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IDENTITY AND ROLE ATIACHI\1ENT
A study of interrelationships among
four social psychological constructs
related to processes of teacher education
in a South African context.

Abstract.
This work is a study based upon the Symbolic Interactionist perspective which is concerned fundamentally
with the notion that organisms and their respective environments are mutually determinative.

From the basic concept of mutual determinatiYeness, it follows that. within social interaction, the
development of a self-concept, the acquisition of perso nality, and th e formation and main tenance of an
identity v.ithin a chosen role are crucial and central iss ues for indiYiduals and society. The consequence of
deviant and collective behaviour, inside and outside of social institutions forms a part of that focus. At the
centre of this process is the desire to link the person and all his/her human potential to the wider social
setting of which he/she is, of necessity, an integral part.

As an exploration of identity and ml.e: this study of role attachment of student teachers has been undertaken
against a background in South Africa of social and political instability, and of great educational
disintegration, in which thousands of children have experienced disrupted schooling processes for up to ten
years, and during a period in which renewal in and through educational inno,·ation see ms all but lost.

Despite this scenario, each year, hundreds of young adults come forward, from all population groups,
entering a university or a college of education to become teachers .. What future do the y hope for in
education? What is it they see k in becoming teachers? How deeply arc they attachcd to this role
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with its certainties and uncertainties ? What social and personal identity do they expect to derive from this
position? Does becoming a teacher hold out to them a way of serving their fellow man ? rs their presence
an indication of misguided idealism, of naive optimism, or a symbol of hopefulness for the future?

Entering a role of some kind is something that, as members of society, we cannot arnid. Whether or not we
enjoy the roles we assume, or realise our human potential within the scope of these roles, arc open
questions.

Most people wish to do something constructive with their liYes. Through working in the world we find out
something about ourselYes. The workplace creates situations in which self-knowledge arises. We discover
what we are capable of doing and how we relate to others. The workplace is, at best or worst, whether we be
.,, engineers or street sweepers, a place in which we receive reflections as to our abilities and gifts, and to the
material and moral worth that society accords to us as persons.

From early youth onwards most people of a healthy frame of mind become concerned about ,vhat work they
will be doing in their adult years. This concern becomes most noticeable in late adolescence and early
adulthood and is seen as seeking an ideal-self. It is a time when young adults search for an occupation that
will convey them into the future and give them some form of status, some form of social identity.

This search of the young adult is for a role that will allow the ideal-self to become more tangible. We call
this trust and belief in the potential of a role to embody the ideal self, role attachment. This definition is an
extension of Goffman's (1961) notion of role attachment.

For persons starting a professional career, role attachment is conspicuous in a commitment to a fairly
lengthy period of preparation before finding opportunities lo practise or take up the role rightfully.
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In this regard student teachers undergoing initial training constitute a special category in our society. They
are preparing to assume a role that is somewhat poorly paid in relation to the preparation time. It does not
command a great deal of status, and has no special mystique. It is a rncation enacted under the shadow of a
vast political bureaucracy, a profession undervalued in the midst of economic stress or questioned when
society produces its social misfits.

During their time of preparation, student teachers gather knowledge concerning the performance of the
role of teacher. They find limited opportunities to try their hand at the role. These are critical years in which
they test the role, to ascertain if it does hold the promise originally assigned to it by their role attachment. ·

Role attachment is an expression of a motivation to pursue courses of action leading to a role-identity. With
this in mind we may say that role attachment does not remain constant. The degree of attachment may
change over the period of preparation.

Change in attachment can also occur once an individual is officially committed to the role. Individuals
change and often "outgrow" the role which earlier held them enthralled. This outgrowing may also be
likened to an identity crisis.

As different experiences call into question one's ability to enter a role, there occurs a modification in efforts
made to reach toward that role. Alterations take place in one's claims to skills and personal abilities to
perform the role satisfactorily.

The wide variety of occupations in an advanced society implies a multiplicity of roles, which <lemand
different skills and attributes. Crucial to role attachment in any field of work, is the distinction between the
qualifications required for permission to attempt a role and the personality necessary for the satisfactory
performance of a role.
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Since teaching is an intense human interaction, student teachers gather perceptions that they have, or
perhaps that they do not have, the attributes required for a convincing performance of the role. This
knowledge can affect their expressed levels of role attachment. Role attachment changes as identification
with a particular occupation begins to fade or becomes stronger.

The self-concept could also change with the changing salience of the particular identity associated with a
role. The quest for a rok and the search for an identity seem to be the same human experience with at most
a different emphasis.

While working with student teachers, the writer witnessed both the tentative explorations and the
enthusiastic expressions of attachment to the role of teacher, a role to which they were not yet officially
committed.

Some students soon demonstrate most of the skills associated with the successful role performance. Others,
conscious of personal deficits, struggle along courageously, master basic skills, but achieve formal
qualification to enter the role of teacher with little role attachment. These students seem to embrace the
role, masking effectively for themselves and any observer, their lack of attachment. Once contractually
committed to the classroom, role distance becomes a way of negotiating an identity. Role distance is
experienced in the incongruence between the normative prescriptions of a role and the individual's
conceptualisation and self-perceived performance of a role.

In an information age, and a technological world, the role of the teacher is problematic. Individuals who
enter the role of teacher need to have many skills and personality characteristics, enabling them to
transform effectively their abilities into an art. At the heart of this process lies the need to remain attached
to the chosen role, finding self-fulfillment in it as a self-sustaining, self-validating task.

The investigative process used in this study explores the construct of Role Attachment which, though first
described by Goffman (1961), has not to the writer's knowledge ever been operationalised. The Symbolic
Interactionist constructs of Identity, Identity Salience and Ego Identity Status are operationalised in
association with the construct of Role Attachment, to investigate the following five questions:
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1. To what degree does the notion of Role Attachment surface in the reported self-i<lcntifications of South
African student teachers ?

2. To what extent is the degree of Role Attachment congruent \Vith measures of attainment of Ego Identity

S1.a.t.u.s among student teachers, and hov,,. might this congruence be explained ?
3. Do student teachers' scores on a measure of Role Attachment differ among separate study year level
groups or differ between individual South African institutions of teacher training, and to what are such
differences, if any, attributable ?

4. Do student teacher's scores on measures of attainment of Ego Identity Status differ among different study
year level groups or differ betv.·een individual South African institutions of teacher training, and to what
factors are such differences, if any, attributable ?

5. Among various samples of student teachers are there significant statistical relationships between
measures of Identity Salience, Ego Identity Status, Identity Profiles and Ro!c Attachment and how might
these be explained in terms of the current South African socio-political climate ?

The investigation analysed the responses of 592 student teachers from four colleges of education and one
university in 1989. It took place during a period of political and social uncertainty in \\·hich educational
issues were widely publicised and highlighted by falling producti\·ity, economic decline, ci\·il violence and
political confrontations, continuously projecting the South African situati on into world prominence.

To explore the five principle research questions four social psychological constructs were opcrationaliscd:

Identity. The Twenty Statement Test (Kuhn 1954) was used to measure the self-concepts of the 592 student
teachers from which their identity profiles were derived. The scoring followed Gordon's ( 1968) proposal
and resulted in the creati.on of 30 categories within eight <limens!ons, nan~cly: Ascribed Characteristics,
Roles and Memberships, Abstract Identification, Interests and Activities, Material References, Major
Senses of Self, Personal Characteristics and External Rcferences.
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Identity Salience. Identity Salience refers to one identity that holds a higher, or a preferred position in a
hierarchy of all identities that any person holds at any one time. The construct of Identity Salience was
measured using the Identity Cent ration Measure scales. These scales were an adaptation of the scales used
and validated by Braun and Wicklund (1986) .

Ego Identity Status. The Ego Identity Status of the 592 stu<lent teachers was measured usi ng an instrument
called Objective Measures for Ego Identity Status (OMEIS). The scales were developed and tested
between 1983 and 1986 among late adolescents (n

=

460) by Bennion and Adams (1986). The scales were

administered unaltered, and the students responded to 6-l items <livided among Interpersonal and
Ideological Domains. The scales purport to measure four ego identity statuses. They are Achievement,
Moratorium, Foreclosure and Diffusion.

Role Attachment. Using category se\·en ( Occupational Role) in the T\venty Statement Test as an indicator
variable, two sub-groups were established ( High Role Attachment Group and Non Role Allachment
Group) within each sample of student teachers. The scores of the two sub-groups across all the scales were
then compared. Significant statistical differences were found betwee n the two sub-groups, on the scales
measuring the Identity Profiles, Identity Salience and Ego Identity Status, thus confirming the presence of
the construct Role Attachment.

The data gathered and analysed constitute evidence of extensi\'e and significant interrelationships among
the four social psychological constructs, and p~ovi<le extensive hard data in support of the presence of the
social psychological construct of Role Attachment as first indicated by Goffman (1961).

The evidence further suggests the \·alidity of the appli.cation of the Extende<l Version of the Objective
Measures of Ego Identity Status (EOMEIS) as dCYcloped by Adams et al (1986) and the validity of the
application and exploration of the construct of I<lcntity Salience, as recently <lefinc<l by Braun and
Wicklund (1986), to the profession of initial teacher training.
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INTRODUCTION.
Organisation of the Thesis.
Chapter 1 explores the theoretical basis for the present study. An examination of contemporary ··
symbolic interactionism is presented in relation to the development of "self-theory" and Identity
Theory. The association between this study and the positions adopted by Kuhn (1954) and Goffman
(1961) is that the present study uses the TST (originated by Kuhn) and the operationalisation of Role
Attachment (originated by Goffman) . The chapter also locates this study within contemporary
symbolic interactionism's methodological strategies. An examination of the central concepts in
Symbolic Interactionism is undertaken and the relationship between these and the present study is
established.

Chapter 2 explores the constructs under review in recent social psychological research. Self Concept,
Identity Theory and Role Theory are considered inasmuch as they form the conceptual basis for the
constructs used in this study. The present investigation is linked to concepts which underpin the
findings of the pilot study (Fisher,1986). The exploration of the material presented in this chapter is
undertaken with the purpose of investigating whether recent research literature and works by several
authors can shed more light on the constructs being investigated and methodologies used.

Chapter 3 sets out the purpose of the study. The problem statements are then formulated and the
setting for the investigation is described. Statistical methods used in this study are outlined. Five null
hypotheses are presented for each of the three scales. Rationale, formulation and adaptation of the
scales are presented as part of the description of the research design.

Chapter 4 presents the data analysis process and the study design. This chapter considers each one
of the scales in relation to the operationalisation of the Constructs to facilitate an understanding of
the somewhat complex process of the data, a series of flow diagrams are presented indicating the
manner in which the data was analysed.

Chapter 5 presents the results in five sub-sections each dealing with a specific null-hypothesis, its
confirmation or refutation.

Chapter 6 presents the findings with particular reference to the significant interrelationships among
the constructs operationalised. The construct of Role Attachment is presented with the data which
suggests the presence of th.is construct measured in the scales.

Chapter 7 presents the further development and a refinement of a social psychological model arising
from the study in 1986. In th.is chapter the model is more closely related to the findings of the
present study with particular application of the constructs of attachment and commitment.

Chapter 8 contains a summary of the findings , conclusions and recommendations.

.,,

CHAPTER ONE
THEORETICAL PERSPECTIVES
Introduction.
This chapter locates the research process within the conceptual framework of Symbolic I nteractionism.
General works by various authors working within this theoretical structure will be cited and referred to in
support of the hypotheses formulated for this research.

Language as a symbolic means of communication is examined briefly because of its central place in the
conceptualisations of identities, both personal and social, as they relate to role enactments. Because this
study leans heavily upon a clear conceptualisation of what constitutes a role, Role Theory will be examined
in relation to Symbolic Interactionism. The concepts of Socialisation an<l Institutionalisation are discussed
inasmuch as they impact upon the conceptualisation of roles. An extended analysis of Socialisation is
undertaken in Appendix A, where questions of Stigma and J'vlarginality are considered. This analysis
focuses mainly on personal and social identity related to the role of a student teacher an<l practising teacher.

There will be reference to authors who are able through their insights to make valid contributions to the
field of Social Psychology. These different authors a<ldrcss social and indi\·idual issues raised within the
framework of symbolic interactionism. These authors show themseln:s to be both informatiYc and incisively
illustrative of the issues under review.

1.1 Contemporary Symbolic Interactionism.
Social Psychological research has un<lergonc many changes since Mead (193-+) articulated the beginnings of
what has come to known as Symbolic Interaction ism. Being a social construct renders symbolic interaction
accessible to scrutiny from its own perspectives and that of other theoretical positions. There has also been
much criticism of the interactionist position. Early criticism pointed to what was termed '"astructural bias'".
Turner (1976) raises the question as to why it is that symbolic intcractionists seem unable to address
questions of social structure and power. Collins (1975) examines its ability to generate an intdlectual debate
which would have value in itself.

Despite these criticisms and others, many contemporary perspectives such as Burke ( 1977), McCall and
Simmons (1978), Perinbanayagam (1985), Wiegert, Teitgc & Teitge, (1986), Stryker and Serpe (1982)
suggest that as a tool of social analysis, Symbolic Interactionism undergoes continual construction. New
perspectives emerge as researchers continually elaborate on the basic concepts and ideas.

This study may be seen as part of that continual construction. It seeks to align itself with the basic
conceptual notions within symbolic interactionism and to add to its growing conceptual framework by
operationalising the construct of Role Attachment. This alignment is accomplished by using clearly
demarcated symbolic interactionist constructs such as Role, Self, Identity and Ego Idcntity Status.
(paragraph 2.1) of Chapter 2.

1.1.1 Theory and Methodology.
In order to create a sense of consistency between theory and appropriate methodology, this section will deal
briefly with the development of two particular forms of Symbolic Interactionism. These different schools
and their subsequent elaboration, inform the methodological strategies that have been used to date. They
influence the methodology used in this study and consequently underpin the analysis of the data. The field
of symbolic interactionism is extensive. This extensiveness can lead to an apparent lack of cohesion.

A

dearth of connection can occur where necessity demands the exploration of a rich diversity of concepts
many of which tend to overlap each other. To control an extensive body of ideas and concepts,
contemporary symbolic interactionists following Kuhn's (1954) initial direction, work toward the synthesis
of a diversity of concepts forming constructs which are operationalised and measured. Methodologically
this means that ethnographic approaches may be used and/or a more positi\·istic methodology,
encompassing theory building, hypothesizing and data analysis

The broad range of concepts and ideas which inform Symbolic Intcractionism allows for a fairly wide range
of interpretations and there is no single doctrine of symbolic interaction ism (Kuhn 196.t). Despite the range
of concepts, the major i11itiatives taken by social psychologists who use Symbolic Interaction ism as a tool of
social analysis tend to transcend the differences that figured within the different schools of thought
throughout the 1950's (Stryker 1982). Theoretical orientations arc explored with the view lo establishi ng the
present study within a theoretical framework.
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1.1.2 Orientations . .

An epistemological difference created a split between the two most insightful and creative thinkers in
Symbolic Interactionism. The differences between the two schools advocated by Blumer (1969) and Kuhn
(1964) respectively, are found principally within their different conceptualisations as to the manner in which
humans beings interact within their different contexts.

Blumer (1969) took a less determinative view of human indi\·iduality while Kuhn (1964) saw human beings
as being explained by an analysis of the society in which they are found. This difference resulted in a
variation in approach toward research strategies (Meltzer, Petras and Reynolds, 1975, 41-56). There arose
later a distinct difference in their respective perspectives concerning the "macro'' and "micro" aspects of
social analysis. Despite these differences there remained a large reservoir of affinity between them. It is this
communality which has served contemporary symbolic interactionism rather than its past differences.
Stryker (1982:3) indicates that

" .. there is a core of ideas which unites different versions whatei·er their ra,iation on other accounts."

1\vo ''schools" of thought developed and became known as the "C hicago" and the "Iowa" school. The names
refer to theoretical and methodological orientation rathe r th an geographic location.

Manfred Kuhn (1964) from the Iowa school focussed upon a nd exte nded the central concepts of symbolic
interactionism (paragraph 1.2.2) formulated by Mead (1934). To this end he deve loped what he called
"self-theory''. His approach, and that of those who supported his stance, was to deve lop ge neralisations
which could be tested empirically. He established th e start of a process which today attempts to delineate
the symbolic interactionism perspecti\·e in terms of formal th eory. Kuhn's "self-theory" has been ext enckd.

An important diversification of Kuhn's "self theory" is found in the elaboration of Identity Theory. Weigert,
Teitge and Teitge, (1986:26) trace this development from Blumer and Kuhn to modern exponents of
symbolic interaction research within Identity theory. The pre cise manne r in which Identity The ory informs
this study, as it has been developed to date within the frame\\·ork of Symbolic Interactionism, is detail ed in
paragraph 2.3 in chapter 2.

This study follows Kuhn's lead in that it uses as a central instrument of measurement, the Twenty Statement
Test which Kuhn developed for testing his "self-theory". This instrument has been elaborated and extended.
In this study the TST is used as developed and tested by Gordon (1968). Kuhn"s (1954) or ient ation is
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sustained by operationalising constructs which have arisen out of "self-theory" and its elaboration in fdrntity
theory by Erikson (1955), Strauss (1959), Stryker and Serpe (1982), Perinbanayagam (1985), Weigert, Tcitgc
and Teitge (1986).A more detailed study of the TST is undertaken in chapter 2 where its application is
considered. Another analysis of the TST is found in chapter 3 where its properties arc examined as it has
been applied in this study.

Kuhn seemed to be concerned not to fall foul of his own criticism of his predecessors Mead, Dewey and
Cooley. He described their work as being mostly inductive and conjectural. This criticism <lid not preve nt
him from seeing himself as being at the centre of the main thrust of symbolic interactionism. He saw his
contribution as being an extension of what had preceded his work. He assimilated as wide a range of
concepts inherent within the field of symbolic interactionism as would be consistent with his methodological
approach. That approach was mostly empirical.

