academic performance, and a
statistically negative significant correlation (r—=9.21, p < 0.01) between diffuse-avoidant
identity style and academic performance. Theseoouts were similar to students in other
cultural contexts. By implication it is thereforgdothesised that informational and diffuse-
avoidant identity processing styles would relagm#gicantly with academic performance in

this study. However, the correlation between nolreattyle and academic performance was
not statistically significant (r = -0.02, p > 0.05As was found with the study of Berzonsky
and Kuk (2005), despite finding correlations betekentity processing style and academic

performance, identity processing styles only actedirfor 8 percent of the variance in
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academic performance.lt is thus seems there is a weak relationship batwielentity
processing styles and academic performance. Howest@ability of the ISI3 in predicting
academic performance has not been investigatednwitie African continent, hence the

current study.

Of the three identity processing styles, normaidentity processing style has had the most
varied relationship to academic performance. Gittenhistory of South Africa it would be
interesting to establish what the relationship widag between normative style and academic
performance and investigate if race plays a roléhendifferential findings. This reasoning
was sparked by the findings with regard to norneaiilentity processing style in three studies
(Berzonsky & Kuk, 2005; Berzonsky & Sullivan, 199Mejazi, E., Shahraray, M.,
Farsinejad, M., & Asgary, A., 2009) this style didt correlate significantly with academic
performance. In two studies (Berzonsky & Sulliva892; Hejazi et al., 2009) the trend was a
negative correlation to academic performance anda$ postulated that it was possibly
because of its association with a low level of itdity/openness. In the third study
(Berzonsky & Kuk, 2005) the trend was that normatstyle had a positive correlation to
academic performance. No predictions about acadpetriormance were made as normative
style is associated with high levels of consciargieess but low levels of openness. Based on
these findings it would be difficult to hypothesitedings of normative identity processing

style on academic performance.

Berzonsky and Kuk’s (2000) findings reveal that thanner in which individuals approach
or manage to avoid identity relevant problems ascisions play a role as students negotiate
the transition to a university context and consetlyehas an effect on academic
performance. More specifically, it was revealedt thimdents who entered college with an
informational identity style were best prepareduiaction successfully in a university setting
and tended to perform well academically (Berzonsl§95). In contrast, students with a
diffuse-avoidant style were at relative disadvaatag these dimensions and consequently
experienced difficulty in making the transition uaiversity and students who relied on this
style were at increased risk for academic probl¢Berzonsky & Kuk, 2000). As with
informational style students normative style studemso had a clear sense of academic
direction However, because students with a normative idehtéy been found to define
themselves collectively and to have a high needstiarcture the sense of academic purpose
associated with a normative orientation appearsetanore externally based and inflexible
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(Berzonsky & Kuk, 2003). This collective identity concentrated in the expectations and
normative standards of significant others and esfegroups such as family, community,
country, and religion (Berzonsky, Macek & Nurmi,0&). On account of these findings it is
thus hypothesised that normative identity style Mdoe significantly represented in this

study due to the race composition of students dittgrthe university.

The research reviewed suggests that adolescefdsedifiated in terms of their psychosocial
development and that self-perceptions can greaflyance the degree to which students are
prepared to participate in university life. It thesems that the way students cope with the
transitions that occur during entry into univerdifg would be greatly impacted by identity
status and in turn by identity processing styles student adopts to manage self-relevant
information. Berzonsky (1993) provided evidencet gtadents’ academic performance is in
part affected by identity processing styles. Ashsutis believed that adolescents’ varying
degrees of self-identity development have implamadi for academic performance.
Accordingly, the purpose of this investigation & éxamine whether identity processing
styles in adolescents’ self-identity developmemvaseas an important explanatory mechanism
for academic performance during the first year oiversity. It is also evident from the
literature that considerable research, in a varatycultural contexts using Berzonsky’'s
(1992) Identity Style Inventory (ISI3) has beeneabd link first year university academic
performance to identity processing styles. Howewmersuch findings have been reported in
the South African context.

It is believed that knowledge of the relationshigtvieen identity processing style and
academic performance of first year university shislecan assist universities to plan
interventions to improve progression rates. Alsaynsellors would be more insightful in
terms of support of failing students. The idea asfind ways of improving academic
performance and progression rates of first yeavarsity students and this study could be
very beneficial in a South African context. Fortarsce, if indeed it is found that diffuse-
avoidant students’ performance is negatively relateacademic performance, it would be
suggested that ISI3 be used as a screening tableifbeginning of the year for first year
students. It would be suggested that those foure tiffuse-avoidant be exposed to a career

counselling intervention.
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Lastly due to the culturally diverse nature of 8wmuth African population more factors need
to be taken into consideration when applying labklsaccordance with previous research
(Boyd et al., 2003) and recommendations emanatong ft issues like race need to be taken

cognisance of as there will be cultural underpigaim the findings.

2.6 Race

According to Elliot (1983) culture is a definitidmghly misunderstood and misused. He
proposes that culture refers to the following wayslife, including but not limited to
language- the oldest human institution and the rmoghisticated medium of expression; arts
and sciences- the most advanced and refined fofrharoan expression; thought- the ways
in which people perceive, interpret, and understiedworld around them; spirituality - the
value system transmitted through generations fer itiner well-being of human beings,
expressed through language and actions; sociaitgctithe shared pursuits within a cultural
community, demonstrated in a variety of festivigel life-celebrating events and interaction
- the social aspects of human contact, including tiive-and-take of socialisation,
negotiation, protocol, and conventions. All of thisove collectively define the meaning of
culture. The concept of race internationally, amadtipularly in South Africa is regarded as
sensitive. The literature recommends that racenislasive concept to define and even
though few scientists would question that geneffier@nces exist within groups, there is a
lack of agreement as to what constitute a rac@ahgiBolaffi, Bracalenti, Braham & Gindro,
2003). Nevertheless, South Africa has been dividdtie past on racial lines and currently
transformation is directed at eradicating raciagicdmination. Race, according to Bolaffi et
al. (2003) is a social construction and appear®utite guise of cultural difference. It also
refers to similar criteria that once formed theivad now-discredited racial typologies —
notably skin colour and physiognomy. Furthermotes iiterated that culture and race are
interrelated (C6té, 2006). Thus cultural and treneetacial contexts which are important for
identity formation provide the context for intrapenal processes (Berzonsky 1989; Erikson,
1980; Marcia, 1980).

The culture in which people study and dwell is nastental in shaping their sense of self.

The identity processing styles employed by firsryeniversity students could be influenced
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primarily by acculturation strategies, demograpfactors such as age and education. A
person’s identity style as researched by Berzo($890) and Adams (Berzonsky & Adams,
1999) indicates that social-cognitive processepelaaperson’s identity. Berzonsky’s (1992)
view on this indicated that identity styles do ageron different levels for different people as
intertwined units — cognitive and behavioural. lilgnstyle, as previously stated, is the
strategy that an individual typically employs or wia prefer to use when negotiating
identity-relevant issues (Berzonsky, 1992). Onentidigrelevant issue necessary to mention
in this study is acculturation. Acculturation refé¢o changes in the individual's behaviour,
social and work activities, thinking patterns, \edu and self-identification as a result of
contact with another culture. When an individuadudturates, the person is not interested in
discarding his past, meaningful traditions, andigal Also, acculturation deals with the ways
in which students adapted to and accommodated treans societal values and demands
(Sheet, 2003). Acculturation is the process by Wiaayroup changes its distinctive cultural
traits to conform to those of the host society (ifay 1997). One’s past and current
educational setting may be influenced by the newt lsmciety’s dominant culture. The
acculturation strategies deployed by first yearersity students, as they transition from high
school to university, may be a component instruadeint the identity styles which are in
operation that in turn may influence academic pemtnce. What makes student experiences
different from each other at university may be keildh the inability or reluctance to see how
they could be academically successful. This prokdendd be further magnified due to their

inability to deal with acculturation at university.

According to Graves (1967) the contact between dbminant culture and acculturating
groups will generate group-level acculturation, eahéntails experiencing one or more of the
following changes: physical (such as, urbanizatjwi)tical, economic, cultural, and social.
Graves (1967) indicates that the same contact leetwbe cultures can also generate
psychological acculturation, which entails expetiag one or more of the following
changes: behavioural, value, identity and adaptatonce identity is about people and how
people make sense of their life experiences (Bakygnl992a) identity development is
personal and cultural. Therefore, a student musitlme with him/herself capturing unique
characteristics such as roles, beliefs, and valined, others can identify (Phinney, 1990).
Students will compare themselves with each othermgans for measuring who they are and
where their station in life may be. Berzonsky (1§Pihdicates that, identity is how we

interpret our own existence and understand who reeira our world. Helms (1993) and
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Phinney (1990) saw race as a significant elementlation to how a person chooses to
define him/herself in the creation of an identityis explained that the effects of contextual
processes operate through intrapersonal proceBsegé¢ & Pettit, 2003); therefore culture
and race are expected to impact on academic peafaren However, research on the
relationship between identity processing styles thedvariables culture and race as related to
academic performance at university is not conckigret (Seabi, 2009) and the current
problem of both theoretical and practical significa of how to understand the differences in
academic performance of students with differentata@ssociations remains (Shuttleworth-
Jordan, 1996).