Kuhn's methodology was strongly influenced by empirical studies prevale nt in social science at that time.
Kuhn did however distance himself from the more deterministic views found among positivistic researchers.
There appears to be an ambiguity in Kuhn's position. Those who tend to follow his lead share in the
conceptual tension inherent within the contradiction of embracing both determinancy and in<leterminancy.
Kuhn (1964:29) addresses this ambiguity in the following way:

" We may sum up this set of ambiguities about detemzinism as Jo/lows: 17ze notion that the "/" is indete1111i11ate
but the "Me's" are detemzinate; the notion that both the"!" and the "},ife's" are indetemzinate; the notion that
whereas both the "I" and the "Me's" are detemzinate results of identifiable e~·ents, the interaction (c01m:rsation)
between the two is somehow indetemzinate or emergent."
The recognition of these potentially contradictory notions created a climate in which a related de\'clopmenl
could take place. A strategic development, contiguous to the Chicago school known as the "dramaturgical
school" came into being. This school included imaginative and creative thinkers such as Turn er, Burke and
Goffman. While Turner (1978) tended toward a more empirical approach, Burke (1980) advocated a less
one-sided research approach. Goffman was influenced by Garfinkle's (1962) ideas on biography when he
formulated his assumptions of personal and social identity, which he explores in S1igma (1963). It was
Goffman (1961) who first articulated the notion of Role Attachment which is operationalisc<l in this
investigation.

Kuhn points out that there are many sub-theories within Symbolic lt'tteractionism which have ambiguous
boundaries. In this study Kuhn's view is supported and extended along with that of the dramaturgical
school. Like Kuhn's, this view recognises that other sociologists and psychologists have been exploring the
same terrain, many with the same perspective, some from contradictory perspectives.
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The description of Symbolic I nteractionism in terms of two antagonistic camps of epistemological
orthodoxy is neither necessary or inevitable. Hutter ( 1985: 150) supports this premise when he says;

"We would argue that the separation of these two schools of thought ill symbolic illteractioll is ill fact
antithetical with George Herbe,t Mead's theo,y 011 the llature of social alld illdii·idual challge."

An examination of the work of contemporary symbolic intcractionists such as E.Weinstein and Tanur
(1976), PJ.Burke and J.C. Tully (1977), Ralph A Turner (1978), G.J McCall and J.L Simmons (1978),
Perinbanayagam (1985), Wiegert, Teitge and Teitge (1986) shows that quantitative and ethnographic
research strategies are used separately and often together. In the writer's research (Fisher 1986),
quantitative and qualitative methodologies proved to be most fruitful and compatible.

Herbert Blumer (1969) from the Chicago school of Symbolic Intcractionism took the view that the
application of quantitative methods to social psychological research was inappropriate. Omitting much
detail, the following statements attempt to capture the essence of his position. Blumer indicated that to
engage in social psychological research was to use flexibility, resourcefulness coupled with a disciplined
imagination. He insisted that two distinctive characteristics should mark the process of inquiry, namely that
of "exploration" and "inspection''. This implied that one became engaged in the process

as an interactionist.

More recent ethnographic methodologies have grown out of Blume r's notion of social psychological
research.

Garfinkle (1962) is one of the exponents of the ethnographic orientation which the Chicago school took. He
extended Blumer's idea of exploration and inspection and he re,·eals the incisi,·encss of the ethnographer's
tools in the research process. Garfinkle's description and justification of the "documentary method" is often
difficult to follow and the reader is introduced to new terminology often arduous to follow. The theoretical
basis of phenomenology is carried into the methodology by attaching to statements gathered in the field,
criteria called ''comprehensive description'' and "ring of truth." Gouldner's (1970) evaluation of
ethnomethodology is instructive.

Conceptualisation at a phenomenological level and testing the concepts empirically are not necessarily
incompatible. Rogers.(1:956), Burns (1977) and more recently ~uchcra and Miller (1988) and those sLU<lies
examined in chapter two, illustrate the manner in which conceptualisation may function at a
phenomenological or structuralist level, while empirical methodologies opcrationalisc the constructs.

(Cohen and Finlayson 1967, Gordon 1968, Weiner and Kukla l970, Ru<l<lock l972, Zurcher 1977, Ginsberg
and Orlofsky 1981, Stryker and Serpe 1982, Swann Jnr 1985, Swann cl al, 1987, Braun an<l Wicklund 1986,
Wicklund and Braun 1987, Caleb et al. 1987).

While conceptualising theoretically on an extended symbolic interaclionist framework , this study employs a
distinct empirical melhodology to bring rigour and control to Lhe underslanding of Lhe conslructs and Lheir
hypothesized relationships. This approach seems to be consistent with contemporary symbolic interactionist
research methodology; it seeks to address a set of interrelated questions which focus upon socialisation and
individuality within respective identities (Burke, 1980: 18).

Continuing with current approaches to symbolic inleractionism, conceptually this study draws from the rich
variety of correlative interactional concepts. These concepts in turn are refined and condensed into five
related constructs which are then operationalised within an empirical melhodological study. This process is
seen as a starting point for mobilising constructs not previously conjugated within the present social
psychological setting.

Stryker (1980:89) sums up the contemporary symbolic interaction approach most cogently. He indicates
that the choice of methodology rests upon

" .. the necessity of integrating social st111ctural concepts into the traditional sylllbolic interactiollists' Jralllework,
and (an obligatio11) to refuse to 111/e out extant social science lllethods Oil the grounds of all ass11llled
incompatibility with the nature of hulllans or the nature of society...

1.1.3 Individuals and Social Context.
Despite the differing perceptions among Symbolic Interactionists, there exists a core of ideas which unites
the different schools of thought. The presence of variation is not necessarily divisive.

As a tool of analysis, Symbolic Interactionism seeks to a<lmit the researcher into a clearer undcrstan<ling of
where individuals may be located in relation to their respective societal structures, how they came to be
there, and how their respective positions influence the way they think an<l feel about themsel\'es, and
consequently, how they act toward themselves and others (Rose 1962:3-18).

Symbolic Interactionists are concerned fundamentally with the notion that organisms and their respective
environments are mutually determinative. In conceptualising the mutual determinativeness of human
interaction as a basic concept, symbolic interactionists employ constructs such as Self, Role, and Identity. In
this study, the mutual determinativeness of human interaclion is explored by operationalising the following
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interactionist constructs: Self-concept, from which identity profiles arc derived, Role Attachment, Identity
Salience and Ego Identity Status. These constructs are theoretically associated with concepts of
Socialisation and Institutionalisation. These constructs and concepts are explored more thoroughly in
chapter 2, operationalised in chapters 3 and 4, analysed in chapter 5, related to teacher education in
chapter 6 and explicated in a model development in chapter 7.

The concepts mentioned in the preceding paragraph are found within a symbolic interactionist perspective
and are regarded as being crucial and central issues for individuals and society. Equally important are other
issues such as deviant and collective behaviour, inside and outside of social institutions. At the center of this
process is the desire to link the person and all his human potential Lo the wider social setting of which he is
of necessity an integral part.

In the search for an understanding of the mediating function of identity, we become most acutely aware of
the way in which individuals are shaped by their respective environments, but then hardly ever so
pervasively as to render them victims of their environments. On the other hand, human individuality cannot
be accounted for solely in individualistic terms. Individual behaviour is constantly shaped and restructured.
Since our consciousness of ourselves is shaped by the social processes found around us, society thus
becomes an objective and a subjective reality.

Since our consciousness of ourselves is socially derived, so too is that consciousness bounded by the social
position in which we find ourselves. The writer's previous research, (a pilot study, Role Distance and
Identity and Self, Fisher,1986:29-39), showed that status, economics and power are significantly associated
with the shaping roles, the acquisition of identity and the presentation of self.

It seems appropriate that for the purposes of this research process and to augment the work completed
within the pilot study, there is a need to bring the concepts of Role and of Personal and Social Identity into
a closer relationship. In an attempt to create an understanding of their reciprocal relationship, there will
arise the necessity to focus upon the model previously presented, (Chap.7) by investigating the two concepts
within the model and related to roles, namely those of .. Role Attachment" and "Role Commitment".

The relationship which exists between the notions of "Role Attachment" and "Role Commitment" was
previously explored in the pilot study, especially the manner in which they impinge upon the concepts
explored and associat;d with them namely, Self-Concept, Personality, Roles, Status, Power and Economics
(Fisher 1986:38-42). With the establishment of links with the key concepts, a closer examination of
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Role-Theory will be sketched as it pertains lo the concept of Identity. There will also be a need to have
recourse to the work of Irving Goffman, (1959,1963,1974) that seems to illustrate most aptly the questions of
personal, social and institutional identity.

1.1.4 LanKUaKe, Symbols and Meanin2.
The scope of this study does not allow for an exhaustive analysis of the function of symbols, but it will focus
on those elements, within the concept, that help to explain the way in which language, as a form of symbolic
communication, plays a crucial role in the understanding of identity and roles.

It is understood that language is but one of three forms of symbols we encounter, the other two being

gestures and objects. The meanings of these three symbolic forms are shared, and it is this assumption that
facilitates the creation of expectations and social interaction. Rose (1965:48) shows how closely language
and natural signs are interlinked.

".. .some of our angry words sound harsh to persons who know 110 English, while words e.\pressi11g affection
sound soft and liquid. Tiius these words convey both meaning and feeling tone -- which is another way of saying
that they are both significant symbols and natural signs...
More importantly perhaps is the way in which language, as symbol, has enabled man to communicate about
things that are not immediately present; both past and future, concrete and abstract forms, things present
and absent, can be created and recreated by the use of language.

Lindesmith and Strauss (1968) committed themselYes to the view that man has, at the basis of personal and
social life, an integrated symbolic system, and that this symbolic system is two-fold- in the first instance, man
responds to the symbols in a 'd irect way, and secondly, that the phenomena of the world, whether material
or social are mediated through symbols. This view would mean that the world is construed in a definitive
symbolic way, which is internalized within the person, not merely responded to, as behaviourists would have
us believe.

Handel and Lauer (1983:81) indicate that these symbols are not idiosyncratic, that they are socially derived,
shared meanings which emerge through the interactional relationships which then again influence the
subsequent interaction.
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Their reference is to language as the central symbol which gives to man and his society its distinctiveness. It

is in many respects the centrality of language and the way in which it is understood and explicated by
symbolic interactionists that makes their particular approach so useful. The symbolic nature of language
functions on four different, yet related levels:

It acts as a cohesive, and/or divisive factor among groups and sub-groups, in which distinctive modes of
communication develop.
The symbolic nature of language functions as a mediator in our relationships with a world of objects, real or
imagined.
The cognitive structures by which we conceptualise the world, and our emotional responses to these, are
dependent upon the pattern of symbols with which we construe them.

As humans we act on the stimulus of symbols. Once a person has effectively defined the situation, and
internalized the expectations that are associated with the situation, then action, consistent with the
interpretations of the symbols, will follow.
This fourth and last point may seem to be somewhat deterministic, but once we accept the notion that the
situation can be defined and redefined, then we can see that different symbols will be used, and the
behaviour will also be altered.

People appear to be active within various situations, and they also seem to act towards ,·arious situations.
These different qualities of 'reactiveness' are directly associated with processes of interpretation. The
person's definition of the situation is thus a vital ingredient with the process of social interaction. Stebbins
(1975:58) says that:

"... a definition of the situation is the mea11i11g 011 i11dividual attaches to the e1·e11ts i11 which he fi11ds himself ..
In many ways the definition of the situation is like another Meadian insight, namely, the making and the

taking of roles. The relationship between these concepts and that of identity will be explored in Chapter 2.
The writer merely wishes to indicate here that the process of defining the situation is a symbolic
interactional process in which language plays a central role.

Rose (1965:49) states that language is central to man's ability to deal with his environment. He says that

"When words stand for thi11gs, 111011 ca11 commwzicate about 1hese. thi11gs ci-e11 when they are not present. El'en
expected future events can be ..brought into .. the present wlze11 we ha,·e ,mrds 10 des"c,ibe them ..... 111011 's
reasoning powers depe11d so heavily upon his ability to use la11guage, this is the cq11i1•alent to sayi11g that the
difference between 111011 and other animals is that ma11 can use language ...
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Beyond our ability to name things and describe them, is the ability lo construe meaning based upon the
possession of a "self'. We are able to communicate with ourseh·es, we can stand outside of ourselves, see
ourselves through the eyes of the other. By taking the role of the other (Mead 1934) we are able to respond
to ourselves, experiencing ourselves as an objective "I'', as well as a subjective ''me''. (Blumer 1969).

At the heart of this process is the use of language, as it lives within human experiences of motive and
purpose, forming an integrative function in the realisation of our several roles. Human behaviour seen from
the interactionist perspective is seen as goal-directed; it has purpose. Meltzer (1972:15), indicates that
purpose, or action, generally anticipates an end stale; it looks toward the completion of the action:

"An object represents a plan of action. 17zat is, the object doesn 't exist for the individual in some
pre-established fonn. Perception of any object has telescoped in it a selies of e.\periences which one would have
if he canied out the plan of action toward the object."
Zurcher (1983:232), saw in this context, an internalized conversation which could be transformed into
"persuasive vocabularies". He says that

"....people are obliged to verbalize !heir motive, including reasons forpmticular role selec1io11s and enac/me11ts,
when significant others in a specific selling challenge their choices as being unclear, incompletely enacted,
unfamiliar, une.i.:pected, i11appropliate, del'ia11t, or i11ept~r novice... 1710se challenges and quelies are not wwsua/
or infrequent.... By direct and indirect question, comment, gesture or other kinds of cues, people solidi and
provide meaning to role enactments. "
Mills (1940), saw these verbal justifications as a "'Vocabulary of Motive", and that these vocabularies of
motive become active especially when a person is interacting \vith someone significant within the role-set
(person(s) other than self forming an interactional setting in which reciprocating/complementary roles are
encountered). In such a setting the "vocabulary of motive" tends to be creative of reality, and not merely
reactive to it, in a reproductive sense. The notion of a "vocabulary of motive" will be tested in the
operationalisation of the construct of Role Attachment.

The perspective of the symbolic interactionists in this regard is clear. People do tend to "make" roles, rather
than to merely play at them.(Fisher, 1986: 48-53).
The" vocabularies of motive" become crucial, because they pro\·ide the space in which understandings, that
underpin our role enactments, are shared.

The writer (Fisher, 1986:92) described the connection between the TST and the vocabularies of motive,
showing that the contribution of symbolic intcractionism was significant in our understamling the way in
which man reveals the dialectic between himself am! his world.
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Berger and Luckmann (1966:3) set out clearly the dynamics of understanding this dialectic:

"Society is a dialectic phenomenon in that it is a h11111a11 product and nothing but a human product, that yet
continuously acts back upon its producer.Society is the product of man. It has 110 other being except that which
is bestowed upon it by h!lman activity and consciollsness. Tizere can be 110 social reality apa,t from man. Yet it
may also be stated that man is a product of society. Eve,y indh·idual biography is an episode in the history of
society, .... which both precedes and survives it .... What is more, it is within society, and as a result of social
processes that an individual becomes a person, that he attains and holds 011 to an identity and that he conies
out the various projects that constitute his life.·•

Woods (1983:16) suggested six strategic areas for focus when we consider the way people express their
motives, and that these expressions give some indication of the dialectic mentioned in the quotation above.
They could also serve as indices of the ··vocabularies of motive" that underpin motivation. The categories
are: contexts, perspectives, cultures, strategies, negotiation and careers.

While focussing on these categories it may be possible to explore issues that relate to the delineation of
identity within the attachment to and the performance of a definiti\·e role in schools as social institutions,
and to the extent that the categories re\'eal the experience and the nature of the role.

1.2 Role Theory in Symbolic Interactionism,
In the context of the previous research,(Fisher 1986:44-67), the concept of role was considered in relation to
other concepts viz. identity, role-distance, situated-activity systems and self-concept. A detailed exploration
of Role Theory was inappropriate to the purposes of the pilot study.

The limitations of Role Theory, and the danger of applying it too readily and indiscriminately to all areas of
human behaviour, have been taken into consideration by the writer (Coulson:1972). For the purposes of
this study, the concept of role will be limited to the notion of those roles that we encounter within social
institutions. They are mostly achieved rather than ascribed.

It seems that the more advanced a society becomes in its technology, the more complex become the roles

within such a society. This complexity is intensified where statuses ha\'e become major positions in reality.
In this view we see that some roles have developed strong frames of reference, v..-hile others seem to retain
their flexibility. This idea of roles also indicates that roles are not always ft.Xed, and that they can spill over
and overlap with other roles.

14

In the first instance, the pilot study showed the way in which the notion of status was inextricably tic<l in with
the idea of roles. It also indicated the tenuous relationship betwl:cn roles an<l identity (Fi~hcr, 1986:29 an<l
101). Various writers,(Stone 1962; Goffman 1959; Strauss 1978) have explained the relationship between
role and -identity. Zurcher (1983:13) seems to sum up some of these perspectives when he says:

"We will develop our uJ1derstandiJ1g of roles in social settillgs invofring other people .... the roles are specific to
those settings... the accumulatioll of role enactments and the expeliences associated with them shape our
self-concepts, that is the way we perceive ourselves ..... 171ese self-concepts provide us with a sense of personal
continuity as we enact roles with ill diverse settings. Within each setting, we negotiate with other people bo//1 our
own and their identities. "
It is important to note that these interactions and negotiations are conducted within a social framework in
which statuses play an important part in the definition of the situation, and in no small measure determine
the nature and the outcome of the negotiation.

1.2.1 Status and Role Positions.
A sociological account of the function of roles in society is of importance to this study. Yet the writer feels
that a pure sociological approach seems to leave too many questions unanswered. This belief may reflect
the perceived overemphasis the sociologists place on the concept or positions . Among th'e unanswered
sociological issues is the relationship between the person's subjecti\·c experience of the role and its effects
on the sustaining of the role.