According to Roach (2006) in the United States MaritAmerican children lag behind in
attaining higher education. Also, there are raarad achievement gaps between African and
Latino students, who generally lag behind White$ Asian Americans. In a country such as
South Africa that is still characterised by an pmwéracial, cultural and linguistic groups who
occupy a ‘shifting position along a continuum o$der or greater levels of urbanization,
westernization and literacy’, the relationship bedw identity processing styles and the
variable culture and race should be a significariable related to academic performance
(Shuttleworth-Jordan, 1996). Although the literatpoints out that contexts and its role in
identity development have been a focus for reseaacidl it is suggested that despite
conclusive findings in international research ors tissue it is vital to determine whether
results found in Western countries can be replicate South Africa given contextual

differences between African and Western counti$esabi, 2009).

In the literature, identity is described as beingjtifaceted. Race is said to be a key concept
in individual identity and ethnicity per se is debed as a collective identity that influences
the construction of self concept (Shimahara, Hohsky & Tomlinson-Clarke, 2001). It has
also been stressed that identity develops out tf inalividual and social processes and that
identity forms and is formed by the surroundingienil(Adams & Marshall, 1996). Taking
the aforementioned into account, the implicatiothet input of identity forming information
would vary from culture to culture and from indival to individual depending on the
context. To show how culture influences identitynfiation, Lee and Lui (2001) highlight
how members of different ethnic groups tend to usd#irect coping strategies (e.g.,
forbearance) to manage stressful demands. In tle& gixample growing up in an ethnically
biased society contributes to internally imposechaleds not to yield, but to keep the centre
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of attention on the goal in order not to end uptloe wayside. Another finding reveals that
students with high normative scores emphasise atolée self-attributes (e.g., “family” and
“religion”) and are more of one culture than ahet (Berzonsky, 2008, p. 646; Boyd et al.,
2003). In addition to these findings it is statkdttvisible racial groups strive to preserve the
norms and values of the family in particular and tulture in general, and this is often
considered more important than developing one'withaal identity (Helms & Cook, 1999).
Thus it becomes evident that identity formationnfiuenced by cultural influences. The
aforementioned, is crucial at a time when studanés beginning university, especially in
terms of exploring the relationship between idgntirocessing styles and academic
performance. It is highlighted that identity prosieg styles are “differentially associated
with the types of self-elements within which on&lentity is grounded.” (Berzonsky, 2008,
p. 646). Family norms and values are importanttileforming information and are instilled
by the way a family functions (Leslie, 1973). Thisggests that family functioning would be
particularly strongly related to developmental @sses including identity formation
(Schwartz, Pantin, Prado, Sullivan & SzapocznilQ20During the first year of university in
present-day western cultures, the Caucasian padadescent relationship is marked by
transformation. This adolescence period is markethb crucial developmental task to gain
autonomy from their parents and become independéults (Kenyon & Koerner, 2009).
According to research (Holmstrom, Karp & Gray 200251) seniors in western culture look
forward to the independence of college, some pé@rggithe college transition as a test of
independence, a place where you can “prove yourssdfe what you are made of,” and “see
if you can survive on your own”. Furthermore, thexpect their parents to treat them like
adults once they attended college and most belitheedelationship with their parents would

become more positive.

With regard to Caucasian parents in western cylttive study by Kenyon and Koerner
(2009) reveals that parents hold higher expectationtheir adolescent children’s autonomy
behaviours than did the adolescents themselvesfiddiag in the aforementioned study was
surprising, given the history of adolescent autopmamsearch that holds the underlying
assumption that it is usually the adolescents vihweesfor autonomy, rather than the parents
encouraging adolescents to be more independeniniiStg, 1990). Although a key

developmental task in adolescence is for them to gatonomy from parents and become
independent adults, they were still very emotignalitached to parents at the transition to

university phase even though parents expected mdwnomy (Kenyon, 2009). Using the
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finding that Caucasian adolescents are more autousm@and are encouraged by their parents
to be autonomous it is expected that Caucasianesckts will have high informational

processing style scores on Berzonsky’'s (1992) iStBis study as it places emphasis on self
attributes like, “my effort”, “my dreams” and “myleéas” and according to research they are

expected to be coping academically (Boyd et aD32(@. 646).

However, studies on the effects of family functimpion adolescent identity have yielded
various findings (Schwartz et al., 2005). The &tere shows that unlike the adolescent stage
in Western culture, family is still important in $fianic culture (Santisteban, Muir-Malcolm,
Mitrani & Szapocznik, 2002). Traditionally, the lenic family is a close-knit group and the
most important social unit. The term familia usyajbes beyond the nuclear family. The
Hispanic "family unit" includes not only parentsdachildren but also extended family
(Rodriguez, 1995).

In contrast to Caucasian parents in western castHispanic parents are authoritarian but
also tender adolescents’ warm emotional suppott witlemand for considerable respect for
parents and other authority figures, including oléxtended-family members. This is
supposed to instii a more collective value systesnoaposed to the relatively high
individualism favoured by European Americans (Lama@ Riedmann, 2009). This unit is
also strongly supportive of achievement. So, despbcioeconomic circumstances, many

Hispanic immigrant students in the United Stateopm well at university (Fuligni, 1997).

While some researchers (Lee & Lui, 2001) have atghat adolescent identity formation
may Yield different patterns across cultural cotgethers (Hamburg, 1986) are saying that,
the ages of adolescence vary by culture. This esplor example that while it might be
normal for Caucasian adolescents in western cultugain autonomy by age 18, it might not
be the case with African adolescents in Africa.idsn adolescents in Africa might only be
allowed to gain autonomy much later. Thus it isdtiyesised there will be low representation
of African first year university students in thetegory of informational identity processing

style.

According to Nsamenang (2002) a compelling deteamtiof parent-adolescent relationships,
family interactions and the dependency index i®pial expectations. African parents expect

adolescents to serve and sometimes to compengatinefoparents’ disappointments and
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failures. Thus parents spare no effort to suppod educate adolescents in order to raise
status and potential to improve the welfare andues base of the family. The extended
family also plays a pivotal role in adolescentseB because they are a good social support
system to educate and provide for relatives (Nsamgn2002). Therefore it is expected that
African students will have high normative scoresBarzonsky’s (1992) ISI3 as normative

scores emphasise collective self-attributes sucarasy.

It was argued by Phinney (1990) that identity fatioya among racial minorities is more
complex than among those who are part of the nigjalture. Adolescents in these
situations are confronted with reconciling the eslwf their group with the values taught to
them in the dominant culture. In South Africa, Bn/Asians constitute 2.6 percent of the
total population and would therefore be regarded escial minority group (Statistics South
Africa, 2009). According to available research owlidn culture, it was found that even
though Indians are a minority group both the domireand global culture influences seem to
have had very little influence in changing the &rdiculture (Hermans & Kempen, 1998).
Adolescent socialisation among Indians is stili¢glly within an extended family, with little
emphasis on encouraging autonomy (Saraswathi, 199®re is significant emphasis on
relationships with others, particularly with regaodobedience toward and respect for parents
and elders. Although parents are willing to givemsodegree of autonomy to their
adolescents to pursue a social life with peersctivecern is that such activities should not
interfere with academic performance. In generatemi@l goals are for children’s present
focus to be on good academic performance (Schld®819). Subsequently, according to
these findings it is hypothesised normative styteaddition to African students, will be
represented by Indian students (cultural orientaisocollectivism) Furthermore, with such
revealing information, dynamics of social and crdtuole requirements, and coping styles,
should therefore be taken into consideration whedying students identified as having a

normative identity processing style.
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CHAPTER THREE

METHODS

3.1 Aims of the Study

3.1.1 General Aim

The general aim of the current study was to ingas#i the relationship between identity
processing styles as measured by the Identity Stglentory and academic performance as
measured by first year psychology students’ mid-yeaults. In addition, to this it was to
determine if there is a significant difference bedw the four race groups (African,

Caucasian, Coloured and Indian) on academic pediocen

3.1.2 Specific Aims

1. To determine if there is a statistically significarelationship between identity
processing styles and academic performance.

2. To determine if there is a significant differencgvieeen the three identity processing
styles on academic performance.

3. To investigate which identity processing stylerisdictive of academic performance.

4. To determine if there is a significant differencetveeen the four race groups on
academic performance.

5. To determine whether there is a significant diffexe between the four race groups

on all the identity processing styles.

Pertaining to the first, second and third aimshaf study, it was expected that there would be
a statistically significant relationship betweerentity processing styles and academic
performance. Specifically, a statistically positiveignificant relationship between
informational style and academic performance waseeted. This postulation was based on
the fact that informational style students have dypooblem-solving skills relevant to a
construction of an identity and are best prepaceddapt to the university context. A
statistically significant negative correlation beem academic performance and diffuse-

avoidant style was expected. These diffuse-avoiddntients employ avoidant-oriented

26



coping strategies and also rely on strategiesehable them to avoid self-relevant conflicts
and problems and are most apt to encounter prokad¢msiversity. Although normative style
students are encouraged by significant others ¥e bducational goals it was not possible to
anticipate whether there would be a statisticaliyiicant relationship between normative
identity processing style and academic performasrevious research yielded multiple

results on these two variables.