Social psychology seems to be able to bridge that gap in bringing the psychogenic and the sociogc nic
aspects of human interaction into a clearly comprehensible picture. The focus on role relationships is thus
crucial.

Hargreaves (1972:71) sees the concept of role to be a linking concept. He says:

" The concept which is closely allied to that of positioll is the concept of role, a'hich is perhaps the main concept
which offers a potential link between the too frequemly estranged disc1jJli11es of sociology and psychology."
The concept of role is not without its difficulties. The concept has been used in a variety of ways by diffcrc1;t
authors. Biddle and Thomas (1966) managed to bring together many of the often disparate approaches to
the concept. Their explication of Role Theory rests clearly on the notion that it is ext remely difficult to
extricate the concept of role from that of positions, and therefore, at best we can speak of position-role,
which refers to a complex of behavioural expectations associated with it.
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It is interesting to note that Linton (1964:113) describes 'status ' as simply a "collection of rights and duties",
and the idea of role as·• the dynamic aspect of status." This is very close to the way Hewitt ( 1976:77),
describes roles:

"A role is generally defined as a cluster of duties, ,ights and obligations associated with a pa11ic1tlar social
position (or, as it may be called, status).··
For this study the concept will be used in its broader context as suggested by the term position-role, as well
as in a more definitive way, "role-identity", as indicated by the Symbolic Interactionists (Stryker, 1982).

1.2.2 Role-makin2 and Role-takin2
It seems important to include role-making and role-taking in this discussion since their definitive nature
within Role Theory allows us to understand something of the processes of socialisation.

Turner (1962:20-40) makes the distinction between role-making and role-taking clear. He indicates that
role-taking is a conscious process in which the a person imaginatively enters the position-role of the other
and views the situation from that vantage point. Rose (1965:154) points out the relationship between the
ability to take a role and the culture in which such a process takes place. He says that:

"Role-taking is what pen11its the existence of a socioge11ic personality, but it is too general a process to gii-e it its
specific content. 17ze specific content of a socioge11ic personality is gfre11, first by c1tlture i11 a general
way, ..... second, by the playing of specific roles within a society. "
Role-making is somewhat different, being a process in which the person construes his own conduct in a
given situation, so that it conforms to the definition of the situation, accords ,vith his own role and is
complementary to the roles of others within the role-set.

It seems that these two processes take place constantly and often simultaneously, and that one cannot be
role-making without role-taking, and vice-versa. One is unable to construct a role without being able at the
same time to see one's own behaviour from the point of view of the other.

In this sense, it can be said that roles are not a narrowly prescribed form for behaviour, but that roles are
conceived of as repertoires of possible behaviours. As role-takers, people seem to ~ring something of their
quest for identity into the enactment; consequently, they also take something of the nature of the role with
them into their identities.
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If we talce the above statement to its conclusion, then we find a way of seeing how it is that society is
projected into the individual. The way the individual is projected into society is found when we examine the
paradox in which man juxtaposes freedom and necessity.

An individual entering into the role of a teacher can "person-ify" the role, or the individual can
"im-personate'' the role. This latter situation holds a nightmare quality for the actor, because at best it
indicates a loss of self and identity. These repertoires are in themselves not necessarily prescriptive. They
seem to form a basis for exploring the interactional dynamics of any setting.

Returning to the quotation from Rose- if our cultures give to us our sociogenic personality in the first place,
it would seem that the culture will form the base from which roles are both taken and made. The role of the
teacher is in many senses a fairly uniformly prescribed role with broadly defined norms. Yet, culture seems
to mediate and transform the basis of this role. The role transformative and role-creative aspects of culture
are also affected by the presence of ideologies, which in turn define statuses by their definition of power
relationships.

Malcing and talcing the role of a teacher, or any other narrowly prescribed role in an emergent multi-cultural
society, a society in the throes of transformation, is problematical for the following reason: the racially
divided structures in which roles are enacted are culturally and ideologically dissimilar; whose role of
teacher does one take in order to make the role socially rele\·ant and institutionally acceptable ?

A role is enacted to meet the demands of the situation and the social interaction that is being created.
Role-making is a deeply self-conscious process, in which we become critically aware of our self-presentation
in the manner in which others perceive our role-making. It is also a creati\'t: process as we transform the
interaction into self-realization and the acquisition of identity.

Wicklund and Braun (1987:374) express this idea succinctly when they say,

"..If the person's own skills, readiness, and oppom111ities allow the (alllhentic) pe1fom1a11ce, then the resulting
dynamic orientation toward the environment renders all thinking about categories w111ecessa1y.... the person·
need not be concemed about the potential for behavi11g--1vhereby the potential is e.\pressed in terms of the
perfom1ers qualifications, personality traits, physical appearance and so f 011h."
·
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1.2.3

Structure and Role.

In the pilot study (Fisher, 1986:67), the concept of "situated activity systems" was utilized as a means of
locating the manifestation of roles. Conceptually this notion had the effect of locating the enactment of roles
within the 'micro' situation, rather than upon the 'macro' situation.

In the pilot study, the factor analysis of the different categories of the performance of the role of teacher

revealed, that it was the more socially related aspects of their roles that caused personal discomfiture and
role-strain. Stated differently, one could say that it was the impingement of the 'macro' structural
arrangements that resulted in role-strain and role-distance.

This finding may be considered in the attempt to establish the nature and the experience of role attachment
within the ideological structures present in the current educational context. The symbolic interactionist's
concept of structure thus provides a useful conceptual tool of analysis.

The symbolic interactionist's approach to structure is not cast in the manner of the structural functionalist
paradigm. It tends to see structure as part of a dynamic which is constantly in a process of transformation.
Consensus and equilibrium are not necessarily products of human interaction. They may be, but the
symbolic nature of the interaction allows man to enter into a dialectic with the society in which he finds
himself. This dialectic can also produce conflict when disparate valuative frameworks held by different
groups confront each other in the form of ideologies, based upon different Yalue systems.

Symbolic interactionists see clearly the way in which power may be use d as a form of symbolic manipulation.
In this regard there is an understanding of the contributions that ha,·e come out of critical theory. The
authors, Althusser (1971), Edelman (1971) and Hall (1972) , although not considered symbolic
interactionists, demonstrated clearly in their work how that information control and the mobilization of
symbolic communication become strategies of pO\ver maintenance. Furthermore, it appears that the
symbolic nature of power, embraced within statuses, and enacted through different roles within socil:tal
structures, gives credence to the notion that people have the capacity to grasp the structure of the situation,
and the ability to create an organizing attitude toward the situation. They arc active in working toward
finding a structure and also to create structures where they do not encounter any structural arrangement.
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The dynamics of this perspective will be explored because within the structuring and the restructuring of
our social reality, roles are located, and the structures will permit for the differentiation of the nature and
the experience of various roles. It would s~em that this differentiation so deeply ingrained within an
Apartheid society will have a significant effect on the manner in which different structures construe roles
within their framework.

Within the concept of structures, roles have a predictive function and a sense-making quality. Included in
this perspective is the idea that people may feel constrained to hold their respective roles within a working
consensus that provides a collective definition of the situation. It may have been this perspective that led the
structural functionalists to assume that the conserving nature of the past could be projected within the
predictive function of position-roles.

The conflict paradigm is not without relevance in the view of the symbolic interactionists. Coser (1956:31),
in looking at the issue of structure and conflict, says:

"No group can be entirely hamzonious for it would then be demid of process and stmcture. Groups require
dishanno11y as well as ha1111011y, disassociation as well as association; and conflicts within them are by 110
means a/together dismptive factors. Group fomzatio11 is the result of both ()pes of processes. 17ze belief that one
process tears down what the other builds up, so .that 1•.:hat final~)' remains is the result of subtracting the one
from the other, is based 011 a misco11ceptio11. 011 the co11tra1y, both 'positive' and '11egatil'e' build group
relations. Far from being necessalily dysfunctional, a ce,tain degree of conflict is an essential element in group
fonnation and the persistence of group life. ·•
This dynamic of conflict alters the perception of the function of various roles and the statuses in which they
are held. In this instance, the status and role of the student teacher and the possible attachment to this role
is in question. The extent to which the role of the teacher is affected by the conflict within the present
structures which are fragmented, will to a large extent form the matrix out of which future attitudes toward
the role of the teacher are likely to emerge.

It is difficult to conceive of the notion of structure without in some way being able to relate this concept to
the issue surrounding the maintenance of social institutions. In the pilot study reference was made to this
aspect under the section entitled "Bureaucracy, Professionalism and Status." (Fisher, 1986:32). It seems that
it would be appropriate for the purposes of this study to relate institutions and structure in order to
facilitate analysis of their inherent relationship.
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1.2.4 Structure and Institution.
Rose (1965:167-201), when considering the question of structure, does so in conjunction with the concept of
institutions. He relates complex behaviour patterns to interrelated clusters of meanings and values, and that
these ti make up a large part of the social structure of the society." He then intimates that

"If one of these clusters has a high degree of specificity and intemal cohesive11ess, it is ge11erally spoke11 of .... as
an institution, although the popular meani11g of 'i11stit11tio11' is 11ot 11s11ally so broad. ··
If society holds out to its members certain ascribed roles or roles that may be attained through adherence to
certain normative prescriptions, then these are to be seen as realized and sustained within institutions. Just
how tightly bound together the concepts of roles and institutions are is illustrated in the following quotation
from Berger and Luckmann (1966:91):

Institutions are embodied in i11dividual e.lpelie11ce by means of roles. TI1e roles objectified linguistically, are a11
essential ingredient of the objective available world of a11y society. By playing roles, the individual pa,ticipates i11
a social world. By i11temalizing these roles, the same world becomes subjectively real for him."
ti

This aspect of the reality of the teacher's role was found to be most complex to analyse, because the role
was being experienced as being ambiguous and lacking in an identity bestowing function: The roles that
teachers were enacting enabled schools as institutions to exist, and the routine performance of these
typified roles represented the institutional order of schooling (Fisher 1986:150).

Few of the respondents were happy with schools as instil utions, and expressed role-distance and degrees of
role-strain. There was an unspoken disenchantment with the knowledge that their roles were seen to be
supporting and sustaining an institution with which they struggled to identify (Fisher 1986:157).

The ideology of Apartheid or "own affairs", plays into this scene in a very real way. This intrusion can be
seen in the material provisions made for the various population groups, and the authoritarian manner in
which policy is maintained. Schools as institutions could conceivably be encou;1tered with a different
construction of reality for groups that experience apartheid in a different way.

The analysis of roles is of central importance lo the understanding of the present crisis in education. In
order to penetrate the reality of the c~isis we need to grasp the subjective reality of indi\'iduals. Our
understanding of various roles and their functions within the legitimation of institut_ional life, allows us to
see how the symbolic ideological world is objectified, and then made subjectively real for the actors.
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In a society which has unrealistic expectations of the educational process, (DeLange Report:1981)

educational institutions may become reified, along with the roles that give form to the institution. The
institutions and the roles are then taken-for-granted and the incumbents fulfil their roles unreflectively. The
actor becomes a type, fulfilling the prescription of the role.

In such a situation there is little room for the development of healthy self-concepts or for the acquisition of

a positive sense of personal and social identity. To what extent this may be true for student teachers in a
divided society is the subject of this investigation.

Whether one views the provision of education as a means of ideological control and a process of social
reproduction, or as a change agent in social renewal, we need to bear in mind the view taken by Williams
(1961:119), when he mentions that:

"The pattem of meanings and values through which people conduct their whole lives can be seen for a time as
autonomous, and as evolving within its own temu, but it is quite unreal, ultimately, to separate this pattem from
the precise political and economic system, which can extend its influence into the most unexpected regions of
feeling and behaviour. The co111111011 presoiption of education, as the key to change, ignores the fact that the
fonn and content of education are affected, and in some cases dete1111i11ed, by the actual systems of (political)
decision and (economic) mai11te11a11ce."

These "unexpected influences" can sometimes be observed in the inJividual's quest for identity.

In our everyday roles that we assume each day we add our unfolding biographies to the social process. Most
seem to do this quite unconsciously, and yet Barfield (1979:68) remi nds us that:

" Consciousness is not a tiny bit of the world stuck 01110 the rest of it. It is the inside of the whole world; or, if 1ve
are using the tem1 i11 its stdcter sense - excluding therefore the unconscious mind - then it is pa,t of the inside of
the whole world."
The conscious exploration of the dynamics of the role in which one finds oneself appears to be a somewhat
neglected process. This perspective is shared by different authors who may not subscribe with correctness
to all the concepts developed within symbolic interactionism. For instance, Jourard (1964) working inside a
humanitarian psychological perspecti,·e, expresses his concern for those whose role performance is the
mere realisation of the normative conditions of the rolc,"in a procrustean manner ", where it may be possible
to allow the role to serve as a vehicle for an expression of an inauthrntic identity.
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Sartre (1947), author and committed socialist, explored the personal cul-de-sac individuals encounter where
a person becomes defi~ed by the sum of the roles ascribed by society. He urged that each individual should
define his own freedom and individuality by the manner in which the prescribed role was transcended. He
indicated that inasmuch as a person holds only to the narrow parameters of the societal definitions of roles,
he starts off with compliance and then he becomes routinized, standardized and an inauthentic presenter of
an alienated self.

Jung (1958: 63-68), after years of exploration in analytical psychology came to view the quest for identity as
the process of " individuation ", a movement away from the suffocating power of the stereotypical role,
toward the authentication of the role by filling it with the dynamic and intensity of one's unique identity.

1.3 Chapter Summary.
Contemporary Symbolic Interactionism acknowledges the differences between two interpretations
concerning man's socialisation. This acknowledgement has allowed research within its ambit lo mo,·e
toward the utilisation of different methodologies consistent with social psychological research strategies.
The present study follows this pattern of building up constructs which can be researched empirically.

Symbolic interactionism provides the researcher with the means of approaching the social world taking into
consideration the way in which people construe the realities in which they find themselves. The different
schools of symbolic interactionism have created a core of concepts which act as a unifying factor in
conceptualisation and there is thus little justification for polarising social psychological theory for research
purposes.

Reality seems to be communicated through a symbolic universe, the most potent of which appears to be
language. The presence of language allows the individual not only to represent the world and others, but
also allows the person to become reflective of self.

Language is also a means whereby persons may be able to verbalize their motives and tht.:ir meanings and in
this way to respond to these meanings which they give themselves within their role performance and their
quest for identity.
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The connection between symbolic meanings conveyed in language and the way in which meanings are
construed is uncovered in the reasons people give for the entry into and the leaving off of roles. Teaching is
one such role.

There are many reasons for the entering into the role of the teacher and these were briefly explored with the
notion that the role of teacher is complex and especially so in a society that is divided ideologically and
racially.

Symbolic interactionism was related to role-theory and the way in which this approach helps to unravel
some of the relational concepts that exist within this area; in particular the concepts of role-making and
role-taking were juxtaposed and related to the question of self-presentation and identity. Throughout this
section there is the constant reminder of the tenuous conceptual links that exist between the idea of role
and identity. The purpose of this investigation is to explore further this conceptual link.

This perspective was extended to portray roles associated with the concept of structure, where it was shown
that the notion of structure is one which admits the presence of conflict as part of the dialogical relationship
man has with his society. The relationship between the pilot study and the present study was explored. The
central concepts were related to the patterns of meaning we derive from various events and the way in
which they form part of our conscious experience of ourselves and the world about us.

CHAPTER TWO
_LITERATURE, RESEARCH AND l\1ETHODOLOGY REVIEW
Introduction.
This chapter will relate the 1986 study (Fisher,1986) to the prese nt study and will then proceed to examine
each of the social psychological constructs operationalised in this study in relation to recent research
literature and major theorists working within the symbolic interactionist perspective.

2.1 Role Theory and Role Attachment.
While conducting the 1986 study, there arose the need to den.:iop a model (Fig 2.1, page 50) that would, in
some graphic way, display the relationships that enjoyed the focus of the research process. It emerged that
the most intricate aspect of the model occurred at the le,·el of commitment/identity/attachment ( Fisher
1986:5).

The data obtained from teachers through the Twenty Statement Test (TST) , designed to tap
self-presentations, indicated the presence of levels of role strain. rok conflict and role distance
(Fisher: 1986:96-98).

The TST data proved to be more complex to analyse than anticipated, and it was found necessary to create
categories for analysis for which the model depicted in Fig 2.1 had not made provision. The TST as
developed by Kuhn and McPartland (1954) , and tested the same year, has been used fairly extensi\·ely in
social-psychological research. The TST is more fully described in chapter 3. The studies (Kuhn and
McPartland, 1954) suggested different categories for the identificati on of the "Self' within the roles pt:uple
entered. Gordon (1968) developed a more sophisticated categorization (Appendix C) of the TST data and
demonstrated that the test may be used for longitudinal studie s as wdl.

It was found by the writer in 1986 that the responses of South African teachers to the TST were varied and
complex, confirming Gqrdon's perspectin:! of the te st. There was also e\'idencc of the need lo extend certain
categori~s related lo Gordon's conceptualisation of the test in order to acco1~11nodate the \·ariation found
within the data, especially those references relating to the wnccpt of identity.
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2.1.1 Roles and Identity.
The 1986 study led the writer to a conclusion that the the oretical bases relating to the concept of identity
had not been firmly established, so that the compilation of the attitudinal scales and the resultant analysis
lacked a certain precision at that time.

Within the scope of the interviews, it was found that many of the teachers were themselves not conscious of
the origins of their identities as teachers. The instrume nts had not ma de provision for identity centration to
become salient (Duval and Wicklund, 1972).

2.1.2

Roles and Normative Expectations.

For student teachers, Role Attachment is apparent in thei r reaching for a '" professional self-concept'". It is
stated as:

"myse!f-as-1-want-to-be-identificd ·
This concept is akin to that of the Ideal Self which can be stated as:

" myse!f-as-1-would-like-to-be. ·
These existential experiences see m to be more central to se lf-concept dc,·clopment in late adolesce nce th an
at later periods of psychological development. Erikson (1968) identified this process being accompanied by
experiences which often assume crisis proportions,'" Iden tity Yer!>US Role Confusion.'"