With regard to the fourth aim of this study, givéimat overseas universities exhibit
differences in academic performance based on rageas expected that due to the great
diversity of race groups of first year universitydents in South Africa, there would be a

strong relationship between race and academic npeaftce.

In respect to the fifth aim due to the fact thad therature on identity processing styles
emphasise the strong interplay between intrapelsamé environmental factors (with an
emphasis on cultural norms) it was anticipated th&armational style would be highly

represented by the Caucasian group and normaiiesvgould have a high representation of

Africans and Indians.

3.2 Research Questions

1. Is there statistically significant relationship wetn identity processing styles and
academic performance?
Which identity processing style will significanthredict academic performance?
Is there a statistically significant differenceweén the three identity processing
styles on academic performance?

4, Is there a statistically significant differencewseén the four racial groups on

academic performance?
5. Is there a significant difference between the fawral groups on all the identity

processing styles?
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3.3 Context of the Current Study

The current study took place within a universityntext in Johannesburg, South Africa. It
forms part of a longitudinal study which investigafactors associated with high attrition and
throughput rates of first year university students.

3.4 Sample and Sampling

A non-probability purposive sampling approach wasdito select participants for the current
study. Purposive samples are samples dependeninhobn availability and willingness to
participate, but that cases that are typical ofpiyeulation are selected (Durheim, 2007). The
criteria for participation being students had tofiost year psychology students. Out of a
possible 1200 students 428 agreed to participatedrstudy, the average age being 19. The
sample composed of a mixed representation of rhgéghom 250 (58 %) was African, 107
(25%) was Caucasian, 32 (7%) was Indian and 30)(#&é Coloured. Africans made up the
majority of the sample, followed by the Caucasiamup, then the Indian and Coloured

groups.

3.5 Procedure

Permission to conduct the study was obtained frioenrégistrar, head of discipline, course
coordinator, lecturers and participants. Furtheemgoermission was sought from the
participants to use their June Examination res@lithough the participants were assured of
confidentiality, anonymity could not be ensuredgcsi their names and student numbers were
required to match their mid-year examination reswtith identity processing scores They
however were given surety that only the researahérsupervisor will have access to their

personal academic records and scores on the survey.

Then the ISI3 survey (Berzonsky, 1992) was admenest to the convenient sample of
participants. Before the June Examination at theebwf the psychology lecture students
were briefed about the research and the proceegarding filling in the ISI3 as well as the
demographic questionnaire. Both questionnaires wee distributed by research assistants
in the presence of the researcher and studentsgmame time to fill them in. Thereafter, the
filled in questionnaires were collected by the egsk assistants and the questionnaires were
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placed in a box which was later sealed for confiidéity purposes. The boxes were then kept
in a safe place under lock and key until the reteavas complete. After the researcher’s
final exam all raw data will be kept for approximigtfour years for research and publication
purposes and will then be destroyed. After the Joxemination was written, the marks of

the students who were part of the study were obtifrom the course co-ordinator and data

analysis was conducted.

3.6 Research Design

This study utilised a non experimental correlationasearch design between identity
processing styles and academic performance, asaseix post facto between race and
academic performance. Ex post facto research eeglpossible causes and effects. The
independent variable is not manipulated, it hasagly been applied. This type of research
focuses first on the effect, and then attemptseterdhine what caused the observed effect
(Durheim, 2007).

3.7 Instruments

Three measures were used in the current study, thede included, demographic
guestionnaire (Appendix B) Identity Style Inventgéppendix A) and June examination

performance.

3.7.1 Demographic Questionnaire

Information about each participant (sex, age, schgme, race / ethnic background, home
language, parental education and occupation) wasingd through a demographic

guestionnaire.

3.7.2 Identity Style Inventory (I1SI3)

Berzonsky's Identity Style Inventory (1992) was dise measure identity processing styles.
It consists of 29 items which are statements abeliefs, attitudes, and or ways of dealing
with issues. It is scored on a Likert scale randgnogn 1 (not at all like me) to 5 (very much

like me). The ISI3 contains four continuous stydalss: (1) Diffuse-avoidant-style scale (10

items: e.g., “I'm not really thinking about my fue now; it's still a long way off”); (2)
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Normative-style scale (nine items: e.g., I preterdeal with situations where | can rely on
social norms and standards”); and (3) The Infororetl-style scale (11 items: e.g., “I've

spent a great deal of time thinking seriously alvauat | should do with my life”).

The scoring instructions were: Information-Orieigat= (2 + 5+ 6 + 16 + 18 + 25 + 26 + 30
+ 33 + 35 + 37); Normative-Orientation = (4 + 149+ 21 + 23 + 28 + 32 + 34 + 40); and
Diffuse-Orientation = (3 + 8 + 13 + 17 + 24 + 2729 + 31 + 36 + 38). To categorise the
participants according to their identity processstygle informational, normative, or diffuse-
avoidant - raw scores on the three identity stgales were transformed into standard z-

scores. An individual's highest z-score was the tis assign his or her identity style.

Cronbach’s Alpha Co-efficients were run to measetiability of the ISI3. While there is no
agreed cut-off for the alpha coefficient, 0.7 abd\a is usually the acceptable level (Cohen
& Swerdlik, 2005). Reported test reliabilities thie subscales, informational, normative and
diffuse orientation range from 0.71 to 0.75 (Boyale, 2003). However, test reliabilities for
the same subscales in the current study range .4€e fOr informational style, 0.63 for
normative and 0.57 for diffuse-avoidant style ahd overall result is 0.58. These results
indicate lower levels for the alpha coefficienteerefore bringing to the fore the non-
reliability of the ISI3 as an instrument for theresning of academic performance for first

year university students.

3.7.3 Academic Performance

Academic performance was measured with particisamitd-year examination results which
were obtained from university’s records. A consiemin was used to attain permission for
that.

3.8 Data Analysis

Descriptive and inferential statistics were emptby@ analyse the data from the responses of

the participants of this study.

To determine the distribution of the scores (testrformality) of the ISI3, Kolmogorov-

Smirnov (K-S) test was used. This test comparesuingulative distribution of the data with
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the expected cumulative Gaussian distribution, #&@des its p-value on the largest
discrepancy. Since the data was normally distrib@ted other assumptions of parametric
tests were satisfied, Pearson’s Product Momentelation was used. Stepwise Multiple
regression analysis was calculated to determinectwilentity processing style would
significantly determine academic performance. Asialyf variance (ANOVA) was used to
test the difference between the race groups oneatadperformance. Tukey’'s post hoc test

was used to determine where the difference wasdsetwhe four racial groups.

3.9 Ethical Considerations

This research study employed ethical guidelineseamiired by the University’s Ethical

committee. As already mentioned, permission to aohthe study was obtained from the
registrar, head of discipline, course coordinatecturers and participants. Furthermore,
permission was sought from the participants totbee June Examination results. Although
the participants were assured of confidentialitypraymity could not be ensured, since their
names and student numbers were required to magohntiid-year examination results with

identity processing scores They however were giserety that only the researcher and
supervisor will have access to their personal avéd@ecords and scores on the survey.
Subject information letters (Appendix E) were aintednform students about the following:

the exact nature and purpose of the study andtsétysivith relation to revealing personal

information about themselves and their June exammaesults. It was made clear that
participation was entirely voluntary and particithad the right to withdraw from the study
at any time without penalty. Participants then wemdted to participate. If participants

rejected that invitation, they were made aware thay would not be disadvantaged in any
way. Similarly if participants chose to partake thre study, they were made aware that
involvement would not benefit them in any way. Ttesearcher’'s contact details were
provided in light of participants having any quess. Finally, they were informed that the
research results would be made available througisearch report which will be found in the

Department of Psychology and the library.
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CHAPTER FOUR

RESULTS

4.1 Overview of Data Analysis

Descriptive and inferential statistics were usea@nalyse the data from the responses of the
participants of this study. Statistical Analysiss&n (SAS) version 9.2 was utilised to
conduct statistical analysis. Cronbach’s Alpha waplied as a measure of internal
consistency. The Kolmogorov-Smirnov (K-S) test abdodgness fit was conducted to
determine the distribution of the post-test scarethe Identity Style Inventory (ISI3). The
results showed the possibility of slight skewingelding a normal distribution for the

variables and parametric tests were employed.

Two levels of analysis were conducted in orderrtivjgle a comprehensive set of results. The
first level of analysis focused on descriptive istais and describes the sample. The second
level of analysis consisted of inferential statistiln the current study, Pearson’s Product
Moment Correlation was used as the statisticalriecie to show whether and how strongly
pairs of variables are related. Linear regressimalyais was the statistical method to attain
predictions of academic performance. In additiomalfsis of Variance (ANOVA) was
utilized to compare the effect of the independentables on the dependent variables. Lastly
Tukey's post hoc analysis was employed to examipecifically where significant

differences lie.

4.2 Inferential Statistics

4.2.1 Reliability of the Identity Style Inventori5(3)

In order to assess the reliability of the ISI3 @®@nbach’s Alpha was used as a measure of
internal consistency. The alpha coefficient, 0.d atove is usually the acceptable level
(Cohen & Swerdlik, 2005) however, as presentedabld One, it can be seen that the alphas
are below 0.7 in all the subscales therefore rgisoncern with regards to using the ISl in a

South African context.
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Table One: Cronbach’s Alphas

Alpha
Overall 0.58
Informational 0.49
Normative 0.63
Diffuse Avoidant 0.57

4.2.2 Normality of Data

Examination of the histograms for all three idenfirocessing styles (see Appendix A)
indicated that while there might be slight skewitige distributions seem to be generally

normal.

4.2.3 Comparison between identity processing styteacademic performance

The first aim of the present study investigated thvbe categorisations based on identity
processing styles showed differential academicoperdnce. ANOVA as presented in Table
Two, was significant, F (2,420) = 2.42; p = .0328ggesting a difference between the groups
(Informational, Normative or Diffuse-Avoidant) orcademic performance. Post hoc Tukey’'s
analysis revealed a significant difference betwieninformational identity processing style
(mean = 55.05) and the Normative identity procegsiyle (mean = 50.81), in favour of the

former group.
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Table Two: ANOVA table for ISI as independent valeaand June marks as dependent

variable

Source DF Sum of Mean Square F Value Pr>F
Squares

Model 2 1275.737 637.868 3.46 0.032

Error 417 76845.65 184.282

Corrected Total 419 78121.39

R-Square Coeff Var Root MSE Marks % Mean
0.01633 25.8268 13.57506 52.5619

4.2.4 Correlation and regression (between idenptpcessing styles and academic
performance)

As previously mentioned, the second aim of thiglgtwas to explore whether there was a
statistically significant relationship between itlgn processing styles and academic
performance. The Pearson’s Product Moment Coroslatvas used to investigate the
hypothesised relationships between the styles eadieanic performance.

As presented in Table Three, of the three idemtibcessing styles: informational, normative
and diffuse-avoidant, only the normative identityogessing style correlated significantly
with academic performance (r = -0.110, p < 0.0%® $able Three). Although the result
yielded a significant finding with this variabléhet correlation was weak and negative. As
already mentioned, the correlation between infolonal, and diffuse-avoidant identity

processing styles with academic performance wastatstically significant.
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TableThree: Relationship between Identity ProcessinigStgnd Academic Performance

Informational Normative Diffuse- Marks %
Avoidant
Informational 1 0.374** 0.155** 0.024
Normative 0.374&=* 1 0.138* -0.11G
Diffuse-Avoidant 0.155~ 0.138* 1 -0.009
Marks % 0.024 -0.116 -0.009 1

* Significant at .05 level, ** Significant at .01 ével, *** Significant at .001 level

Considering the relationships between the proposbendent variables it was necessary to
investigate the data for multicollinearity beforegression was run. According to Lomax
(2007, p.68) “multicollinearity is a strong lineeglationship between two or more of the

predictors. The presence of severe multicollingasiproblematic.”

Multicollinearity Diagnostics

Table Four: Tolerance and Variance Inflation 8 $cores

Variable Tolerance Variance Inflation
Intercept 0
Informational .848 1.178
Normative .849 1.177
Diffuse-Avoidant .968 1.032
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Table Five: Collinearity Diagnostics

Proportion of Variation

Number EigenValue Condtion Intercept Information Normative Diff-

Index Avoid
1 3.938 1 .000 .001 .001 .002
2 .035 10.496 .005 .033 142 871
3 .016 15.266 121 .248 .855 .070
4 .008 20.938 871 17 .000 .055

Variance Inflation Factor (VIF) and Tolerance am® tmeasures that can guide in identifying
multicollinearity. A tolerance close to 1 meansréhés little multicollinearity, whereas a
value close to 0 suggests that multicollinearityynise a threat. The reciprocal of the
tolerance is known as the Variance Inflation Fa€WF). The VIF shows us how much the
variance of the coefficient estimate is being igth by multicollinearity. Values of VIF
exceeding 10 are often regarded as indicating caliitiearity (Bageri & Midi, 2009). Based
on this and given the tolerance and variance ioflatactors are close to 1, multicollinearity
does not seem to be a concern for the present.study

“Multiple regression is a method of studying thepamte and collective contributions of

several independent variables to the variation afependent variable” (Terre Blanche,

Durheim & Painter, 2007). In the current study ihdependent variables are the three
identity processing styles — informational, normatand diffuse-avoidant and the dependent
variable is the student's academic performance.tiMal regression analysis was used to
establish if a relationship existed between ISlssale scores and academic performance.
Multiple regression analysis as presented in T&ble suggests no relationship between
identity processing styles and academic perform§mee.065).

4.2.5 Comparison of academic performance betwesngeups

In relation to the third aim of this study, it wscompare academic performance of all the
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race groups in the study. As presented in TabletBéere was a statistically significant

difference between the race groups F (2, 420) 5;2v< .0001 on academic performance.

Table Six: Race as independent variable and Junkesraa dependent variable

Source DF Sum of Squares Mean Square F Valu
Pr>F

Model 4 16409.92 4102.48 27.59 <.0001
Error 420 62453.83 148.6996

Corrected Total 424 78863.76

R-Square Coeff Var Root MSE Marks % Mean

0.208079 23.21205 12.19424 52.53412

Post hoc Tukey’'s analysis indicated statisticaliygicant difference between the Caucasian
students and the other race groups on academizrpemice. No other significant differences

were found (see Table Seven).

Table Seven: Academic performance means of racggro

Level of Race N Marks %
Mean Std Dev
African 250 47.956 12.17254
Indian 32 54.5 10.74634
Coloured 30 53.4 14.77323
Caucasian 107 62.63551 11.75649

4.2.6 Comparison between race groups on identitggasing styles

As presented in Table Eight, of the three idenpitgcessing styles, there is a significant

result only on normative style and no other sigaifit results exist.
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Table Eight: Comparison of identity processingesstores between race groups

Styles DF Model DF Error F.
Information 4 423 0.46
Normative 4 423 3.27*
Diffuse-Avoidant 4 423 2.08

* Significant at .05 level

Post hoc Tukey’'s analysis revealed a statisticadjyificant difference between the Indian

and the Caucasian students on normative identilygsssing style (see Table Nine).

Table Nine: Normative subscale means for race group

Race Normative Style

Mean Std Dev
African 31.08765 5.677349
Indian 32.63636 4.929618
Coloured 30.03333 4.958332
Caucasian 29.42991 5.011519
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CHAPTER FIVE

DISCUSSION

5.1 Interpretation of findings

The present study set out to find if there is atrehship between identity processing styles
and academic performance of first year univerdiiglents in a South African context. It was
the intention of the study to determine whether ti@ for measuring identity processing
styles (ISI3) could be deemed reliable for scregriirst year university students, so as to
assist in curbing their high failure rate. The tesswf the current study are discussed in
accordance with the reviewed literature. Finallyggtical implications and limitations of the

study, as well as recommendations for future researe made.

5.2 ISI3 Reliability

The reliability of the 1SI3 as a tool for the sanewy of academic performance was of concern
given the findings of Hejazi et al (2009) and Berziky and Kuk (2005) that evidenced a
weak relationship (8 percent variance) betweenemadperformance and identity processing
style. It was hoped the current study would yieltifeerent (positive) result like that of Boyd
et al. (2003) so the dismally high failure rate fot year university students could be
confidently addressed to bring about higher patssrddowever, current findings indicated
the Cronbach Alphas are unacceptably low to deemlI$i3 a reliable tool for screening
academic performance in the South African contBethaps certain items in the ISI3 like
item 12 — “I'm not sure which values | really holdtem 29 — “| find that personal problems
often turn out to be interesting challenges” ammit30 — “| try not to think or deal with
problems as long as | can” are ambiguous or tom épenterpretation, and this could have
affected internal consistency. This requires furtealysis and if it is found to be true then
perhaps the ISI3 needs revision and some questioosrtainly those mentioned — need
rewording. Taking this into consideration the ISI@oor reliability for this study, should not
be viewed in such a way that other findings (disedsbelow) cannot be used to improve the
quality of first year university students becauke findings can generate interventions to

impact positively on academic performance.
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5.3 Relationship between identity processing stylesxd academic performance

The present study explored the relationship betwasssdemic performance of first year
university students and the level of their identpyocessing style (a combination of
environmental context and intrapersonal factors)gin a clearer and more accurate
perspective of their academic performance. Asmalicator of academic performance the
June Examination results of students doing the liRdggy | course was utilised. Given that
the Identity Style Inventory (IS13) was successfulsed to associate high failure and drop-
out rates of first year university students intéiorally, the first aim of this study was to

explore whether there is a statistically significaelationship between identity processing
styles and academic performance in a South Afraczamext. The results of this study support
the hypothesis that a relationship exists betwestndent’s identity processing style and their
academic performance. However, the current residtsiot corroborate previous findings

between identity processing styles on academicopagnce. It was expected that there
would be a statistically positive significant cdateon between informational identity

processing style and academic performance, as agel statistically negative significant
correlation between diffuse-avoidant identity pissieg style and academic performance
(Berzonsky & Kuk, 2005; Boyd et al., 2003; Hejatiae, 2009). The results in the current
study only revealed a statistically negative sigaifit correlation between normative style and

academic performance.