James (1910) aptly describes the intense importance attached to this process:

"Yet still the emotion that beckons me 011 is i11dubitab~v the pw:mil_ of wt ideal social self, a self that is at least
worthy of approl'l·ng recbgnition of the highest possible judging co111pa11io11, if s11d1co111pa11ivn there be. This
self is the tnte, the intimate, the pe1111a11e11t me that I seek...
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Standing at the threshold of adult life, young adults do not only pcrn:i\'c themsclYcs as they rclatc lo thc
past, as they have been; nor do they relate themselves solely lo the present, as they arc. !\lost \'i\·idly thcy
explain themselves in terms of what they wish to become, or what they would like to be.

Seeking to resolve the distinction between that which one is and that which one wishes to become,
necessitates an attachment to a role. Such a role should conceivably hold a potential for an ideal self to
become a reality.

Roles, including the ones to which we become attached, represent a dynamic aspect of status. The t,vo
concepts are almost inseparable. A student teacher is a status with all the rights and duties assigned to that
role. Attending lectures, preparing assignments, writing tests and going out to schools for school experience
are aspects of duties.

Receiving evaluations as to progress seems to be a right. When one opts for a role to which one has become
attached, one also opts for the transformation of sellliood and the identity that accompanies such a choice.

This consequence occurs because role sets lead to specific interactions which shape self-perceptions. Role
attachment holds critical implications.

Turner (1978) illustrates the meaning of Role Attachment when he speaks of the "im·cstment principle". He
uses this term when illustrating the idea of merging role and person. He indicates that individuals will
merge into their persons those specific roles in which inYestment has been greatest. Included in this notion
is the investment in which the potential for adequate return is yet to come.

Student teachers, in common with medical or legal students, spend a lengthy time in preparation for a role.
There is a depth to their "investment principle". They therefore naturally seek a return comparable with
their attachment, in fulfilment of their self-ideal.

2.1.3 Roles and Institutions.
When we meet institutions it is usually through the mediation of the statuses and roles they confer. These
elements are internalised by those who enter and sustain the institutions.

Institutions charged with the preparation of teachers arc no different in this regard . Student teachers learn
that all institutionalised conduct links up with the controlling characteristics of the different roles they meet.
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By virtue of their history an<l existence in the prest:nt-continuous, institutions exercise somt: control over
human behaviour. They create patterns of pre-establishc<l modes of conduct. These pallerns of conduct
may severely restrict the freedom young adults nee<l when exploring the ideal of a role.

Role Attachment is a fundamental motivation for entering upon a time of preparation for a role . The
conflict between the need to explore and the desire to conform could undermine role allachment. This
conflict is most obvious where authoritarian structures and rigi<l rule-bound behaviour penetrate the
experience of secondary schools as institutions.

The institutionalisation of different roles contributes to experiences which student teachers have of
constraints upon the expected role performances. These encounters form the living experiences which
shape role attachment, self-concepts and identity formation of the student teachers as they advance from
first to fourth year (Burns,1979:250-283).

2.1.4 Role Attachment and Socialisation.
Organisations tend to alter role conceptualisations appreciably (Gray, 1983). They also modify role
performance through the creation of structures and processes (Berger and Luckmann, 1966). These
structures and processes contain rich reservoirs of expectations, re,\·ar<ls and sanctions. These mostly alter
the role performance so that, as a rule, they closely conform to the goals of the organisation (Woo<ls, 1983).

Student teachers may experience this to a marked degree. What counts as "the good lesson" and what
amounts to appropriate student teacher conduct in terms of "profes~ionalisation", make their respective
contributions both at College/Universities and in schools (Lortie. 1975).

Role conceptualisations are reinforced through a "training rhetoric". which initiates students teachers into a
specific pedagogic ideology (Lacey, 1977). Practice is legitimated by educational institutions (Hatton, 1988).
Institutions foster the impression that once students have met their training requirements they arc set apart
from the general congregation of teachers (Caleb, et al 1987).

To what degree these powerful expectations alter the initial role attachn11..:nt is a pertinent question. This
question is appropriate in the present context because stu<lcnt teachers seem to meet two <liffercnt
socialising ideologies.
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Since ideologies create solidarity among aJherents, stuJcnt teachers' role atlachmcnts arc rnlnerabk. They
move from Colleges anJ Universities to schools anJ hack again. They arc accountable lo two masters. They
consequently shuttle between two worlds, because training institutions generally espouse different
ideologies than those experienced in individual schools (Cohen anJ Finlayson,1967).

This experiential transformation of role attachment expresses itself in different ways. The self experiences
this difference in a complex of disparate experiences which differ markedly among different individuals.
Observers may witness the fragility of initial role attachment held in internalised symbolic images as they
undergo alterations and sometimes, a radical revolution. Role Attachment like the self seems malleable, yet
stable.

When exploring the concepts of social and personal identity in 1986, it became clear that an area of
consciousness had been touched upon which few of the subjects had given much thought in relation to the
enactment of their roles. Two thirds of the teachers expresseJ the feeling that their own personal identities
were experienced mostly within the role of being a teacher. This more socially derived basis for their
identity was particularly noticeable within individuals who also expresseJ strong ties with their cultural
support group and where the normative prescriptions of the teacher's role was narrmvly defined (Fisher,
1986:154). The possiblity that these are experiences of '"marginality'" or forms of ''stigma'" is discussed more

fully in Appendix A.

For this group, role-strain appeared to arise when associating Self with the role that was assumed each day.
For many subjects it seemed that the role of the teacher was not as Jeeply embedded within thought and
memory as were their ascribed roles ,vhich found expression in self-presentations. Thus, basing their
teacher identity upon the social expectational foundation appeared to be a 1·isky undertaking for many, as
the assumptions about their roles were likely to be challengeJ by their changing self-perceptions and by the
changes that may come about in a social structure (Fisher,1986:158).

2.1,5 Role-Identity and Self-Concept.
In some instances role conflict was experienced by some teachers while trying to express the relationship
between their identities and their role as teacher. It seemed that the meJiating aspect of identity, its genesi_s
and its development, functioning as an integrative system between role and self, was not readily
appreciated; nor did the research process allow for the explication of the function of identity as an
integrative concept.

Some teachers from this group saw their identities arising from a more personally integrated self-system,
which they felt to be unrelated to the social context in which they found themselves, and in which their roles
were being enacted. The two groups seemed to set the parameters fnr a continuum ,vhich embraced a range
of perspectives on the origins of personal identities. This spectrum also seemed to confirm the intra- and
inter- personal dichotomy in which most individuals seem to find themselves (Weiner and Kukla, 1970).

In the 1986 study the concept of role was used as a theoretical com,lruct against which measures of
role-distance were tested. (Goffman, 1961). This testing was accomplished by using author-constructed
scales, and relating these with the TST as a measure of the teacher's identity ,vithin the role. Thus, in order
to understand the nature and the experience of student teachers in this study, there will be a focus on
identity theory and on its relationship to the measurement of role attachment .

2,1.6. Role Dimensions.
The social psychological construct of Role was considered in chapter one and is extended here. The
differences between distinct schools of symbolic intcractionists and their use of the concept is reported by
Coulson (1972) and by Stryker (1982). The concept of Role has endured intensive criticism from
sociologists and psychologists (Nieman and Hughs, 1950). Biddlt: and Thomas (1966) reported on
developmental approaches to the concept of role in the context of current research. They supported the
notion that role theory represented an effective means of studying social interactions. Banton ( 1965) was
more cautious in his approach to role theory, while Merton (1964) claimed that it represented a major
conceptual construct in thinking about social structure and interaction.

Zurcher (1977) concluded that the concept of role was a uscful means of analysing different role-positions
and that this concept admitted the researcher into emL:rgent interactions which were highly descriptive of
the symbolic nature of socialisation. Hargreaves (1972) applied the concept of role in his analysis of
interpersonal relations in education instil utions.

Stryker and Serpe (1982), positing ten hypotheses, developed a model which used role as a construct. One
of four dependent variables in the research design was the variable of Lime spent in role.

They indicate that time spent in role is subject lo choice and tlu:rdl;re meets "an important boundary
condition in identity theory". They reported significant correlations (paragraph 2.4.2) between time spent
on role and the constructs of role, self and identity.
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This finding appears to be consistent with the forerunner lo this stu<ly where time spcnl on the role was
found to be listed first, among 14 factors within the factor analysis measuring Role Distance.

Kuchera and Miller (1988: 250) found that among part-time academics the correlation between time in role
and their measure of commitment was statistically significant r = .33 (n = 585). Their study also indicated
a significant relationship between the construct of identity and role, r = .19 (n = 585) .

This study will focus on one aspect of Role Theory, namely Role Attachment. Role theorists, seeking greater
precision in their distinction between different role enactments (Kornhauser 1962, Stryker, 1982) used the
word commitment and have pointed out two levels of commitment, one deeper than the other. In this study,
Goffman's (1961) use of the term attachment is used to denote a deeper (intense) level of commitment.

The following descriptive parameters describing different aspects of Roles, have been compiled by the
writer in order to locate the present study within the wider ambit of Role Theory. This perspective does not
include all the intricate conceptualisations of Role Theory, and refers mostly to roles that are achieved
rather than ascribed (Coulson 1972, Stryker 1982).

Role Attachment. One may become attached to a role belie\·e<l to hol<l a potential for the realisation of an
emergent ego-identity within the enactment of the role. There is present a strong affecti\·e and cognitive
expectation that personally perceived attributes will become mobilised within the role (Goffman 1961, 1963;
Erikson 1968; Stryker, 1982).

Role Selection. A role is selected, firstly when it enables a person potentially to interact with others who will
attribute personal characteristics that are congruent to him; and, secondly, when the rok enables the
person to behave in a manner that is compatible and consistent with self-con<;:epts of personal attributes
(Goffman 1961, 1963, Secord and Backman 1968).

Role Acquisition. A role is acquired through the mobilisation of self-conceptualised personal attributes,
patterns of organisation and interpretation and articulation of meanings within the identity associated with
the role. It is also seen as playing at a role, <luring which there is a measure of "Imper~onalion". (Goffman
1961,1963; Berger, Berger and Kellner, 1973).

Role Commitment/Portrayal. Commitment to a given role, or entering a role, is indicated when a person
fulfils the normative expectations associated with a given role; in addition the role must provide a range of
potential behaviours which will favour the portrayal of an identity consistent with the self. (Goffman 1959,
1961, Markus and Kunda 1986, Gergen 1968).
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Role Attachment/Commitment. The potential of self- realisation becomes man ifest as well as a projected
sense of future self-fulfilment. It can also hold experiences of self-realisation and identity bestowing actions,
or role fulfilment. Role Attachment is also seen as making the role. There is a measure of personal
fulfilment and the role is "Person-I-fied". Realisation of personal attributes occurs (Goffman 1961, Turner
1978, Wicklund and Braun 1987, Stryker and Serpe 1982).

Role Strain/Conflict. Role Strain and/or .Conflict occurs when the person has no belief in and is not
convinced by his own enactment of the role, where one may ha\'e the qualification for the role without
possessing the personal attributes needed to give authenticity to the role.(Goffman 1961,1963, Hargreaves
1981, Goode 1960, Turner 1962, Zurcher 1983).

Role Distance. This is encountered in the gap between the normati,·e prescriptions of a role and the
individual's actual conceptualisation and self-perceived performance of the role. There is a lack of, or an
absence of congruence between the two constructs. (Goffman l961, Woods and Measor l984, Zurcher
1983).

Role Withdrawal. Physical and psychological distancing from the role is described as role withdrawal
(Woods 1983, Gray 1983, Burchard 1954).

2.1.7 Role Attachment.
A person can be attached to a role which is performed with a degree of regularity. A person may also be
attached to a role to which one has not as yet been committed, or which may not be performed regularly.
Role attachment is found when a person sees, and possibly realises a sense of self-fulfilment in the role
enactment. Role Selection may also be made on the strength of the Attachment. Once the role has been
assumed the incumbent may be captivated on both an affecti,·e and a cognitive level; he perceives a sense of
self- and social-identification emerging from within the interactional setting. This would indicate that
attachment to a role can take place when perceived aspects of personality are mobilised within the role
giving the incumbent a sense of self-fulfilment. When the emergent ego-identity is broadened to incorporate
both attachment and commitment, one may say that such a person experiences himself/herself as fully
attaining an expression of "identity-in-role" (Lyn<l 1958, Goffman 1961, Erikson 1963, Ruddock 1972).
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2.1.8 Role Commitment.

A person is committed to a role that is performed with a degree of regularity. The idea of role commitment

is used to indicate that the person encounters the impersonally enforced structural arrangements that are
found within the various role-settings. A person committed to a role is constrained by the expectations of
others within a role-set. One enters a role and must meet the socially prescribed forms of normative
behaviour. It is possible to acquire a social identity from such a role (Goffman 1963, Berger and Luckmann
1966, Mead 1934, Linton 1964, Becker 1976, Shibutani 1961, Turner 1962, Sarbin 1968, Gergen 1977).

2.1.9 Role Attachment and Identity Achievement.

Where efforts have been made by individuals to become teachers there is present a motivation to assume a
definitive identity. Where there is a measure of self-perceived ability within a given role category, and where
there is a measure of success which accompanies the effort, there could arise a measure of both positive
role attachment and identity achievement. In these circumstances the mobilisation of self-perceived
personal attributes could contribute toward a positiYe identification with the role of teacher which could
then become identity bestowing.

Where the role is perceived to be identity-bestowing we may find a correlation between ego-identity
achievement and positive self-perceptions in relation to the role of teacher and a significant measure of
identity salience. Such a situation could be expressed as "identity-in-role'" (Ruddock, 1972).

Role performance usually implies that there is commitment to that role but the same role performance does
not necessarily mean attachment to the role. A question which arises from this observation is how
attachment to a role might be sustained by student teachers within a limited performance opportunity.
McCall and Simmons (1978) indicate that performance opportunity is a key variable in the acquisition of
role/identity.

2.1.10

Study Implications.

The possible implications for student teachers in South Africa of th9 existence of role categories is that they
are normatively prescriptive of role behaviour. The more structured the role situation, the less room there is
for self-explorations within the role performance. The manner in which the student teachers internalise the
social statuses that teachers occupy might influence their attachment to ·the role of teacher. This could be
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so, particularly as they are exposed <luring the school experience part of their program1rn.: to those teachers
who experience role conflict and reveal role distance within the performance of the role. These experiences
may well alter their self-conceptualisations of the role toward which they have expressed allachment.

Among South African student teachers who experience limited role performance opportunities one might
expect the attachment to the role to increase with increasing levels of competence based upon greater
performance opportunity and experiences.

2.2 Self-Concept

2.2.1 Self-Concepts: Research.

The presentation of Self-Concept in this section of the study is made in order to give a foundation for the
use of identity theory. As identity forms the central conceptual rnriablc in this study, the "self' under which
the more definitive concept of identity is found, will be seen as a construct through ,vhich to explain human
behaviour.

The self is seen as a product of society not in the sense of reduct in: determinism, rather in the interactionist
perspective in which a reciprocity occurs between the "self' and society. The Symbolic Interactionists'
expressed view of the self is found in their qualification that the se lf is the way in which ,\·c sec ourselYes
(Cooley, 1902). This view includes the complexity of the social relationships in which we may be interacting.
The implication for an empirical approach is that the self is conceptualised as both complex and
differentiated, mediating meanings as products of a social interaction (Mead, 1934). Th e <;elf without others
is inconceivable and therefore gives rise to the notion of identity.

The phenomenological view of the "self' as articulated by Rogers ( 1961) is not inconsistent with the notion
of the self as seen from a symbolic interactionist perspecti,·e (Gergen and Gordon, 1968:393). Rogers' ,·iew

is extensive and includes the following elements:

The self is able to organise and configure different conceptions of tl~e self, v.:hich inclu<lc both personal
characteristics and abilities.

The self is able to view the manner in which others pcrcci,·c the self anJ to rcspon<l proacti,·ely and
reactively.
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The self is also able to respond to the social and material environment, in which values arc active with
ideals. Both lev~ls of response attract and repel; have both negative and positiYe meaning.

Taken together, the phenomenology of Rogers and the symbolic interactionists' approach both recognise
that the self is a cognitive construct. These constructs include a perception of abilities as well as personally
perceived attributes which find expression in different role-identities. At best, it is the way the person thinks
he is. This construing takes place in a social setting and is reflexive as indicated in Cooley's notion of the
reflecting mirror. It represents what the person believes are others' evaluations of him.

Further, and crucial to this study, is the notion of an ideal self. The ideal-self is that image which the person
has of himself and projects into the future. We observe aspects of the ideal self in the goals that people have
for themselves. Through their goals they conceptualise the possible realisation of self-perceived abilities and
attributes in the role-identities they assume.

The notion of the ideal~self has within it the quality of hopefulness. This reaching toward the future is
intrinsically a visualisation of accomplishing life-tasks, thereby realising one's human potential in some
meaningful way. It is mostly future-oriented. Roger's (1961) concept of self-actualisation reflects this. One is
always in a state of becoming.

Since Mead (1934) first suggested that one can view oneself as an object from the standpoint of those with
whom one interacts, research literature on self-concept has proliferated, particularly over the past decade
(Burns, 1979) and the social psychological construct of self is well documented (Markus and Kunda, 1986).

Gergen (1977) considers the philosophical and psychological issues; Greenwald and Pratkanis (198~)
examine the relationship between the self and societal structures, while Higgins and King (1983) wrote on
the discrepancies in self-concept. Markus (1977) presented a self-schemata indicative of the manner in
which the self processes information about itself. McGuire (198~) considered the connection between self
and personality. Goffman (1961) examined the presentation of self in everyday life and Swann Jnr. (1985)
describes the manner in which the self construes social reality in terms of self-concepts.