Furthermore, the current analysis revealed a statily negative significant relationship
between normative identity processing style andlaeac performance but as discussed in
the literature review previous studies (Berzonski{dk, 2005; Berzonsky & Sullivan, 1992;
Hejazi et al., 2009) have suggested that normadigatity processing style does not relate
significantly with academic performance. Also indamn to no significant findings there
were multiple trends found between normative stgled academic performance. As
mentioned previously (Berzonsky & Sullivan, 1992¢ja&ki et al., 2009) there was no
significant result between normative style and aoad performance but there was a
negative correlation trend to academic performamhteanother study (Berzonsky & Kuk,
2005) there was also no statistically significantrelation between normative style and
academic performance but there was a positive latioe trend to academic performance.
Therefore in the decision not to anticipate what tblationship between normative identity

processing style on academic performance will beeat findings evidence that it is difficult
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to anticipate the type of relationship normativeenitity processing style on academic

performance.

The findings of this research imply that normatigtentity processing style had a different
relationship to academic performance as comparegréwious findings because of a
combination of issues. One reason that could adcdourthis discrepancy may be related to
the characteristics of the sample. In a predomipa@&ucasian sample (Berzonsky & Kuk,

2005) normative style students performed just ae thformational style students

academically. Both style students seemed to beyeniig well. The sample of the present
study consisted of a mixed race group. Anothesarafor the differing result can be

attributed to what was used to indicate academimpeance. When more than one mean for
students’ grade point averages were taken intoustcoejazi et al., 2009) there was no
statistically significant result but there was agamgve correlation trend on academic
performance. Academic performance in this study watermined by only one formal

examination, that being the June Examination. Ahkerreason for differential results can be
due to gender representation in the sample. A ocatepsample of Caucasian females
(Berzonsky & Sullivan, 1992) yielded a negativeretation trend on academic performance.
This study did not consist of a homogenous reptasien of females. A last consideration

for this study’s contrasting result on the normatidentity processing style is an unequal
representation of race in a sample. When the Caucgsoup was in the majority and other
race groups were very minimally represented theas mo significant result but there was a
positive correlation trend on academic performaBmyd et al., 2003). In the current study
the African group was in the majority, followed the Caucasian group who were half of the
number of Africans, then the Indian and Colouredugs that were minimally represented.
Therefore, it is proposed that owing to the unigbaracteristics of the present sample in
comparison to other samples, there was a significeagative correlation of normative

identity processing style on academic performance.

In the present study, one possible factor thatttedhe negative significant correlation
between normative identity processing style andl@eec performance could be the fact that
students’ June Examination results were employea @lection of academic performance
instead of November Examination results. If the &uober Examination results were utilised
the outcome might have been different. By Noventberprocesses or strategies adolescents
reportedly use to deal with identity conflicts wdutave improved as they would be more

41



accustomed to university life. Hence the resultemiild be academic progress. As mentioned
previously Berzonsky (1989) demonstrated one ofntlest important factors established to
be associated with academic performance is dedrekemtity development or the definition
of one's self in terms of roles, attitudes, beligisd ambitions. Consequently, this suggests
that academic performance is influenced by leveigdentity development. Another possible
factor for the negative significant result could duee to the fact that by age 18 at the latest
almost all late adolescents are capable of empiayia social-cognitive strategies associated
with the three orientations (Berzonsky & Kuk, 2009)ormative identity processing style
was the preferred style in that problem-solving dedisional situation but due to the nature
of the task (the June Examination) they were nde¢ & cope. In order to cope with the
academic demands of university it is required tstaidents be sufficiently academically
autonomous. Normative style students tend to cepeerbin a more structured environment.
It can only be suggested that to a great degreeaive style students beginning university
in the South African context are not utilising hilglvels of academic autonomy. They still
need to look to others for assurance and apprdeturers are not able to provide the
individual support required by such students hettoey feel lost and are not able to cope
with their studies. Therefore in that specific gewb solving situation they were unable to

cope.

It was also expected that there would be a stedibfipositive significant correlation between
informational identity processing style and acadeperformance in this study. Despite the
current insignificant result it is still inferrefidt informational style students are able to cope
with the academic demands of the first year of ersity. From the literature review it can be
concluded that they are more successful at uniyersithe first year because informational
style students are independent, can work on their and are able to make the necessary
decisions to succeed (Berzonsky & Kuk, 2005). Tleeesinformational identity processing

style is linked to high academic performance.

Additionally, it was anticipated there would betatistically negative significant correlation

between diffuse-avoidant identity processing séyld academic performance but the finding
was insignificant. By implication this result stdhows that diffuse-avoidant identity style is
associated negatively with academic performancéh Véference to the literature review it is

suggested that diffuse-avoidant students are rpathta of setting personal goals. They have

42



a tendency to look up to and follow others and ladkicational purpose which leads to a

decrease in academic performance (Hejazi et @09)20

In addressing the second aim, to determine if theomld be differential academic
performance against the different identity progegdhe current study only revealed that
students with an informational identity processstge seem to show differential academic
performance as compared to students with a normatind diffuse-avoidant identity
processing style. This being the case, furtheryaimlcould not be conducted regarding
identity processing style and academic performaiberefore this study cannot draw any

conclusions concerning the second aim.

5.4 Comparison between identity processing stylesi@ academic performance

The third aim of the current study was to deterntime comparison of identity processing
styles on academic performance. It was discoverecetwas a significant difference only
between informational processing style and norreatprocessing style on academic
performance and between informational and diffusgeant style on academic performance.
There was no significant result between normatineegssing style and diffuse-avoidant style
on academic performance. The finding between indbional and normative processing style
on academic performance in this study was not igatied. It was expected that informational
and normative students would perform significaribigtter than those who are diffuse-
avoidant. However this finding can be understoodedaon the fact that informational
processing style has always been associated witd gmademic performance but the
relationship between normative identity processtide and academic performance varied
(Berzonsky & Kuk, 2003; Berzonsky & Sullivan, 199Bpyd et al., 2003; Hejazi et al.,
2009). Some reasons for the discrepant resultarSibuth African context are explained in
terms of the influence of culture and context oaentity processing styles. It seems that
identity processing styles can be determined by gigen the cultural orientation of the
particular race group. According to Boyd et al0q2) Caucasian adolescents are more
autonomous because they place emphasis on séhiutds like, “my effort”, “my dreams”
and “my ideas” and according to research cope battademically (Boyd et al., 2003, p.
646) and are encouraged by their parents to benanmous. Caucasian students had a high
informational processing style score on Berzonskiy'892) ISI3. Diffuse-avoidant style

students on the other hand were more Asian Ameramah tended to be experiencing

43



academic difficulties (Boyd et al., 2003). In tlaarge study African Americans and Hispanics
were more normative style students and this waibatied to their collectivist self -attributes,
but they performed well at university as comparedhe normative style students in this
study. In the current study it was only the Indgaoup that was significantly represented as
normative processing style students and not alsd\ftican group as was expected. Perhaps
a possible explanation for the discrepancy in #sult is owed to the fact there is a new
generation of South Africans born into a new SoAthca. This so called “born free”
generation of mostly black South Africans have growp in a different world, and in
particular a country that is very different to whheir parents knew. They have benefitted
from political change. For example many African ggsters attend ex-model C schools in
areas that were previously exclusive to Caucasteng In the process there would have
been an integration of new values and an adoptionear ones causing the traditional
collectivist culture of African young people to eé@nce change. Although the present study
did not measure how many African students in thepda attended ex model C schools it is
apparent that first year university African studerdre seemingly not traditionally
collectivistic as was expected. However, taking iobnsideration the cultural orientation of
the Indian group that stresses collectivist sdlifaites, the result on normative style was not
surprising. Indian students for example tend te@lamphasis on pleasing significant others
like parents and other authority figures and makeer decisions based on pleasing them
(Saraswathi,1999). When they experience acaderfiicuties at university it is not because
they are Indian but because their decisions ataein€ed by their cultural orientation and
their beliefs are too rigid to make the necessdrgnges that could facilitate academic
success (Berzonsky, 1997). The corroboration ofitpeificant result between informational
processing style and diffuse-avoidant style on ewcad performance with other
investigations on the other hand was more preditabcause of the congruent findings in
previous research (Berzonsky & Kuk, 2003; Berzon&kgullivan, 1992; Boyd et al., 2003;
Hejazi et al.,, 2009). Diffuse-avoidant students aft contexts of previous research
experienced academic difficulties. Therefore it waHicipated that there would be a
significant finding between informational and dgk+avoidant processing style on academic
performance in the current study. This confirmatadrresults with previous investigations
indicated that diffuse-avoiders would be at riskdmmically in South Africa because they
utilised the least adaptive and effective strategieheir first year at university (Berzonsky et
al., 1999).
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5.5 Comparison between race groups on academic permance

Given the history of South Africa it was necesstaryascertain if academic performance of
first year university students could be determibgdace. Thus the fourth aim of the study
was to investigate if race had an effect on acadgmerformance. The current findings
revealed significant differences in academic penmce between the African and Caucasian
in favour of the Caucasian group, as well as sicgift differences between the Indian and
African groups, in favour of the Indian group. Taédmdings which suggest that academic
performance can be determined by race are consisitn previous research (Boyd et al.,
2003). Significant differences in academic perfanoe were found with different race
groups. Caucasian students tended to perform watleanically (Berzonsky & Kuk, 2005;
Berzonsky & Sullivan, 1992; Hejazi et al., 2009).dnother study (Boyd et al., 2003) where
the sample consisted of a mixture of race grougacan Americans and Hispanics also
seemed to be doing well academically. On the dtlaed, Asian Americans more than any
other race group tended to experience academicudifes (Boyd et al., 2009). These
findings seem to support the assertion that acadperformance can be determined by race
in the United States. However as with previousaese(Boyd et al., 2003) this study found

that race on its own could not account for diffeesin academic performance.

Other factors like cultural norms tended to infloenthe way students performed
academically (Boyd et al., 2003). In the South &dn context the sample group consisted of
a mixture of race groups therefore any relatiorshgiscussed between academic
performance and race cannot be taken at face vBRlughermore it is suggested that the
differential results of race on academic perforneacannot only be attributed to differences
in race. There are other factors needing considersike the context in which the different

race groups live.

In terms of context many first year university staots in South Africa come from a wide
range of social and cultural backgrounds that ghvem very different life experiences,
different educational opportunities and a greatefgrof expectations, needs and academic
potential (Goduka, 1996). Additionally, at prestém inequities of the apartheid era are still
haunting the university context: slow change iditianally African schools which are still
educationally disadvantaged (Kagee, 1997) diffiesltat university, poor family support,
lack of effective study skills (Agar, 1990) finaatstrain, distance from home and language
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barriers (Kapp, 1998) trauma from high levels aflence and poverty (Hamber, 2000) and
shifting from a rural to an urban environment (@ald-Plaut, 1998). Such contextual factors
place first year university students from previgudisadvantaged backgrounds more at risk
for experiencing difficulty in all spheres of unigay life including academic performance.
By implication race alone cannot account for ttgnsicant differing academic results of the

previously disadvantaged Indian and African groups.

From a sociocognitive point of view the dynamics aofiture and context are found to
determine identity processing styles (Bandura, 198%om the literature review it was
discovered that research in the arena of cultuk idantity processing styles seemed to
complement each other. Therefore the criteriariarmational and normative styles were in
harmony with the findings on Caucasian, Indian akfdican cultural norms. More
specifically, in present-day western cultures, thecial developmental task of Caucasian
adolescents is to gain autonomy from their parants become independent adults (Kenyon
& Koerner, 2009). In terms of identity processintyles research indicates that an
informational identity orientation is associatedttwa personally-defined self-identity and
independence of judgement (Berzonsky, 1994) angqgseful self-exploration (Grotevant,
1987). It was found that the Indian and African e strive to preserve the norms and
values of the family in particular and the cultimegeneral, and this is often considered more
important than developing one's individual iden{iielms & Cook, 1999; Nsamenang, 2002;
Saraswathi, 1999). Identity style research indgatieat a normative identity style is
associated with a collective self-definition oritin and there is a tendency to be closed to
information that poses a threat to personal vadunesbeliefs (Berzonsky, 1994; Berzonsky &
Sullivan, 1992). As a result, the findings of thregent study reflect that the Caucasian group
is largely information style because of their crdtuorientation and they produced good
academic results. The Indian group is signifigantirmative style and the African group is
largely normative style, because of their cultupalentation and did not perform well
academically. Therefore it becomes increasinglgevi that race on its own cannot account
for differential academic performance between #Hue rgroups.

This study has focussed on identity processingstiglit as found; identity processing styles
is influenced by cultural and contextual factors. $uch the final aim is addressed. The aim
was to determine whether there was a significdfeérénce between the four racial groups on
all the identity processing styles. In light of theevious discussion, the significant result on
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normative style by the Indian and African groupsfoms that when students in these race
groups begin university they will be normative stylTherefore it can be concluded that
identity processing styles can be determined b dawt only when cultural factors are

considered.

Another reason for the significant negative resualtacademic performance by the Indian and
African race groups can be seen in terms of caneaice. The proposed exploratory stage of
the initial tapering of career options is betwede tages of 15 and 24 (Super, 1990).
However, in the South African context, due to adihastic cultural norms of the majority of
students attending university, the exploratory stafycareer development might be extended
to a much later age. This proposes that when norenatyle students begin university they
do so with very little self choice in choosing aex and course subjects. Many who later
realise that they would have preferred somethirgg,eeither refuse to make necessary
alterations like changing a major for the fear isagpointing the significant people in their
lives or discover too late to change their care¢h @nd subject choice. Thus the high failure
and drop-out rate of first year university studerds also be attributed to wrong career and
subject choice.

The current study also reveals that although dughndian and African groups are normative
orientated, there is a significant difference iad@mic performance between the two groups
in favour of the former group. Such a result, bethg first of its kind in South Africa
requires attention especially in the interest opriaving progression rates of first year
university students. It is proposed that the diffigracademic performance of the two
normative style groups (Indian and African) canaoeounted for by the level of flexibility
and openness between the two race groups. The dévelxibility depends on context and
culture. It seems the Indian group is more urbahesed are less affected by the contextual
factors mentioned above as opposed to the Africanpgwho live largely in semi-urban and
rural areas and are more affected by the contefdatdrs mentioned above. Therefore there
is significant difference on academic performangéhle Indian group over the African group
even though both race groups are normative style.

As hypothesised the understanding of the relatipnsétween normative identity processing

style and academic performance of first year usierstudents is more complicated than
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informational and diffuse-avoidant styles on acaideperformance. However, as found in

this study the findings on normative style were encomplicated than expected.

5.6 Practical implications of the results

The present study attempted to investigate théioakhip between identity processing styles
and academic performance of first year univerdityglants in a South African context. The
findings of identity processing styles as measulsd the Identity Style Inventory
(Berzonsky, 1992) on academic performance as measy the June Examination results of
Psychology | students indicated a relationshipvbeh normative identity processing style
and academic performance. Informational style sitel@erformed better academically at
university in the first year than normative andube-avoidant style students. Normative and
diffuse-avoidant style students were at risk ofezigncing academic difficulties which could
result in failure at the end of the year. If difuavoidant and normative style students were
identified as early as possible in their first yaauniversity, proactive interventions can be

designed to support and assist them to attain atadgals.

It is stated that diffuse-avoidant style studemii$ tb attend to detail and operate globally
forgetting commitments (Berzonsky & Kuk, 2005). this case intervention strategies
targeting this group should focus on planning dantetmanagement, vital for studying and
learning. Normative style students on the otherdhare more inflexible and have a high
need for structure. Further practical implicatiofishis study involve trying to bridge the gap
between high school and university because unikessare faced with admitting large
numbers of students from previously disadvantagackdrounds that are expected to be
normative or diffuse-orientated. They will finddifficult to adapt to university life based on
the discussion in the section abov&he fact that so many factors can be important in
influencing academic performance of first year stid is the main reason that single
measures will not on its own ensure improved acadgrarformance in the first year at

university.

Perhaps a compulsory pre-university orientationrsewshould be installed after grade 12 so
that new university entrants could be well equippedieal with the real experience. Prior
investigation on the problems first year universtydents encounter should be conducted

and a relevant curriculum for the programme bebdistaed. University administrators could
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provide more supportive learning environments tbagice the chances that students will be
successful and lecturers could also use the infitomao enhance the influences of positive
factors on student learning. The influence of niegatactors could also be minimised
accordingly. It is recommended that students bss&sl and supported to approach
university studies in a way that will increase thafiances of success, skills need to be taught
on how to function in a less structured environm@&udth normative and diffuse-avoidant
style groups would benefit from being trained téi@pate difficulties, to develop effective
coping strategies, and to be educated in effeatigthods to improve academic skills. Setting
appropriate goals, constructing a good study enument and effective time management are
also considered important. First-year universitydents may have unrealistic expectations
about the non-academic factors that could reduer thances of successful study and this
should also be taken into account.

Currently, in South African universities, studengse expected to be academically
autonomous despite deprived educational experievfcékge majority of students. Bearing in
mind the findings of this study it is evident tlaihough normative style students might have
well-defined educational plans and are consciestiaod goal directed they seek approval
from parents, friends and lecturers. This indicdbed normative style students in particular
will experience difficulty in most situations wheredependence and self-regulating learning
is emphasised because they depend on prescrigtmmssignificant others (Berzonsky &
Kuk, 2002). This situation demands for more studempport by lecturers and student
intervention programmes that focus on addressirfficulties associated with gaining
academic autonomy. Self-study for example might Ib@tthe obvious route to take for
struggling normative style students. Therefores idvised that one focus in an intervention
addressing this need should be in the area of res®@and strategies to use when academia

becomes difficult.

Additionally, research shows normative style stisleeducational objectives are controlled
by significant others (Berzonsky & Kuk, 2005) andffuse-avoidant students lack
educational purpose (Nurmi et al., 1997). Therefore stressed that career counselling be a
prime objective for students exiting high schooy. tBe time students enter university they
should have career clarity. Furthermore significathiers like parents should be incorporated
into the programme so that the career guidancebeawell received and utilised for the
overall benefit of the student.
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5.7 Limitations of the study

While findings from the present study provide somignificant information on the

relationship between identity processing styles awddemic performance of first year
university students there are a few inherent litiutes that require consideration. A major
limitation of this study is the fact that the samminly consisted of first year psychology
students. Further, the sample was drawn from omesrgity only so generalisations should

be made cautiously.