Swann et al (1987) examine the relative merits of
self-consistency theory and self-enhancement theory. In their study they examine two groups of people,
those who have poor self-concepts and those who have self-concepts that are healthy as measured on
Helmreich, Spence and Stapp's (1974) Texas Social BehaYiour lnvento[y, the TSBI Scale.
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Their work tended to support the self-consistency theorists and the research conducted by Schrauger (1979)
within this area. In the studies mentioned here, the findings arc that people who have a poor self-image tend
to accept the negative feedback about themselves and their roles, and that this cognitive based self-image
tends to persist for a long time.

They also found that the negative feedback which members of this group receive on an affective level
tended to leave them depressed, hostile and anxious, and that these feelings did not persist for as long as
did the cognitive constructs carrying their negative self-images. Zurcher (1977) worked on a concept of the
self's mutability. There are other studies but those mentioned ha\·e a bearing upon the study undertaken
here in terms of attachment to a role-identity.

From the research literature (Alexander and Knight 1971, Zurcher 1977, Martindale 1980) it becomes clear
that most individuals possess a great diversity of complex knowledge structures from which different
sub-elements can coalesce to create new structures in the maintenance of the self ,,.,ithin the interactional
milieu. These perspectives indicate that the self is not a unitary structure, but rather a dynamic
encompassment of a diversity of selves or identities. At any given moment a person holds a self concept
relative to that moment (Combs, Soper and Coursen, 1963).

Markus and Kunda (1986) see this diversity of selves as paradoxical because within the diversity occurs a
unitary self-concept. They have called this self-concept (1986:859) a "working self-concept" which they
picture as a sub-set of a universe of self-conceptions. They also indicate that this self-concept could also be
seen as a temporary structure much as Goffman (1961) viewed "situational identities". Yet the paradox is
that this very temporariness is fixed within a universe of relatively stable se lf-concepts.

Self-conceptions will therefore usually include both the temporary malleable personal attributes or traits
and the more permanent configurations. They will also include those social roles (role-identities) which are
ascribed, as well as those self-perceptions in terms of roles which are achieved or being achieved. These
latter self-concepts allow the self to find an anchorage in the social setting to which the person belongs.

Zurcher (1977:23) noticed that in construing ourselves both personally and socially we engage our "selves"

in what he termed an ''internal conversation'' or "persuasive vocabularies". He quotes Mills (1940) in this
regard and says that
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"..people are obliged to i•erbalise their motives, including reasons for pmtirnlar role selections and enactments,
when significant others i11 a specific selling chal/e11ge 1/teir choices as being unclear, i11co111plcte()' e11acted,
unfamiliar, unexpected, i11appropria1e, dei;ia111, or ineplly 11ovice. Those challenges are nol ww.m al or
infrequent. By direct and indirect ques1io11, comment, geslltre or OLher kinds of cues, people solicit and pro,·ide
meaning for role e11actme11t."
These vocabularies of motive are verbal justifications for role altachments and role enactments. They serve
as both personal and social identifications. Zurcher contends that they become internalised and become
"internalised vocabularies of motive·· and are powerful determinants in self-concepts and self
representations.

The relationship between self-concepts and role attachment is demonstrated by our personal attributes
arising and having meaning most completely within the role-identities we assume within our society. We may
also realise our selves by ''identifying"" ourselves with values, ideals, roles or even with objects that lie beyond
us. We may also see our identities emerging as dynamic configurations shaped in faceted clusters of
integrated aspects of our unfolding personalities. These configurations become active when significant
events or questions arise within the social setting which solicit from the self an appropriate
response.

The symbolic nature of self-conceptualisation is embedded in language which must not be neglected since it
forms the basis of the meanings we derive in the attempt to realise our human qualities and values in
society. Our ''vocabularies of motive"", our ""persuasive vocabularies" (Mills,1940) are creative of action and
reaction, motive and purpose.

2.2.2 Vocabulary of Motive and TST.
The Twenty Statement Test (TST) as developed and tested by Kuhn and McPartland (1954) initially
identified four basic categories for the identification of the ""Self' within the role-identities into which people
entered. Gordon (1968) developed a more sophisticated categorization (Appendix C) of lest responses and
suggested that the test may also be used for longitudinal studies.

The TST as an instrument for measuring self-concepts and self-identifications has been used extensively by
different researchers. Its weaknesses and its efficacy arc well documented (Stryker,1982:105). The following
studies are mentioned in order to indicate the diversity of situations in which the TST has been successfully
applied.
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It was used by Manis (1955) to measure the self-concepts of 101 first-year University students who were
resident at a University. His study over 6 weeks was able to detect the shifts in self-perceptions the students
had undergone.

Mulford-Salisbury (1964) used the TST in a general public survey in which family roles were examined.
Couch (1958) utilised data yielded by the TST to analyse the impact of others on consensual responses.
Coe (1%5) studied the growing conceptualisation of the role of a nurse amongst student nurses.

Dorn (1968) studied the self-conceptualisations amongst institutionalised delinquents and
non-institutionalised delinquents. McPartland, Cumming and Garretson (1961) used the TST to research
the attitudes and self-concepts of psychiatric patients. Faine (1973) used the TST to examine the impact of
imprisonment on 257 male inmates in two prisons. Zurcher 1983) used the TST as the basis for his work on
Social Roles.

The 1\venty Statement Test (TST) is used in this study to probe the rncabularies of motive of student
teachers as to their self-identifications in terms of their role-identities and their personal attributes. The
degree to which the role-identity of teacher figures in the identity profiles in contrast with personally
perceived attributes could be seen as a measure of attachment to the role-identity of student teacher.

2.2.3 Self-Concept: The Ideal Self
From the definition of the self-concept construct we derive the concept of Self-Acceptance. This concept
refers to the way in which the self-concept is congruent with the individual's description of his "ideal self',
that self-image with which identification is strongest. This congruence is often critical in motivation. In
contradistinction to self-other conceptions, this aspect of self-concept is more pervasi\'ely shaped by what a
person would

like to be or is in the process of becoming.

Research in this area by Havinghurst, Robinson and Door (19.t6) imlicates that the notion of the ideal st:lf is
developmental. The shift is from the undifferentiated imitation toward the more conscious discriminative
emulation; from the more popular, romantic idealised notions derived from pop·ular culture, toward a
composite of characteristics of persons who arc or have been, significant in our lives.

Role models are scrutinised more consciously and with clearer discr.imination. This scrutiny is undertaken
with a clearer perception of personally perceived abilities and attributes upon which comparability is based.
These processes in self-conceptualisation appear to be mostly future oriented and could play a significant
part in achievement motivation (McClelland, 1961).
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2.2.4 Study Implications.
Research on self-conceptions has to come to terms with theoretical issues and with practical techniques.
Since self-representations are essentially "vocabularies of motive", finding an acceptable manner in which
self- representations may be collected remains problematic. For South African student teachers
participating in this study, steps to eliminate extraneous factors such as social desirability, approval
motivation, response set and experimenter bias have been considered. Overly rigid methodological
approaches in this area could lead to an approach with too narrow a focus, thus preventing the
accumulation of valuable insights.

Since both social roles/memberships and personal attributes are distinctive parts of this "internalised
vocabulary of motive'', both dimensions of the "working self-concept"' need to be e"tracted. The 'use of
language does not seem to define the nature of reality, it seems to take place against a backdrop of the
social world which is reflected, maintained, modified and communicated in language. For student teachers

in South Africa, their chosen identities forming integral parts of consciousness and the "working selfconcept" may be tapped by the use of free responses to the question, "Who am I ?"

These responses are regarded as critical as they represent both social locations, given in roles and
memberships and personal identities given in personal attributes and traits. They seem to focus the
attention of the person upon those issues that are crucial to their world in terms of what they do, what they
have accomplished and what they wish to become. Thus the self-identification profiles of the student
teachers in this study will be analysed to ascertain the degree to which their "vocabularies of motive" are
focused either upon their self-perceived personal attributes (their personal identities), or upon their roles
and memberships (their social identities), in which their attachment to their future role may be measured.
The extent to which personal auributes in self representations occur more frequently than roles and
memberships among South African student teachers may be indicative of their allachmcnt to the role of
teacher and the degree to which they have become socialized within the role. Berger and Luckrnann
(1966:183) indicate that

"Socializatio11 ....produces identities that are
socially predefined and profiled to a high degree."
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2.3 Identity Theory.
The conceptualisation of the self gives rise to a more refined yet a more el?borate concept, that of Idenlily.
Erikson (1963). A flow diagram (Weigert, Teitge and Teitge, 1986:27) indicating the development of Identity
Theory within Symbolic Interactionism is presented in Appendix B.

It is this concept that will be used to capture the underlying dimensions of the self-conceptualisations in this
study. These dimensions of identity are found in the meanings a person gives to the self as a social object.
Stryker and Serpe (1982:206) indicate the reflexive nature of identity:

"Identities are reflexively applied cognitions i11 the f 01111 of answers to the questio11 •· Who am I ?"". These
answers are phrased i11 tenns of the positions in organised stmctures of social relatio11ships to which one
belongs and the social roles that attach to these positions."
Gordon (1968:135) hypothesized much the same thing when he said

"A person giving free-response self-representations will general~y assign relatil'ely high imp011ance to aspects of
his total symbolic environment which render his past, present and future courses of conduct meani11gful and
understandable, both to himself and to significant others. "
These identity dimensions will generally contain both personally perceiYed abilities and traits as well as
categories of roles and memberships that locate one in a social contex1. The term role-identity is taken from
McCall and Simmons (1978) and is descriptive of the multifaceted sub-units of the self.

One achieves an identity when one is able to claim

for

oneself and to see oneself in the same terms Lhat

others use when they locate us as social objects. This means that each person has many identities.

The work of Stryker and Serpe (1982) was referred lo in connection with roles. Their exploration of Identity
Salience and Role behaviour is an extension of the ten hypotheses that Stryker (1982) was able to generate
out of his analysis of Symbolic Interaclionism. The testable hypotheses are prefaced with a restatement of

.

symbolic interactionism's fundamental premise that the relationship between the self and society is
.

.

reflexive. They proceed to explore this notion reflexivity and state that

"commitment affects identity salience which i11 tum affects role-related beha1'io11ral choices. "
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This theoretical premise is the basis of the ten testable hypotheses which in using common elements can be
seen to constitute a theory. The hypotheses are given here because they are indicative of an aspect of
Identity Theory which informs much of this study (Stryker, 1982:83-84).

· 1. The greater the commitment premised on an identity, the more salient will be that identity.

2. The greater the commitment premised on an identity, the more salient will be that identity, and the more
positive will be the evaluation of that identity.

3. The greater the commitment premised on an identity, the more salient will be that identity, and .the more
generally self-esteem will be based on that identity.

4. The more a given network of relationships is premised on a particular identity, as against other identities
that may also enter that network, the more salient will be that identity.

5. The larger the number of persons included in a network of relationships premised on a given identity, for
whom related identities are highly salient, the more salient will be that identity.

6. The more salient an identity, the more likely will be role performances consistent with the expectations
attached to that identity.

7. The more salient an identity, the more likely a given situation will be perceived as an opportunity to
perform the role underlying that identity.

8. The more salient an identity, the more likely opportunities to perform the role umkrlying that identity

will be sought out.

9. The greater the commitment, the more salient will be the identity and the greater will be the impact of
role performance on role specific self-esteem and on general self-esteem.

10. The greater the commitment, the more salient will be the identity, and the more likely will role
performances reflect generally shared values and norms.

These testable hypotheses indicate that identity theory is more selective than the somewhat broader
statements made by symbolic interactionisls when referring lo the reflexive relationship between man and
society. Identity theory seeks to explore the role-related experience of the individual person in society.
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That persons have as many roles as the different interactions they sustain results in the elaboration of roles.
According to Stryker (1982:60) this elaboration of roles introduces new constructs within identity theory
· which can be tested empirically. These constructs are

"identity (or role idelltity), identity salience,and commitment."
These constructs are operationalised in chapter three with two other constructs, namely Ego Identity Status
and Role Attachment.

2.3.1 Identity.
Following the symbolic interactionist perspective of the relationship between the self and society, this study

will view identity as a sub-element of 5clf.

Cohen (1976:49) explains that Identity Theory

" .. begins with the notion that each of us has an interest in being or becoming somebody special, sufficient~~'
different from his fellows to save him from anonymity, and different in ways that enable him to command some
admiration, respect or affection. Our culture provides us with a repe11oire of possible se!ves. ..from this each of
us chooses or assemble a package and he gives to people to understand that this is the so,t of person he is .. "
Often a distinction is made between the social and personal identity. The image we hold of ourselves is our
personal identity while the image others have of us is our social identity.

When considering the conditions of personal identity, Ruddock ( 1972:93) demonstrates that the concept of
identity is one of six components in a constellation of concepts. The concepts arc: self, personality, identity,
role, perspective and project. He says that

"Identity is chosen by the selffor the pwpose of organising and illlegmting the other compv11t•n1s. "
Self-representations may be seen as profiles of j<lcntity configurations. They will gcm:rally contain both
personal and social identifications. Stryker and Serpe (1982:206) present the relationship between ·
self-representation and identity:
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"Identities are reflexively applied cognitions in the fonn of answers to the question ''J:Jllzo am I ?" 77zese answers
are phrased in tenns of the positions in organised stmctures of social relationships to which 011e belongs and the
social roles that attach to these positions."
The identity profiles of student teachers will be solicited by asking them to respond to the TST. The TST as
·a profile of self-representations is also simultaneously a measure of Idenlily. The concept of identity may be
viewed as a sub-element of what symbolic interactionists call "self' (Mea<l 1934, Stryker 1982). The TST
protocols reveal aspects of identity configurations of personal and social identity.

2.3,2 Identity Salience.
Another aspect of Identity Theory to be considered is the concept of Identity Salience (Stryker, 1982). For
this study Identity Salience refers to one identity that holds a higher or a preferred position in a hierarchy of
all identities that any person holds at any time.

The higher the identity in the hierarchy the more pronounced it will be in se lf-identifications in terms of that
identity. The higher the identity in the hierarchy the more often it will be invoked to define and locate the
person in a social setting.

Most social settings call upon individuals to manifest one identity al a time. H owever there are times which

call for more than one identity. During these episodes we can activate th at identity which is most salient.
This helps us to define the social situation with the expectations that accompany such a definition.

The previous section introduced the ten testable hypotheses generate<l by Stryker a n<l Serpe (1932:207).
Five of these are prefaced with the words

"The greater the commitment premised on an idt'ntity..."
This condition could be stated differently the reby bringing to the hypotheses anothe r construct based on
Goffman's (1961) distinction between attachment

and conuujtment. His distinction is particularly pertinent

with regard to student teachers:

"The greater the attachment_to a role premised on an identity, the more salient will be that identity."
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Kuchera and Miller (1988) report that in-operationalising Stryker an<l Serpc's hypotheses, they were able to
show significant relationships r = 0.22 (n = 585) between the measure of commitment (attachment) and of
identity salience. Stryker and Serpe (1982) found the same relationship in their study with significantly
higher correlations (r = 0.47) (n

= 585) between measures of commitment (attachment) and identity

salience.

It is expected that among student teachers there should also be a measure of correspondence between those
student teachers who indicate attachment to the role of the teacher and measures of their scores in scales
which measure identity salience.

2.3.2.1 Identity Salience. Effort and Ability.
The following discussion is based upon Braun and Wicklund's research among business management
students (1986) where the connections between identity salience, effort and ability are examined. They
indicate that identity salience arises when we attach a human behavioural potential within a personal and
socially contained field of ability. These abilities are grounded in our individual biographies in memories.
They find expression in the roles we enter within our society. These potentials are usually expressed in
behavioural repertoires by those who may lay claim to a given identity.

As has been previously indicated for the purposes of this study, these behavioural repertoires will not focus
on those roles which are of an ascribed, non-specific nature and gi\·en in general terms: "adult'"," woman··,
"commuter", "'entrepreneur","student", "father". The focus will rc5t upon those roles which have become
established within various social institutions: dentist, doctor, teacher. They are given as categories of roles
that individuals enter and leave, since they are mostly roles that are achieved.

These categories are socially based and can be called "situated identities" because they are widely
recognised within socially defined parameters and they hold prescribed behavioural attributes. They are
recognizable in attire, speech, manner of expressed traits, membership of organisations, places habituated
or even values expressed in habit and speech.

In their paper, Braun and Wicklund (1986:39) reveal another aspect of this relationship between
role-performance and identity acquisition. They indicate that there is a positive association between
measures of effort and identity (r = .54) and between task-specific ability and identity
(r = .83). It is anticipated that among student teachers there may also be found similar measures of
association between measures of self-perceived effort and ability.
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Their findings show that within the broader conceptualisation of identity there are positive associations
between feelings of success and ability. These in turn could lead to a sense of identity salience and that
these relationships affect the future motivational orientation (McClelland et al 1953). The writer believes
that effort becomes activated and feelings of success become evident in the successful performance of a role.

Braun and Wicklund (op cit) draw particular attention to the fact that the connections between effort/ability
and identity become most acute when there is a centration upon the issue of identity. Without this
centration on both effort and ability the salience of identity may not enjoy such acute focus.

Braun and Wicklund's study (op cit) points to the idea that an identity is chosen by a person for purposes of
organising and integrating the various perceived components of personality related to self-perceived
abilities.

These aspects of identity acquisition become pertinent within the role. Role enactment reveals the
organising aspect of identity related to effort while the integrating aspect of personality is connected to
self-perceived ability. It may also be stated that beha\-iour within a specific role contains the cognitive and
affective dynamics of choices. It would appear that the more conscious the choice, the greater the
consistency in the effort to achieve a given identity within a role. Braun and Wicklund (op cit) emphasise
the consistency element of identity. They assert

" That to the extent that a person is motirnted to build an identity 1rithi11 a c:c1tain realm, this motivation is
reflected i11 accumulating or laying claim to aspects of identity that arc under that person's control.... The
stronger the motivatio11, the more that perso11 will characterise himself as compete11t in idelllity areas ...
This study was based upon the assumption (White, 1980) that identities can be formulated and analysed
through traits and that when a person is confronted with certain tasks re lated to the claimed identity realm
it raises the salience of identity.

Once we begin to raise the salience of identity we approach the issue of ego-identity (Alper, 1946; Klein and
Schoefeld, 1941) where it is indicated that the person is not fully focussed on the task, but is focussing on a
broader and far wider socially oriented goal. The task to hand serves merely a medium for sdf-realisation.

These findings are consistent with the.writer's 1986 study whl!re certain teachers were found to be able to
transcend the narrow prescriptions of their roles, while others seemed merely content to focus on the task
to hand. Wicklund and Braun (1987:62) indicate that

"The implicatio11 is that eff011 and ability will be brought into wng111c11ce with one 0110/her as soon as Lhe
perfonning perso11 's motivalio11 is direcled to a self-re/el'011t goal, /hat reaches beyond the borders of 1he
objective, or com:;rete goal that is given i11
the situation.''
In other words there appears to be a functional relationship between effort, ability and i<lentity, as well as a
conceptual relationship between attachment, role and identity.

2.3.3 Study Implications.
The investigation of the literature has indicated that it is possible to regard one's identity as not being
entirely configured by a reductionism of the past. Our identities may also become salient when we make an
effort to realise our perceived abilities in relation to a role-related activity in which.there is a future
projection. It may be that for some South African student teachers who face limited work opportunities
(opportunity structure) in an annually diminishing demand for their services in Primary Schools, the
salience of the identity may be high with levels of attachment somewhat lower.

For student teachers who have selected the role of the teacher as a future social and personal identity, there
is the question as to the salience of such an identity during a process of role acquisition. In i<lentity theory it
is postulated that the higher (dee per) the commitment (attachment), the higher the identity salience. The

Identity Centration Measure is included as a scale in this study to measure the relationships between
identity, effort and ability and self-rated chances of success in the chosen identity realm.

2.4 Identity Centration Measure {ICM).
Authors O.L.Braun and R.A.Wicklund (University of Bielefeld,1986) . This scale is a replication of a four
part study conducted in 1986 at the University of Bielefeld in West Germany, by Braun and Wicklund.
(Appendix E). Part one of the study was designed to measure identity centration among Business
Management students.

Because of the high value of their reliability an<l validity coefficients, the scales have been a<lapted for use
among student teachers in Colleges of Education and at University in this study.

2,4.1 Description.
In West Germany the authors set out to examine among Economics and Business Management students, the
hypothesis which stated that
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"... identity centeredness will lead to a perso11 's creati11g consiste11cy between subjectil'ely percci, ·ed eff011 a11d an
identity relevant task and self-rated competence with respect to identity."
Their study conclusively proved that components of identity would extend

"... to feelings of success 011 the task, enjoy111e11t, future 01ientatio11 i•is-a-vis the identity.... , and the anticipated
success in the identity area."
Their empirical study conclusively showed that with identity-centered subjects, there was not only a strong
positive relationship between effort and task specific ability but that there were also strong positive relations
between specific ability and the broader identity item with positive relations between feelings of success and
the ability, identity, and the effort item in their test. The table 2.1 from Braun and Wicklund (1986:37) is a
summary of their findings, where z scores and p-values refer to the difference of the correlations.

Table 2.1

Corrt.:lathms ,rithin idt.:ntib'. grnug and non-ldfnlit:):'. Grnug
(Braun and Wicklund, 1986:34).

Items

I
I

Identity x Ability
Identity x Effort
Identity x Exp Exam
Ability x Effort
Ability x Exp Exam
Effort x Exp Exam
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Non
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I

Group

I
I
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Furthermore, they found that there were positive relations between a sense of future orientation and the
complex of items in their first study. The manner in which the scales have been adapted has been indicated
below.

2.4.2 Study Implications.
The authors set out in their study with a scale which listed nine traits that were thought to be consistent with
the identity of a good manager/economist. They asked the subjects to indicate how important each trait was
for the success in the area of business and economics. This was to bring into effect identity centration.

They followed this item immediately with an item by which they were able to define a cut-off point so as to
establish a median (5.5) between a group they labelled "identity centered" and another group called
"non-identity-centered''. The correlations within these groups for various scores are given in Table

2.1

For the purposes of the study among student teachers the first ite ms and the procedure have been
contextually and appropriately modified in the manner described in chapter three. This adaptation is made
without altering the basic premise upon which the original studies were based. A description of the
modified scales is found in chapter three.

2.5 E,:o Identity Status.
Erikson's (1968) appropriate account of the relation ship between ego a nd identity throws considerable light
on the concept of identity. In Erikson's terms (Erikson, 1968:218) the ego is seen as being mostly
unconscious, working as an integrating system within the developing personality. He says

"we become aware of its work, but not aware of it. ".
The identity which the ego forges out of the multifaceted identity dimensions results in the achievement of
an identity status. This identity relates mostly to one's inter-personal style an d to the transformation of
ideological elements of the self which take on behavioural re pertoires in which the self may be realised.
Continuity and synthesis are the hallmarks of the ego's successful functioning.

This study takes the view that late adolescence represents a threshold experie nce between adolescence and
young adulthood. It sees this period as a critical time for the resolution of definite developmental tasks. It is
a period during which attempts are made to resolve three central life tasks. These tasks have different levels
of importance for different individuals. They are as follows:
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Education and Work.
The resolution of issues surrounding the related life tasks of education and work has profound
psychological implications (Secord and Backman, 1968; Turkel, 1974). This resolution is encapsulated in the
notion of Role Attachment, which may be simply stated as: The preparation for, or the entry into the work
place.

This preparation enables the person to make a contribution to the social and economic welfare of one's
community. To accomplish this task a young adult needs to achieve some status usually through a
role-identity.

Love and Sex
There are voluminous writings surrounding the two life-tasks of love and sex and their critical importance to
human beings (Waterman, 1982; Matteson, 1975). Stated simply we will mean by these tasks:
The development and establishment of appropriate sex-role relationships and achieving emotional
autonomy from parents and family. Having a measure of emotional independence can also mean a measure
of economic independence. Taking up an appropriate sex-role leads to emotional autonomy often indicative
of adult maturity.

Friends and Community.

With an awareness of the more diverse aspects of socialisation, this Lask embodies: entering into significant
inter-personal and social relationships with friend s, relatives and wider community.

/
Some theorists (Jung,1958; Debus,1982) include a fourth life- task of resoh·ing the existenti al, spiritual
questions concerning the meaning of life. They call this task the religious or spiritual task .

The degree to which a person resolves these life tasks and the manner in which the persons grasp hold of
them is a measure of an achievement of Ego Identity Status (Marcia, 1966).

Erikson (1968) suggested that integration of ego functions and personality de\'elopment were central
psychosocial tasks to be accomplished in adolescence. Marcia (196(1, 1980) dc\'elopcd a four stage model
representing four ego identity states on a continuum which ranged from Identity Achievement to Identity
Diffusion, with Moratorium and Foreclosure being intermediate states.

The four Ego Identity Statuses that an adolescent may experience arc now described bricny. Identity
Achievement indicates that a period of exploration has been successfully negotiated and that firm decisions
have been made in both interpersonal and ideological aspects of social identity. Moratorium is indicated as

a time of actively questioning and searching among the many alternatives in an effort to resoln.: the identity
question which Erikson saw as Identity versus Role Confusion. Foreclosure implies that there is no
exploration and the person is committed to previously held beliefs, mostly derived from parental and
institutional values. The Diffusion state is uncommitted and the person seems uninterested in exploring
further with decisions concerning occupational and interpersonal issues remaining unclarified.

2.5.1 Research Findines.
The 1970's and the early 1980's have seen many applications of Marcia's conceptualisation of Ego identity
Status. Since Marcia's original typology referred to males, the exploration seemed to be confined to sex
differences in identity status ratings. Orlofsky (1977) found identity achievers and adolescents in
moratorium of both sexes to be higher in achievement motivation than foreclosure and diffusion
adolescents. The studies conducted by Hodgson and Fischer (1979); Kacergius and Adams (1980); Hopkins
(1982) and Tesch and Whitbourne (1982) have indicated differences in identity content areas.

In their study of 75 college women, Ginsberg and Orlofsky (1981) showed that the identity statuses did not
differ significantly in locus of control scores, (F = 3. 71, p =

0.1). This finding was consistent with previous

research with males.

Craig-Bray, Adams and Dobson (1986) tested the hypothesis that the positive resolution of the identity
crisis is predictive of more mature approaches to intimacy formation. Using the Extended Version of the
Objective Measure of Ego Identity Status (EOMEIS; Grotevant and Adams, 1984), they were able to
measure the original ideological domains suggested by Marcia ( 1966). They were able to include
interpersonal and social role issues in identity acquisition as proposed by Grote\·ant ct al (1982) . This scale
is used in this study and a more complete description of the scales is giYcn in chapter three.

Grotevant and Adams ( 198.t) reported testing reliability oYer a four-week period ranging from .59 to .83
with internal consistency and/or split-half reliability ranging from .5 Lto .84 in one sample and from .37 to
.82 in the other sample. Tables reporting these correlation coefficients arc given in Appendix D.

Adams and Fitch (1981) tested whether identity status and ego stage dc\·elopmcnt progressed along parallel
developmental patterns. Their findings suggested that the two constructs simultaneously formed a positive
feed-back loop where each construct fed into the other and that the 1_n agnitude of the effect of one
construct upon the other was too small to be statistically detected.
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2.5.2. Study Implications.
For many student teachers in South Africa the decision lo enter a College of Education or a University in
preparation for the role of teacher tends to be made during their last year at high school. It would seem that
having settled the question of a role-identity most of the student teachers may attain significantly high
scores in the Ego Identity Status scales, especially in the Occupation domain.

Since the role of the teacher is so central in the lives of most school-going children (Palardy 1969; Nash
1973; Palfrey 1973; Rubovits and Maehr 1973), it would seem that the resolution of the Identity crisis in late
adolescence is critical to the satisfactory ego development of a teacher identity. The prevailing
politico-economic conditions may influence this resolution in some measure, or it could mean that the
question of a future social identity may be settled before realistic explorations of alternati,·es (moratoria)
can take place. A full description of the EOMEIS is given in Appendix D.

This test used in this study is the upgraded test developed to enhance the items related to the interpersonal
domain. The study reported in Appendix D was designed to test the validity of the items against other
validated tests which focused on some of the important domains tested by the EOMEIS. The study contains
measures of the Revised EOMEIS interpersonal and original ideological items. The scales were upgraded
and tested by Grotevant and Adams (1984) comparing them with the subjects' scores on four different
scales measuring identity, intimacy, self-acceptance, authoritarian and social desirability scales.

In that study (1984), it was found that convergent, discriminant, concurrent and predicli\'e validity and
internal consistency (reliability) analyses demonstrated the interpersonal and ideological items could
adequately measure identity status during lat e adolescence.

2.6 Chapter Summary.
The author's forerunner to this study was examined as it related to both role theory and to the present
study. It was found in that study that teachers' roles seemed lo originate from complementary sources
namely the social context and self-perceptions.

An expanded conccplpalisation of role parameters was presented in order to.locate the previous study and
the present one within a spectrum of role theory. Role attachment and role commitment were defined as a
basis for the adjoining constructs of Role Attachment and Identity Achievement with the implications that
those concepts hold for this study.
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The constructs, Identity Salience and

Ego Identity Status were examined in recent

research and the findings

were reported with the implications they hold for the present study. The scales measuring both Ego Identity
Status and Identity Salience were situated within the context of the present study.

·self-Concept was presented as a central construct within the present study. Different approaches to the
construct were examined and these were related to the concept of "rncabulary of motive", which was
subsequently associated with the Twenty Statement Test as one of the scales to be used in this research.
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CHAPTER THREE

RESEARCH DESIGN
Introduction.
This chapter will present the purpose of the investigation. the study samples and the settings. The five
null-hypotheses are presented. A research design is introduced with a focus on the constructs and the
properties of the scales in which the constructs arc operationalised.

This study seeks to answer five questions. Three of the qu esti ons conce rn the establish ment of
interrelationships among social psychological constructs. Th e other

l\\.\)

questions focus o n the manner in

which the concepts of socialisation and institutio nalisation arc rdlccted in the construct of Role Attachment
as it applies to student teachers in the So uth African context.

3.1 Studv Purpose.
This investigation sets out to measure the exte nt of So uth African studen t teachers' att achment to the role
of teacher when they are yet not committed, institutionally or contracturally, to the role . It seeks to disco,·e r
the Ego Identity Status of student teachers and particularly to establish whether there an.: differences
between those who have expressed an attachment to the role of teache r an d those who h,l\'e not expresse d
an attachment.

It seeks further to confirm the relationship betv.:cen identity sali..:nce, se lf-pc:rce i\'ed effort and ability, and
ascertain whether self-perceptions find expression within an cm..:rgent sense of role-identit y. It then
suggests explanations for the existence of significant relationship~ bet\\·..:cn Role Attachment and Identity
Salience and Ego Identity Status.

Thus the central purpose of this investigation is Lo assess wh..:ther student teachers bring their perceived
self:identities into congruence with their emergent ego identity ~lat us. It also ~eeks to find whether the ·
relationshipbetween the constructs of ego identity stat tis and identity salience is in some degree consistent
with measures of role attachment to the role of teacher, as they ad\'ance from their fir~t lll thcir fourth year
of training.
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3.2 Study Populations.

Student teachers from five institutions in three provinces were im·ite<l to respon<l to the questionnaire. The
institutions and the number of student teachers in each in stitution who participated in this study were:

Cape Town College of Education (N = 155).
University of Cape Town (N = 79).
Johannesburg College of Educatio n (N = 156).
Barkly House College, Cape Town (N = 61)
Edgewood College of Education Natal (N = 141 ).

3.2.1 Delimitation.
In the 1986 study (Fisher:1986) two cultural groups were identifie d and studied, viz the English and the
Afrikaans-speaking teachers in the Western Cape. This present stu<ly is confine d to student teachers from
one multicultural university, and to White English-spea king ~tu<l cnt te ache rs from Colleges of E<lucation in
the Cape Province, Natal, and the Transrnal. These subjects arc ~tudent teachers preparing fo r both
Primary and High School sectors, and include stu<l ents from fir st to thi rd and fourth years of study.

3.3

Procedure.

Pilot questionnaires containing three substantiated scales were a<lmini~tered on a trial basis to 6 second
year and 12 fourth year student teachers in March 1989 prio r to the school experience progra mme which
normally occurs in the second semester. They reported th at they experie nced no difficult y with the wor<ling
of the questions nor with the format in which the questionnaire \\·as presented.

During April and May 1989, 700 questionnaires were distribut ed lo four Colleges of Education an<l one
University. The breakdown of the 84% return is indicated for the fo llowing institutions:
Cape Town College of Education (N = 155)
University of Cape Town (N = 79)
Johannesburg College of Education (N = 156)
Barkly House College (N = 61)
Edgewood College of Education (N = 141)

(Total= 592) .

The study includes first , second, third and fourth year students. po~t gra<luates and unde rgradu ates. The
average age of the sample group is approximately 20.5 years, v,:ith the age range of 19 lo -lS years.

The study included student teachers from each year group from each of the above-mcntionc<l institutions.
At the University of Cape Town the year groups for the B.Prim.E<l and the Higher Diploma in Education

(HDE) students are differently arranged and the entire UCT sample will be handle<l as one group,
comparable with the third and fourth year groups at the Colleges.

3.4 Settines.
Except for the University of Cape Town which is non-racial, the Colleges of Education mentioned below
are racially segregated. They provide exclusively for the training of white teachers. Apart from the
University student sample the students who attend the Colleges of Education are mainly drawn from high
schools situated in white middle-class suburbs of the different regional centers. The student population of
five samples comprises both females (N = 439) and males (N = 126) .

3.4.1 Cape Town Colle2e of Education (CTCE).
The oldest College of Education in South Africa, CTCE, is situated in Mowbray a suburb of Cape Town. It
draws its student population largely from middle class white schools found in the Western Cape. The
College has two distinctly different courses catering for the preparation of teachers for the Junior Primary
and the Senior Primary phases of the Primary School.

The average enrolment of the College for the preceding few years has been approximately 300 students. The
College does not select the students. They are selected by a process instituted by the Cape provincial
authorities. Almost all the students are granted bursaries by the go,crnment for the duration of study, and
these are repaid should the student fail to enter the employment of the Department. U pun completion of
the number of years of service equivalent to the years of training, the bursary obligations are rcgar<led as
completed. This, in effect, represents free training funded from the treasury.

The entrance qualification is a Matriculation Certificate. A Uni,-ersity exemption is not a requirement, but
considered desirable. The courses offered at present are a three year Teacher's Diploma and a four year
Higher Diploma in Education. Most of the courses are content- an<l subject-centered, with a 4-5 week
period devoted to School Experience. No students in the College arc prepare<l for Secon<lary Schools.
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3.4.2 .Tohannesbure Colleee of Education (,ICE).
JCE is the largest college of education for the training of white teachers in South Africa. In recent years the
annual enrolment has fallen from near and over the 2000 mark to 1400 students. Student teachers are
prepared for positions in pre-primary, junior primary, senior primary and secondary schools. It is situated
on a modern campus in the northern suburbs of Johannesburg with extensive grounds and excellent
facilities.

As in the Cape Province, this College does not select its students. They are selected by a process instituted
by the central Transvaal provincial authorities with the bursary system much the same as in all three
provinces. The entrance
qualification is a Matriculation Certificate. University exemption is not a requirement but desirable. The
courses are at present a three year Teacher's Diploma and a four year Higher Diploma in Education. Some
of the students in the College are prepared for posts in secondary schools in collaboration with the
University of the Witwatersrand.