Secondly, data was collected mid-year when studeete faced with the first significant

examination. Two issues emerge from this, (1) ttet Major examination is met with great
amount of uncertainty and students’ academic pedoce might improve with more

experience, and (2) due to university experienadesit midyear identity processing styles
might be different later in the year.

Thirdly, the race distribution in the sample wadalanced. The majority of students were of
the African group, followed by Caucasians who weadf the number of the African group

and a very small representation of Indians and @elds. If the sample was equally
represented in terms of race the results might Haaen different. Thus as mentioned

previously, the results of this study must be cdersd with care.

5.8 Suggestions for future research

This research provides insights into the relatigméfetween normative identity processing
style and academic performance and submits theitg&tyle Inventory (ISI3) as an identity

style assessment tool within the South African ert Several submissions are presented:

Adolescence is categorised into early, middle atel &dolescence. By the time adolescents
reach university, it is late adolescence. Thennadjor career decisions have been made,
coping strategies and social skills have been tedmother words students will begin
university with identity processing styles based past experience. It would be of
tremendous benefit to follow the identity develominef these students over a longer period.
Thus this study makes the submission for a longialdstudy over a long period of time and
in more than one context. In so doing there willst@nger validity of conclusions as the
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study will have sufficient measurement points tetidguish between patterns. There will also
be a greater authenticity of insights, and morestimll be available for more conceptual
attention on what identity is about. Over a longeriod of time more information becomes
available on how threats to validity may be reducedeliminated. Additionally, more

implications for education and the curriculum canhighlighted. Lastly data analysis and

conclusions would be more productive if more dini@ms remain constant.

Lastly, previous research on identity formatiorgntity development and identity processing
styles has been conducted in the internationalbaaed samples of major studies have mostly
been Caucasian. The different finding on identitgcgssing styles in the current context
suggests more in-depth research on personal igestitecessitated on South African soil.
Given the sociocognitive stance of this study, argbciocognitive perspective in general, it

is imperative to carry out this research in varioostexts.

5.9 Conclusion

This study purported that a student’s identity pssing styles — a result of a combination of
environmental context and intrapersonal factors il give a clearer, more accurate
understanding of academic performance of first yeaversity students in a South African
context. The Identity Style Inventory (ISI3) wasedsas an identity styles assessment tool
and June Examination results were employed as aureaf academic performance. Even
though the ISI3 had poor reliability for this studignificant findings reveal that there is a
relationship between identity style and academidopmance. More specifically, results
show a statistically negative significance on ndmeaidentity processing style and academic
performance with a positive trend on informatiosglle and academic performance and a
negative trend on diffuse-avoidant style and acacgrarformance. In addition, albeit the
normative result is incongruent to normative resuverseas, usefulness of employing
identity processing styles to determine academrtopeance has been established. Lastly,
given the historical background of the South Afnicntext variations in the normative style
result was anticipated and academic performanctl cmat be determined. Therefore it can
be concluded normative identity processing styleasiplicated and further research on the

African continent is required to address the figdin
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Nonetheless identity processing styles is regatdedssist tertiary institutions to improve
progression rates by early detection of studentsslatof failure in the first year. In addition
more specific and relevant interventions can béallesl to ensure attainment of academic

goals when student identity processing styles ansidered.
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APPENDIX A: IDENTITY STYLE INVENTORY __ (Berzonsky M., 1992)
PERSONAL SIMILARITIES
Berzonsky's Scale (ISI3)

INSTRUCTIONS:
You will find a number of statements about beliefsattitudes, and/or ways of dealing with issues. Rdaeach
carefully, then use it to describe yourself. Onhte answer sheet, circle in the number which indicas the exter
to which you think the statement represents you. There are might or wrong answers. For instance if the

if the statement is very much like you, mark a 5f it is not like you at all, mark a 1. Use the 1a 5 point scal
indicate thedegree to which you think each statement is uncharacterttc (1) or characteristic (5) of yourself

)
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1 |Regarding religious beliefs, | know basically whatlieve and don't believe. 1(2]|3|4]5
2 [I've spent a great deal of time thinking seriowdiput what | should do with my life. 1123|465
3 [I'm not really sure what I'm doing in universityguess things will work themselves out. 112 3| 4|5
4 |. I've more-or-less always operated according ¢ovdilues with which | was brought up. 112 3| 4|5
5 |I've spent a good deal of time reading and talkingthers about religious ideas. 12| 3| 4] 5
6 When | discuss an issue with someone, | try torasdiheir point of view and see the problem fromirthg 11213l 4l s
perspective
7 |l know what | want to do with my future. 112 3| 4|5
8 |lt doesn't pay to worry about values in advanadzdide things as they happen. 12| 3| 4] 5
9 |. I'm not really sure what | believe about religion 12| 3| 4] 5
10 |I've always had purpose in my life; | was broughto know what to strive for. 112|345
| have some consistent political views; | have finite stand on where the government and countoylsh
11 1(2]3]4|5
be headed.
12 | I'm not sure which values | really hold. 12| 3| 4] 5
13 |[Many times by not concerning myself with personalgtems, they work themselves out. 12| 3| 4|5
14 |I'm not sure what | want to do in the future. 1|2] 3| 4|5
15 [I'm really into my major; it's the academic areattis right for me. 112]3]4|5
16 |I've spent a lot of time reading and trying to makene sense out of political issues. 12| 3| 4|5
17 |I'm not really thinking about my future now; it#lisa long way off. 112|345
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18 |I've spent a lot of time and talked to a lot of pledrying to develop a set of values that makess¢amef 1 | 2| 3| 4] 5
19 |Regarding religion, I've always known what | beieand don't believe; | never really had any seramsy 1 | 2| 3| 4| 5
20 |I'm not sure what | should major in (or change to). 112]|3]|4]5
21 [I've known since high school that | was going tovarsity and what | was going to major in 1(2(3] 4|5
22 |l have a definite set of values that | use in otdemake personal decisions. 1(2(3] 4|5
23 |l think it's better to have a firm set of beliefin to be open-minded. 112]|3]|4]5
24 |\When | have to make a decision, | try to wait agjlas possible in order to see what will happen. 112]3]|4]5
25 |When | have a personal problem, | try to analyzesituation in order to understand it. 112]3]|4]5
26 | find it's best to seek out advice from profesaist(e.g., psychologists, doctors, lawyers) wheavie 11213l al s
problems.
27 [It's best for me not to take life too seriousljust try to enjoy it. 1(2(3] 4|5
28 |l think it's better to have fixed values, than tmsider alternative value systems. 1123|145
29 |l find that personal problems often turn out tariteresting challenges. 112]|3]|4]5
30 |l try not to think about or deal with problems agsd as | can. 1(2(3] 4|5
31 [l try to avoid personal situations that will requme to think a lot and deal with them on my own. 1(2(3] 4|5
32 |Once | know the correct way to handle a probleprgfer to stick with it 112]|3]|4]5
33 |When | have to make a decision, | like to spenat ®f time thinking about my options. 1(2(3]4|5
34 || prefer to deal with situations where | can refysmcial norms and standards. 112]3]| 4|5
35 |. I like to have the responsibility for handlingoptems in my life that require me to think on myrow 112]|3]|4]5
36 |Sometimes | refuse to believe a problem will happemnl things manage to work themselves out. 112]|3]|4]5
37 [When making important decisions | like to have agiminformation as possible 1(2(3] 4|5
38 |When | know a situation is going to cause me stigsg to avoid it. 112]|3]|4]5
To live a complete life, | think people need to getotionally involved and commit themselves to #jed
39 . 112]3]| 4|5
values and ideals.
40 |l find it's best for me to rely on the advice oés# friends or relatives when | have a problem. 1(2(3] 4|5
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APPENDIX C: DEMOGRAPHIC QUESTIONAIRE

Demographic Questionnaire

Please provide the following demographic information:

1. Name: Student number:

2. Age: 3. Gender: Male | Female |
4. Race/Ethnicity:
4.1 African | 4.3 Coloured |

4.2 Indian | 4.4  White |

5. Home Languages:

5.1 Afrikaans | 5.7 English |
5.2 Isizulu | 5.8 Ndebele |
5.3 Sepedi | 5.9 Sotho |
5.4 Swati | 5.10 Tsonga |
5.5 Tswana | 5.11 Venda |
5.6 Xhosa [ 5.12 Other

6. School Type (Matriculation)

6.1 Government school |
6.2 Independent / private school |
6.3 Former Model C |

6.4 Other |




7. Parental education: Please tick one box to indicate the years of schooling of

your parents or guardians. If one is deceased, please tick N/A

BELOW

GRADE
10

GRADE
10

BELOW

GRADE
12

GRADE
12

COLLEGE
DIPLOMA

UNIVERSITY
DEGREE

POSTGRADUATE
DEGREE

N/A

FATHER

MOTHER

8. Parental occupation

Father :

Mother :