3.4.3 Barkly House Colleee CBHC).
Situated within five kilometers of CTCE in the southern suburbs of Cape Town, BHC has probably the
lowest enrolment (122) of all white colleges of education. The students arc prepared for teaching in
pre-primary schools and the first year of the junior primary phase.

The entrance requirements are the same as those for the Cape Town College of Educatiun, with the same
bursary obligations. The groups are small and the courses han~ a practical orientation in line with the
perceived age-related needs of children. The facilities are directed and suited to the particular activities of
student teachers preparing to teach pre-primary children. This college is attached to a Nursery School in
which most students gain practical experience on a regular basis. Within a rationalisation programme
announced by the provinciai authoriti~s in 1985, the college has faced the threat of closure or amalgamation
with larger institutions.

55

3,4,4 Edgewood College of Education CECE).
Situated outside Durban in Natal, ECE like other colleges of education catering for the training of white
teachers has seen a decrease in enrolments during the past five years. Current enrolments at present are
over 500.

Entrance qualifications, b_ursary obligations and courses are much the same as at the Johannesburg College
of Education. Both primary and secondary school teachers are catered for. It has good facilities and like the
other colleges, has a favourable student/lecturer ratio. Its teaching experience programme follows much the
same format as those of the other Colleges with local variations built into the programme.

3.4.5 University of Cape Town (UCT).
This non-racial University includes a Faculty of Education with good facilities. Courses are provided for a
four-year B.Prim.Ed. It also provides for a one-year Higher Diploma of Education for graduates entering
the teaching profession specialising in secondary school teaching. The courses aim at giving the students a
critical view of the development and provision of education, and draw on the disciplines of psychology,
sociology and philosophy of education.

Being a non-racial institution, UCT has undergone transformations in its allempts to meet the needs of its
students who come from a community with the widest possible diversity as one can expect in the South
African context.

3.5. Problem Statements.
The current investigation focuses on the following areas of concern:-

1. Are there among student teachers significant statistical relationships between measures of Identity
Salience, Ego Identity Status, Identity Profiles and Role Attachment, and how might these be exained m
terms of the current socio-political climate ?

2. Does the construct of Role Attachment surface in Identity Profiles and Role Attachment, and how might
these be explained in terms of the current socio-political climate ?

3. Do student teachers' scores on a measure of Role Attachment differ between year groups, and differ
among Colleges of Education or University at which they study?
r

4. Are there significant differences between the measures of attainment of Ego Identity Status among
different year groups of student teachers and between Colleges of Education or University at which they
study? If so, does such differences strengthen the theoretical stance taken by the theorists and originators
of the Objective Measures for Ego Identity Status ?

5. To what degree is a measure of Role Attachment congruent with measures of Identity, Ego Identity
Status, and Identity Salience among the several student samples ?
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3.5.1 Null Hypotheses.
This study will seek to test the following five null hypotheses with a view to refuting them, and to providing
an appropriate measure of each observed difference or interaction:-

That among the entire set of student teachers (N = 592) there will be no significant
differences in the Identity scores and Occupation Achievement scores for the sub-groups GT (n = 351) & LE (n = 241) of
student teachers defined by using the social psychological construct of Identity Salience .

That there will be no statistical significant differences , between the two sub-groups of all student teachers (High Role
Attachment Group, HAAG and Non Role Attachment Group, NAAG) established by using category 7 (Occupational Role ) as
an indicator variable for the following measures (variables)
Frequency distributions and mean sum of rank scores in Identity Profiles.
Percentages of subjects in four Ego Identity Statuses in both Interpersonal and Ideolog ical Domains.
Mean scores on measures of Identity Sal ience .

Three.
That among the four student teacher year groups and among the two role attachment groups
HAAG and NAAG, there will be no statistically significant differences on measures of the social psychological constructs:
Identity and Ego Identity Status; and further that there will be no interaction of Identity Salience , Year Group and Role
Attachment in their effect on these constructs.

That among the student teachers within each of the five institutions and between the two
role attachment groups HAAG and NAAG, there will be no statistically significant differences in measures of the social
psychological construct Ego Identity Status; and there will be no interaction of Identity Salience , Institution and Role
Attachment in their effect on the construct of Ego Identity Status and on the construct Identity.

That no differences exist between student teachers in the two role attachment groups
HAAG and NAAG and in the ICM sub-groups (GT and LE) in their responses to the TST Sum of Rank Scores and to the
Occupation Ach ievement scores in EOMEIS scales.
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3.6 Statistical Methods.
In the statistical tests of hypotheses used in this study a 5% level of significance has been implicitly adopted.
Where evidence exists for using a lower level of significance than 5%, the reporting of p-values changes
from p(0.05 to say p< 0.02 or p<0.01. The p-value is the probability of obtaining evidence stronger or better
than that available in the data against the null hypothesis, when the null hypothesis is in fact true. Low
p-values indicate evidence which would in fact be relatively rare under that hypothesis, and precisely
because it is too rare we choose instead to conclude that the null hypothesis is false. The lower the p-value
calculated by the computer program the greater the confidence we have in rejecting the hypothesis.

However, a level of significance is also a recognition that data can arise from a situation in which the null
hypothesis is correct. A 5% level implies that in 5% of cases when the null hypothesis is in fact true, we will
mistakenly reject it on the basis of an appropriate understanding of the data. Thus, in say 100 distinct and
independent tests of null hypotheses, we would expect to mistakenly reject 5 ( on average) of the null
hypotheses.

Consequently whenever we test several hypotheses as in this study, we will attempt to compensate for the
inadequacy or limitation of the hypothesis-testing procedure, by checking that we have substantially more
than 5% of hypotheses rejected the 5% level, before making some overall interpretive conclusions about
rejected hypotheses.

A formal test for evidence of more than 5% of the hypothc:~es being rejected, may be conducted under the
assumption of independence of the tests by means of a X 2 test of the obsencd expected numbers of
significant test-statistics.

In this study we will define sub-groups of the sample ( N = 592) and test the evidence of differences
between the sub-groups. The sub-groups will be defined on the basis of some factor or indicator variable
( year of study, institution,. role attachment and identity salience) which allows us to categorise each of the
subjects. When differences occur between sub-groups they arc said to be associated with the grouping
factor. The grouping factor is said to have levels which correspond to indiYidual groups.
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Differences between measured responses of the subjects on a particular variable or scale can be detected
using ANOVA procedures leading top-values through F-statistics. Under appropriate assumptions it is
possible to test simultaneously for differences associated with two grouping factors, and to test whether they
interact. Interaction is the term used to describe the phenomenon that differences existing between groups
formed from one factor ( say, year of study) are not consistent over the levels of another factor ( eg.
institutions). When interaction occurs, it is important to study the differences between sub-groups formed
by using both factors simultaneously. Absence of interaction allows us to examine the groups formed by
each factor separately.

Differences between percentages or frequencies of groups or categories give rise to (Pearson's) chi-square
statistics and hence in terms of p-values.

Association of measured variables within a group is generally expressed in terms of the ( Pearson's)
correlation coefficient statistic, and the p-values corresponding to the null hypothesis of no association.
Statistically significant statistics suggest discernable differences in size or pattern. The decision as to
whether or not the discernable features are important or significant in the ordinary sense of the word is a
matter for argument and discussion, in each context.

3.7 Scales: Rationale, Formulation, Description. Design and Adaptation.
Three socio/psychological scales have been selected for data collection in this study and are described,
namely:

1.

Identity Centration Measure (ICM)

2.

1\venty Statement Test (TST)

3.

Revised Extended Version of Objective Measures of Ego Identity Status:
An Identity Instrument for use with Late Adolescents (EOMEIS).
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3.7.1 Identity Centration Measure.
Authors: O.L.Braun & R.A.Wicklund (University of Bielcfc ld,1986) .

These scales were developed by the authors for use in researching Business Administration students'
identity salience (their identification with the role of a business entrepreneur) . The focus was upon the
manner in which self- perceived personal attributes were brought into congruence with personal claims of
abilities to enter the role, as well as personal claims to efforts to assume the identity of a business manager.

In the current investigation these ICM scales were adapted to measure the claims made by student teachers
to possessing the personality attributes of a teacher, which for purposes of this study were deemed to be
critical to the processes of both teaching and learning (Rogers 1983, Combs 1972, Burns 1979). These
modified ICM scales focussed upon personality attributes, claims to ability, efforts made to enter the role of
teacher, and predicted chances of success. These measures were regarded as critical in raising the salience
of the social and personal identity which student teachers are seeking to achieve.

Modification and Procedure.
A complete copy of the scales is included in Appendix E.
Identity Centration Measures developed and tested in 1986 by Braun and Wicklund, and adapted by the
writer for use with student teachers were used. The scales measure identity centration i.e., claims to
possessing the necessary personality characteristics to enter the role uf teacher, estimates of effort,
self-perceived ability, and self-rated chances of success in tasks related to the claimed identity.

In the first item of the ICM all student teachers were asked to what degree they were certain they would
achieve the goals set for their entire course of study. They were asked tu rt!spond by choosing a figure within
a 9 point Likert-type scale. This item was placed at the start of the study to focus the students on the study
course they had selected. This item als purports to highlight the goals and the role-identity towards which
they are moving, in this case, becoming a teacher.

The second item in the ICM was a modification of the nine trails which the authors Braun and Wicklund
had linked to the traits considered desirable for a business .manager. In the present .study this item
contained 26 traits mostly positively related to the role of the teacher (Combs, 1972.) Subjects wae given
36 points to "spend" on the traits which they considered were best suited to the mk of the teacher.
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The "spending" of the points was designed to create a cognitive foc us upon the identity realm of the teacher
consistent with traits associated with the identity of a te ache r. The focus was accentuated by requiring the
student to place a numerical value against the traits chosen as appropriate for the role of the teacher, thus
raising the salience of the teacher identity. The actual distribution of the points was not the focus of this
study.

The third and fo.ur.th item on the ICM replaced the single item .one. from the original study with business
managers. Their purpose was to differentiate two relevant time frames in the student teacher's thinking.
Item rn:'.Q points to thinking about traits h.e.fur.e. being motivated to enter an identity claimed realm, while
item~ points to thinking about traits s.i.ru:.c. becoming a st udent teacher.

In the original study in 1986 one item out of the six was chosen as an indicator variable dividing the sample
of business management students into two groups. The authors, Braun and Wicklund, selected their item

ONE, which read

"How often do you think about traits that you as a manager/economist must possess.? "
as the observed indicator variable. This question was chosen as the indicator variable because it directed
the subjects' thinking toward a consideration of the frequency with which they thought about a business
manager's identity since seeking the identity in question. In the current investigation the corresponding
item three ( thinking about traits) was initially be retained as an indicator Yariable. Scores on each of the
items in this scale are analysed as follows:

Freguencies and Means.
Frequency tables with means and standard deviation was reported for each of the eight items.

Correlation study.
Matrices of Pearson's r statistic measure the degrees of association (correlation) among st udents' responses
to the eight questions.

Indentity Salience Indicator.
We seek evidence that differences in the scores of the student teachers for a specific item in the ICM, are
associated with significant differences in their scores in the other two scales (TST, EOMEIS). In other
words we seek evidence of interrelationships among Identity Salience, Identity, Ego Identity Status and
Role Attachment.
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One item from the ICM scales was used as an indicator variab!c for Identity Salience. As in the original
study, the mean score of the selected item was used to split the sa mple allowing comparisons to be made
between the two sub-groups established. One sub-group represents the student teachers who score above
the mean for the selected item (GT) while the other sub-group represents the student teachers who score
below the mean for the same item (LE). A simple statistical model which allows one scale to be used as a
response measure and other scales as explanatory variables will be used, and AN OVA was applied for
differences.

3,7.2 The Twenty Statement Test.

Validity.
A full copy of the test is included in Appendix C.
In the current investigation the free responses to the TST were used to elicit and measure the identity
profiles of student teachers. These identity profiles were scored according to the 30 categories provided by
Gordon (1968).

The data were analysed by scoring and assigning each om: of the stateme nts into one of the 30 categories
whose frequency distribution was established. The frequency di~tribulion was compared with that obtained
by Gordon (1968) in which he measured the identity profiles of two groups of College students who were
mostly females.

Cate~orisation.
The categorising of the TST as suggested by Gordo n (1968) was found to be time consuming. This problem
arose in the early stages of of the analysis as many of Gordon's categories appeared to on.:r lap and the
allocation of the statements into 30 distinct categories required constan t reference to the rationale given by
Gordon (1968) for the different categorisations.

Reliability.
The TST was used as it has been defined by Gordon (1968). The 30 categories located in eight dimensions
were retained. After each response sheet had been analysed an independent scorer two was employed to
score each fifth response sheet Independent scorer scrutinised 20. 7% ·of the study population. Scorer
reliability on the TST was checked in 1989 with the inter- scorer reliability measured by correlations between
30 derived variables. This is reflected in a detailed table summarizing the types of difference s that emerged
(Table 3.1).
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The differences between scorer one and scorer two were mostly to be found in TST Dimension 7 (Personal
Characteristics). In this dimension scorer one assigned 16 statements lo category 27 which scorer two
assigned to category 26. The two categories appear lo be conceptually so close to each other that often
single statements contained elements which pointed in both directions. Scorer one tended to focus on the
first part of the statement while scorer two tended to weigh the overall meaning of the statement.

Cate2ory 26, Interpersonal style (how I typically act) is not easily separated from Category 27 Psychic Style,
Personality ( How I typically think and feel). This is especially so in statements which contain elements of
both categories.

It is suggested that with large samples the differentiation between these two categories may be ignored. As
both categories are attributional the grouping of the two categories into one will conceptually not alter the
overall identity configurations.

The differences between scorer one and scorer two in some cases may have been caused by scorer fatigue.
Discussion with scorer two concerning the changes showed no serious conceptual differences in the
re-allocation of the scorer one categorisations. Having fewer to score ( 118) may have allowed scorer two
more time to consider each statement.

Once the rationale underlying Gordon's (1968) categorisation is understood and when more than 100 have
been scored, the allocation to the most obvious categorisations was found to fairly easy. Statements
containing complex sentences were less easy to unravel and allocate to a category. After the categorisations
have been completed the establishment of some form of electronic scoring would possibly allow many more
prospective researchers access to the TST.

The analysis focussed on the degree to which student teachers' free responses reflect their sclf-percei\·ed
attributes and their awareness of the roles and memberships to which they belong or aspire, by \·inue of
their desire to train as teachers.

A recommendation concerning an examination of the tenses of the statements was not be used in this study.
Gordon's other recommendation to have the subjects rank the statements was used. The subjects were
asked at the end of the test, to rank any TEN of the completed 20 statements from l to 10 in order of
subjective importance to them.
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Rankin 2,
The strategy for asking the students to rank from 1 to 10 the items that are of great importance to them, is
based upon Gordon's (1968:135) hypothesis concerning the self-representation. He indicated that during
free-responses, persons normally assign high importance (salience) to those aspects of their symbolic
universe that present them with a sense of continuity. This continuity should permit an identity to be both
objectively defined and located in the social milieu and it should be one that can be subjectively
appropriated along with that same milieu.

The method used in scoring the ranks and obtaining the sum of the subjects' rank scores for each category is
described more fully in chapter 4.

The responses to the Twenty Statement Test can be seen as qualitative responses which can be categorised,
and for which relative frequencies can be used as a descriptive measure. This study utilised the data
contained in the TST protocols for statistical analysis. Copies of a selection of student teachers'completed
TST protocols is presented in Appendix F.

Role Attachment Indicator.
The total sample (N =592) was split into a High Role Attachment Grouu (HRAG), and a Non Rote
Attachment Group.(NRAG). The sample was split on the basis of the responses to Category 7
(Occupational Role) in the Twenty Statement Test.

The rationale for this strategy is found in the consideration of the differences between categories and
attributes. The categorical serves to locate individuals in the social context, while the attributional acts as
.s.elf-identificatory labels through which individuals may identify themsc h·es. Both categories and attributes
form part of an ongoing internalised interaction of self-conceptions.

This differentiation serves to illustrate that the self is experienced as both the subj ect and object of
consciousness. An occupational category serves to locate a person within the consciousness of others as well
as the self as the sort of person one may reasonably expect in such a position. The degree Lo ,vhich this
category features in student teachers' identity profiles as a vocabulary of motive is taken as a measure of a
student's role attachment.
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The differences or similarities between the TST frequency distributions for the HRAG and the NRAG and
between the TST rank scores for the two groups were examined. In considering the concept of socialisation
an examination of the rank scores was conducted for differences across the four different year groups, while
the question of institutionalisation was addressed by an examination of the rank scores for differences
between the five institutions.

Chi-square statistics will be reported for the various comparisons of frequencies. The data analysis and
presentation will then proceed as follows:

Indicator Variable and Role Attachment.
Analysis of TST scores was undertaken to ascertain the degree to which the identity profiles of the student
teachers yielded evidence of the construct of Role Attachment in the study group as a whole, as well as
within the institutions and among the four year groups.

An analysis of the TST scores was undertaken to ascertain whether there were any significant statistical

differences between the mean scores of the summed ranks, for the HRAG and the NRAG sub-groups,
within the year groups and within the institutions.

A further analysis ascertained the associations between the categories of the Twenty Statement Test (TST)
and the Identity Centration Measures (ICM) item 4, which measures "claims to possessing personality traits
needed to enter the role of the teacher", and between the TST categories and two Occupational
Achievement items from the Objective Measures for Ego Identity Status (EOMEIS) .

Analysis of the data sought interactions between the categories of the TST and both (1) students' scores on
those ICM questions which focus upon claims to personality traits for the role of teacher; and (2) students'
scores on EOMEIS items related exclusively to Occupation Achievement, (Items 33 and 49).