Guardian:
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APPENDIX D: INFORMATION SHEET — HEAD OF DISCIPLINE

School of Human and Community Development
T .
"‘::. Private Bag 3
El
w
=
L)

Wits 2050,

Joharmeyg, South Africa

Tel: @1717- 4500

Dear Professor Duncan

RE: REQUEST FOR PERMISSION TO CONDUCT RESEARCH INHDEPARTMENT
OF PSYCHOLOGY

My Name is Mrs Renée Ramdin. | am currently a masgtudent in Educational Psychology
at the University of The Witwatersrand. In orderftdfill the requirements for a M. Ed.
Psychology degree | wish to conduct research albeutffect of identity processing styles on
academic performance of first year university stiisleA body of literature points to a need
to investigate reasons why most first year universiudents fail. Studies indicate that there
is 35 percentage failure rate in South African ersities and over fiftypercent overseas.
Although there may be several reasons respongibleidh failure rates of first year students,
the current study intends to establish if the idgnprocessing style is associated with
academic performance. The focus on identity pracgsstyle in relation to academic
performance is crucial, especially given that stadconducted in this area have largely
emphasised on identity as an outcome and not a&ggsoéccording to Berzonsky (2000) a
researcher in identity processing styles, acadgmeiformance can be linked to identity
processing styles. Through carrying out this ingasion, it is hoped that valuable insight
will be gained about how academic performance fiscefd by identity processing styles.
Since the study has not been carried out in Sofriba) this will be the first.

This is a quantitative study. A non-probabilityrposive sampling approach will be used to
select participants - first year psychology studdagtween the ages of 17-21 years. A sample
of 300 students will participate in the study. Dat#l be collected through the use of a:
demographic questionnaire, identity style inventagd a record of student’s June
examination results. Descriptive and inferentiatistics will be employed to analyse the data
from the responses of the subjects of this studgkéwness statistic will be used for normal
distributions. To determine the distribution of theores (test for normality) of the ISI3,
Kolmogorov-Smirnov (K-S) test will be used. Deperglon the outcomes of the distribution
of the data Pearson’s or Spearman’s rank for cimegl will be used. Multiple regression
analysis will be calculated to determine which tignprocessing style will significantly
predict academic performance.

The research results shall be presented in termasre$earch report keeping to requirements
set out by the department of psychology. Partidipavill be allowed nonparticipation at any
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point. It should be noted that only my supervisod & will have access to the survey. On
completion of this research all raw data shall Keptfour years for research and publication
and will then be destroyed.

This is a request for permission to conduct thelystn the Department of Psychology. It
would be appreciated if you could inform me in gt regarding your decision on this
matter. Should you have any other queries do r&tdte to contact me.

Kind Regards

Mrs Renée Z. Ramdin reneeramdin@gmail.com
Supervisor: Dr C.Gordon 01171745&7armaine.gordon@witd.ac.za

Supervisor: Mr J. Seabi 011 717 8331 joseph.seaiig@c.za
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APPENDIX E: INFORMATION SHEET — COURSE COORDINATORS AND LECTURE RS

School of Human and Community Development
Private Bag 3
Wits 2050,

Johannesburg, South Africa
Tel: (011) 717- 4500
Dear Sir or Madam

RE: REQUEST FOR PERMISSION TO CONDUCT RESEARCH INHDEPARTMENT
OF PSYCHOLOGY

My Name is Mrs Renée Ramdin. | am currently a masgtudent in Educational Psychology
at the University of The Witwatersrand. In orderftdfill the requirements for a M. Ed.
Psychology degree | wish to conduct research albeutffect of identity processing styles on
academic performance of first year university stiisleA body of literature points to a need
to investigate reasons why most first year universiudents fail. Studies indicate that there
is 35 percentage failure rate in South African emsities and over fiftypercent overseas.
Although there may be several reasons respongibleigh failure rates of first year students,
the current study intends to establish if the idgnprocessing style is associated with
academic performance. The focus on identity praegsstyle in relation to academic
performance is crucial, especially given that stadconducted in this area have largely
emphasised on identity as an outcome and not a&ggsoéccording to Berzonsky (2000) a
researcher in identity processing styles, acadgmeiformance can be linked to identity
processing styles. Through carrying out this ingasion, it is hoped that valuable insight
will be gained about how academic performance fectdd by identity processing styles.
Since the study has not been carried out in Sotrib&@ this will be the first.

This is a quantitative study. A non-probability pasive sampling approach will be used to
select participants - first year psychology studdrgtween the ages of 17-21 years. A sample
of 300 students will participate in the study. Dat#l be collected through the use of a:
demographic questionnaire, identity style inventagd a record of student’s June
examination results. Descriptive and inferentiatistics will be employed to analyse the data
from the responses of the subjects of this studgkéwness statistic will be used for normal
distributions. To determine the distribution of theores (test for normality) of the ISI3,
Kolmogorov-Smirnov (K-S) test will be used. Deperglon the outcomes of the distribution
of the data Pearson’s or Spearman’s rank for aimegl will be used. Multiple regression
analysis will be calculated to determine which titgnprocessing style will significantly
predict academic performance.

The research results shall be presented in tefragesearch report keeping to requirements
set out by the department of psychology. Partidipavill be allowed nonparticipation at any
point. It should be noted that only my supervisnd & will have access to the survey. On
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completion of this research all raw data shall Keptfour years for research and publication
and will then be destroyed.

This is a request for permission to conduct thelystn the Department of Psychology. It
would be appreciated if you could inform me in gt regarding your decision on this
matter. Should you have any other queries do n&tdte to contact me.

Kind Regards

Mrs Renée Z. Ramdin reneeramdin@gmail.com
Supervisor: Dr C.Gordon 01171745&7armaine.gordon@witd.ac.za

Supervisor: Mr J. Seabi 011 717 8331 joseph.seaiig@c.za
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APPENDIX F: PARTICIPANT INFORMATION SHEET

UNIVERSITY
(11| OF THE
" WITWATERSRAND,
W JOHANNESBURG

7 School of Human and Community Developn

Private Bag 3

Wits 2050,

Johannesburg, South Afr

Tel: (011 717- 4500
Dear Student

My name is Renée Ramdin and | am conducting reldarche purposes of obtaining a Master
the University of the Witwatersrand. My area ofdeds that of identity styles, and how these alf
academic performance of first year universitydents.

A body of literature points to a need to invesggatasons why most first year univer:
students fail. Studies indicate that there is 3%cqmage failure rate in South Afric
universities and over fif percent overseas. Although there mbe several reasons
responsible for high failure rates of first yeardgnts, the current study intends to establi:
the identity processing style is associated withdamic performance. The focus on ider
processing style in relation to academirformance is crucial, especially given that stu
conducted in this area have largely emphasisediemtity as an outcome and not a pro.
According to Berzonsky (2000) a researcher in itjenprocessing styles, acaden
performance can be linked tidentity processing stylesThrough carrying out this
investigation, it is hoped that valuable insight will be gainedoab how acdemic
performance is affected by identity processinges. Since the study has not been carried
in South Africa, this\ill be the first.

On the day of collecting the data, you will be givimstructions for filling in the questionnail
Thereafter, questionnaires will be handed out aftbich you will be required to fill it in. Thi
process should take approximatelyeen minutes. Subsequently, the questionnaireswitollectec
and will be placed in a sealed box, which I willleot and store in a safe locked up aiThis will
ensure that no one will have access to the complgtiestionnaires, and will ensure r
confidentiality. Information from the questionnaire will be correldtwith the results fror
your June Examination, which we will collect frotretcourse coordinator. This informati
will also be kept confidentit

Participation is voluntary, and no dent will benefit or belisadvantaged in any way for choosing
complete or not complete the questionnaire. Questave asked about yobeliefs, attitudes, and
or ways of dealing with issut Identifying information, such as your name, age, sace,school
and parents years of schooling and occupatiorkisdafor. Your completed questionnaire will not
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seen by any person in this university at any tiaueg will only be processed by myself. Your
responses will only be looked at in relation toather responses. It will also be necessary fer th
study to access the June examination results.

Your participation in this study would be greatypaeciated. This research will contribute to
a larger body of knowledge on academic performamcketransition to university, as well as
to your understanding of the role identity stylésypn the transition. This can help to inform
curriculum development in high school.

Kind Regards

Mrs Renée Z. Ramdin reneeramdin@gmail.com

Supervisor: Dr C. Gordon 011 717452@armaine.gordon@witd.ac.za

Co Supervisor: Mr J. Seabi 011 717 833&eph.seabi@wits.ac.za
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APPENDIX G: CONSENT FORM

I as of

hereby agree to participate in research regattie@ffect of identity processing styles on
academic performance of first year psychology sitgld also grant permission for the use
my June Examination results for the purpose ofshugly. | understand that I am
participating freely. | also understand that | gathdraw my participation at any point
should | not want to continue and that this decisidll not affect me negatively in any way

The purpose of the study has been explained tantk| understand what is expected of
participation. | have received contact details $thdwequire contacting anybody if issues d
arise.

| understand that this consent form will not bédid to the questionnaire and that my
answers will remain confidential. | also understémelresults of this research will be made
available in the final report of this research, ethmight be published in a scientific journa

Signature Date
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