3.7.3 Extended Objective Measure of Ego Identity Status.
Authors: LO.Bennion & G.R.Adams. (Utah State University, 1986.)

This scale comprises the third data-gathering instrument. It is used to operationalise Identity Formation. In

this study it measures the Ego Identity Status of the student teachers in both the Ideological and the
Interpersonal Domains.
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Using Erikson's conceptualisation of Identity, Marcia (1966) conceptualised four types of identity
formation. Marcia operationalised his conceptualisation by clinical interviews. The present study uses
Marcia's conceptualisation of the four types of identity formation, and uses the EOMEIS scale ( Bennion
and Adams, 1986) instead of the clinical interview method.

This scale has been selected for inclusion in this study because it appears to contain identity domains
directly related to the identity profiles in the TST. The Interpersonal domain suggests a relationship to the
question of personal attributes, while t~e Ideological domain seems related to the social roles and
memberships. There appears to be a further relationship between identity salience associated with a
role-identity based upon role acquisition and the achievement of an ego identity. There were no changes or
adaptations to this scale and the test was administered in its entirety in this study.

Ego Identity status includes the following statuses: Identity Achievement (Committed to a choice based
upon exploration of alternatives); Identity Moratorium, (currently exploring choices but not yet
committed); Identity Diffusion (lack of exploration of alternatives); and Identity Foreclosure
(commitment based upon little or no exploration of alternatives).

Ego Identity Status is measured across two domains- Interpersonal and Ideological- and by eight sub-scales
in the following areas: Occupation, Religion, Politics, Philosophical Life-style, Friendship, Dating, Sex Roles
and Recreation.

The subjects' response sheet is scored by allocating a value of 6 to A = strongly agree, down to a value of 1
to F

= disagree strongly. The subjects were unaware of the values

allocated and chose a response by

placing a cross over that letter that best suited their understanding of the item.

Scorin&,
An analysis was undertaken to ascertain which of four discrete Ego Identity Statuses, based upon the
collapsed scores applied to each individual in the entire sample, for both Ideological and Interpersonal
Domains. Percentages of student teachers located in each discrete status ,vere then derived.

The scoring of the Objective Measure of Ego Identity Status followed the recommendations set out by the
authors in their manual (Adams, Bennion & Huh, 1989,pp 24-26). The rules for sea.ring all \'C:rsions of the
EOMEIS are as follows:-
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Pure Identity Status Rule.
This rule creates a pure identity status for each of the four statuses. Any score one standard deviation above
the mean (or higher) on a sub-scale is automatically scored as being in that identity status if all the
remaining scores are below their designated cut-off points.

Low Profile Rule.
When scores are one standard de,~ation above the mean on all four measures the student is scored as "low
profile" moratorium. This rule serves to distinguish this group of measures from the "pure" identity statuses.

Transition Rule.
Individuals who have scores above the indicated one standard deviation cut-off points in more than one
status, are placed in a ''transition status" category.

The data yielded by the analysis suggested above resulted in the creation of 16 groups, but 16 groups were
regarded to be too many for the present study. In order to measure the discrete identity statuses of the
subjects the following procedure was used.

Collapsin2 Rule.
While validating these scales, in earlier studies, the original authors ( Adams, et al 1979) found evidence for
creating four discrete statuses. The rank ordering procedure was most appropriate for creating four
discrete statuses. This meant the creation by the authors of a rank order from low to high and collapsing
downward from 16 into the four basic statuses.

The computer program developed for the scoring and the "collapsing" of the statuses was provided by the
author at Utah State University at Logan. The rationale for the diffcrent processes is found in the second
edition of the manual. The original program was written for SPSS-X software which is not available to this
writer. The basic logic in the program was used within BMDP stati~tical software programs available at the
University of Cape Town.
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Identity Status and Role Attachment.
The initial analysis focussed on the percentages of sub-groups of student teachers (HRAG and NRAG)
located in each discrete status.

Any possible differences between the two Role Attachment groups reflected in their scores on the
Ideological items and the Interpersonal items, were analysed to ascertain significant statistical differences
between the scores of the HRAG and the NRAG sub-groups as they are represented, both within the year
groups, and the institutions.

1\vo items in the EOMEIS scales relate specifically to Category 7 (Occupational Role) in the TST, namely
Item 33 and 49. These two items are measures of Occupational Achievement and were used in conjunction
with TST responses to detect any interrelationships between the constructs being researched.

Thus it seems logical to examine the extent to which the students' scores in strategic items in

Eg:o Identity

Statl1s are interrelated with the students' scores in the Item 4 of the ICM scale ope rationalising a central
focus of Identity Salience, namely, claims to possessing the personality traits to enter the role of teacher.

3,8 Chapter Summai:y.
The problem statements were given and the study samples were indicated. The setting of the study and the
samples participating were described. The Colleges of Education and the Uni\·ersity were described briefly
regarding the courses offered and the socio-economic groups who attend th ese institutions. The
null-hypotheses were stated. The statistical methods used in this study were described. The three scales
which seek to operationalise the four social psychological constructs being im·estigated were presented with
their rationale, formulation, design and adaptation.
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CHAPTER FOUR
DATA PROCESS AND ANALYSIS OUTLINE
Introduction.
This chapter sets out to clarify the procedures used for the ana lysis of the data. The handling of the data is
divided into five phases.Each deals with a specific aspect of the resean.:h process and relates to the five null
hypotheses.

The presentation of the five phases is followed by a sche matic diagram depicting the corresponding sections
of chapter five in which the data is presented.

4.1 Procedure: Identity.
4.1.1 The Twenty Statement Test.
Frequency measures.
The TST responses of the entire sample of 592 student teachers were analyst!d to obtai n measures for the
frequencies with which each of the 30 categories was mentioned at least once. These me asures revealed the
configuration of the identity profiles of the entire sa mple:. For example had the entire sam pl e om itt ed to
mention Category One even once, it ,vo uld indicate th at, in the identity profile configuration of th e entire
sample, the question of a gender was unimportant.

Sum of the Rank Scores .
At the end of the TST the students ,vere invited to re,·icw the twenty stat eme nt s they had just written, and
they were asked to rank from 1 to 10 the ten wrillen statements of must impt1rtancc to the m.

To obtain the category sum of the rank scores for each student , each of the te n ranked positions is allocated
a value from 1 to 10. For each student the sum of all the rank scores is thus equal to 55. A fictitious example
will illustrate the scoring.

7l

Student X records the rank order of importance fur the 10 ~tatements.
The statement categories are assigned to numbers
- - -··-· - - - --·-
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In the scoring we find the following for student X:

Category 27 is scored highest havi11g acrnmulated 17 poi11ts. Categ01y 26 is scored seco11d highest havi11g
accumulated 14 poi11ts, and so 011 dow11 to the lo1i•est rank score.
This process allows one to calculate a rank sum for each student. Non-ranked categories are allocated a
zero score. This process is repeated for the entire sample of 592 students. The sum of the rank scores can
then be used for comparisons between sub-groups of the sample and as a statistical measure.

The average sum of the rank scores for each category on the TST was tabulated and is accompanied by a
graphical presentation of the average scores.

4.1,2 Identity Centration Measure.

Identity Salience. Tables are presented which show the means and ~tandard de,-iation for each of the eight
items for the entire sample.

Matrices of Pearson's r statistics indicate the degree of association ( corrcbtioi1) among students'
responses to the eight ICM items.

Identity Salience.
The sample was split into two sub-groups using the mean score of the selected item. In this study the same
indicator variable (item 3 in this study) as used by the authors of the ICM, and reported in chapter three.
The high (GT) and the Low (LE) sub-groups thus established (chapter three 3.6.1) were compared in thi::ir
responses to the TST and the two occupation achie,·ement items from the EOMEIS ..

A priori it was decided that should the suggested categorisation proved to be inconsistent with predicted
outcomes obtained by the original authors,_another item from the ICM would be used.
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The writer recorded preliminary reservations abo ut th e applicability of it em three fo r stuJe nt teac hers. The
item reads as follows:

''Since you have become a student teaclw; how often do you consider personality clzaraclelistics 1v/zic/z, as a
teacher, you think you should possess ? "
It would seem that daims to possessing the personality to ent er the role of the teacher, rather than
frequency of thinking about personality would be more applicable in the teacher role-ide nt ity. It would
seem that the role of teacher asks not that one necessarily think about personality traits needed to enter a
role but rather, that one should be able to lay claims to possess ing the necessary personality. Modified Item
4 was proposed as an alternative option for splitting the sampl e fo r comparative purposes and reads as
follows:

"Do you think you possess the 11ecessa1y personality characte,istics to enter the role of th e teacher ?"

4.1,3 E~o Identity Status.
The entire sample ( N = 592) was scored for the statuses in each domai n. This ana lys is perm its a view of the
relationship between the Interpersonal and IJeological Domai ns anJ th e fo ur statuses. The tables and the
figures for the corresponding sample perce ntages are prcscnteJ .

4.1.4 Null Hypothesis One Tested.
To be able to measure the degree to which one construct is related to any other .c onstruct o pe rationali sed in
this study, two of the scales are separately used as response \·ariabks, while the third sem.:s as an
explanatory indicator variable.

Response Variables:

1. Twenty Statement Test: All 30 Categories.
2. EOMEIS: Occupation Achievement It ems: EIS33 & EIS49

fxPlanatory Indicator Variables:

1. Identity Salience: Two sub-groups GT (N = 351) & LE (N = 241 )

4.2 Procedure: Role Attachment

4.2.1 Twenty Statement Test.

Frequency Measures.
The sample was split at category 7 into two groups labelled HRAG/NRAG as described in chapter 3. For all
30 categories the percentages for each sub-group mentioning a category at least once were obtained and
Pearson Chi-square statistic was used to measure any significant differences in the frequ encies' percentages
of the responses occurring between the two sub-groups.

Sum of rank score.
Bar charts, mean scores, standard deviations, maxima and minima, and z scores for the two groups were
obtained for the HRAG and the NRAG groups. Analysis of variance was performed where appropriate

Identity Salience and Role Attachment.
The mean scores of each of the eight ICM items for the HRAG and the NRAG will be compared for
significant statistical differences.

Ei:o Identity Status and Role Attachment.

The HRAG/NRAG sub-groups were compared in each of the two Domains and the four Stat use:;.
A bar chart representing the percentages of the HRAG/NRAG located in the four slat uses across the
Interpersonal and Ideological Domains is presented.

4.3 Procedure: Socialisation.

Socialisation. Four Year Groups.
The sample was surveyed using the fo ur naturally a\'ailable year group~ each of which wa~ split into the
HRAG and NRAG. The percentages mentioning a category at least once were compared for possible
differences. Chi-square statistics reflect perce nt age differences.
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Role Attachment:Sum of Rank scores.
The sums of the rank scores for each category were compared for possible differences between lhe HRAG
and NRAG using ANOVA.

E~o Identity Status and Socialisation.
The HRAG and NRAG were further sub-divided by year b ·els. These sub-groups will be compared for
differences in percentages in each of the Domains and the four Slat uses.

4.3.1 Interrelationships amon~ constructs.
To be able to measure the degree to which one construct is related lo any other construct opcralionalised in
this study two of the scales are used as response variables, while others serve as explanatory indicator
variables.

Response Variables:
1. Twenty Statement Test: All 30 Categories.

2. EOMEIS: Occupation Achie\·ement Items: EIS33 and EIS49.

EXJJJanatory Indicator Variables:
1. ICM.Sub-groups, GT (N =351) & LE (N = 241)

2. Year Groups.

4.3.2 Interactional Study.
A statistical analysis of possible interaction effects between the factors (variables) Year groups, and
HRAG/NRAG on the constructs operalionalised (TST and IC I and EOMEIS), was undert aken.
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4.4 Procedure: Institutionalisation.

Institutionalisation HRAG/NRAG.
The procedure in this phase will follow the same mcthoc.lology applied to the sa mpl e split as HRAG anc.l
NRAG and then by institutions. The sum of the rank scores will be comparec.l for possible differences
between institutions. AN OVA will be applied where appropriate.

Ei:Q Identity Status , Socialisation and Institutionalisation.
The HRAG and NRAG's split as for the four year groups and the five institutions will be compared in each
of the Domains and the four Statuses for differences.

4.4.1 Statistical Model.
The remarks of 4.4.2 which apply to the four year groups are also applicable for the five institutions.

4.4.2 Interrelationships between constructs.
A statistical analysis was undertaken of possible interacti on effects between the factors (variables)
Institutions and HRAG/ NRAG on the constructs opcrationalised (TST and ICM and EOMEIS) .

4.5 Procedure Interrelationships.

Four Social Psychological Constructs: Role Attachment , Ic.lcntity, Identity S;.ilicncc anc.1 Ego lc.lcntity Status.

An examination of the data relating to all four constructs Dpcrationaliscd in the three different scales sought
to describe the way in which they relate to and reflect each other.

4.6

Dia&ram of Data Presentation.

Fig 4.1
AUTHENTICATION OF CONSTRUCTS AND INSTRUMENT.
Construct
Identity
Twenty Statement Test (TST)
A. Frequency Distribution. (N = 592)

Students' responses in 30 categories.
B. Sum of Rank Scores. (N = 592)
Students' responses in 30 categories.

I

I

Construct:
Identity Salience.
Identity Salience Meas ure (ICM)
A. Frequency Distribution. (N = 592)

I

Students' responses to 8 questions on 9 point scale. ,
j

B. Correlation Study. Pearso n·s r.

'--·- - - - - - - - ~- -- ----~~~I

Construct:
Ego Identity Status .
'

I

Objective Measures fo r Ego Identity Status. (EOM EIS) :

,

Four Statuses
and 2 Domains
Ideological am! Interpersonal.
- - -- - - - - · - - - - --- - - - --

-- - --·--

--- -- -
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HYPOTHESIS ONE
Twenty Statement Test
(Identity)

Ego Identity Status
EOMEIS: Item 33 and 49

Explanatory Vari ab le

Identity Salience
Indicator ICM Item 4
LE

amd

GT

HYPOTHESIS nvo.
TST
I

I

Frequency distributio n of categories.

L_

Sum of R ank Scores
EOMEIS

Freq uency Dist ributio n of Statuses
Ego Identity Status

- - - - - - -re~
Analysis of Variance fo r
8 Items in ICM Scale

ExpTa11iforyVar1ao1e-Rolc Attachmrnl
Indicator
TST Item 7
I

I

HRAG NRAG
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HYPOTHESIS THREE
TST
Frequency Distribution
Sum of Rank Scores.

EOMEIS
Frequency Distribution
ANOVA

ICM 4 TST Categories EOMEIS 33 and 49. ,

!
EXPLANATORY VARIABLES :
I
I
I

I
I

I

Year of Study
Role Attachment.

HYPOTHESIS FOUR
TST_ _ _ _ _
Sum of Rank Scores

EOMEIS
Frequency Distribution
ANOVA
~

I

- - - - - -----------·

ICM 4: TST Categories: EOMEfS 33 and~~

EXPLANATORY VARIABLES
Institutions
Role Attachment
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HYPOTHESIS FIVE.
TST
(Identity)

EOMEIS
(Ego Identity Status)

EXPLANATORY VARIABLES.

I

Identity Salience
Indicator
ICM Item4
GT

LE

Role Attachment
Indicator: TST7
HRAG/NRAG

4,7 Chapter Summary.
The data analysis process and its design has been presented in five phases, each dealing with a specific
theme of the research and the scales associated with it.

The methodology used for the scoring and the analysis of the data has been indicated. A schematic flow
chart showed the five different parts of the data presentation which correspond to the fin; null hypotheses.

CHAPTER FIVE
PRESENTATION AND ANALYSIS OF DATA
Introduction.
In this chapter summaries are presented of students' scores on the four social psychological constructs
operationalised in chapter three, as described and presented schcmatically in chapter four. This chapter is
divided into five sections, each section relating to each one of the null-hypotheses associatcd with one or
more of the relevant scales and constructs.

In Section 5.1 of this chapter summaries of the data on all three of the scales ( TST, ICM & EOMEIS) are
presented with tables and graphs. The null hypotheses of the fir st type relating to simple ~latistical models
for the three selected scales are confirmcd or refuted.

Sections 5.2, 5.3, 5.4 and 5.5 contain data which confirm or refute the other four null hypotheses. These null
hypotheses relate to the establishment and the measuremcnl of the construct Role Attac:hmcnt and its
association with student teacher socialisat ion and inslitutionali~ation. The most important findings in each
of the constructs ope rationalised ( Identity, Ego Identity Status and Identity Salience) for this study will be
reported.

5.1 IDENTITY.
5.1.1 Identity.
The Identity profile configuration of the entire sample (n = 592) ,,as obtained and the table (5.1) is
presented below. As most of the sample are in their late adolescence 0r early adulthood, it is expected that
the configurations will approximate to those found by Gordon ( I%S: 112). He found that self-coneepls in
which personal characteristics predominated were thc most notic:cahlc feature of the identity profile
configuration.

TS:t Personal and Social Identity.
Table 5.1 indicates the percentage of subjects in the sample ( n = 51)2) ,,ho referred lo a category at ka~l
once. The categories are sub-grouped under 8 dimcnsill_ns, A tll· H. Table

.5.)

illu.s tratcs the frcqucncy

percent mentioning a category al least 1mcc within the dimcnsiuns. ~ depicts graphically this same
identity profile Configuralional identity profiles yielded data about which much can be written. The findings
reported in this study will be conlined lo the questiun of personal and ~ucial identity.
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Table 5.1 Twenty Statement Test.
Sampl~ P~r!;;~ntag~s m~ntiQn ing a !;;iH~gm)! at ks.!st on!;;~.
Category
1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20
21
22
23
24
25
26
27

28
29
30

Category Description.

I

Sex
Age
Name
Racial, nationa l he rit age
Religious categorisation
Kinship roles
Occupational role
Student teacher role
Political affiliation
Social sta tus
Territoriality,citizenship
A ctual group me mbership
Existe ntial,indivi<luating
Abstract cat egory
Ideologica l belief refers
J udgeme nts,tastcs, likes
I ntellcctual concerns
Artistic activities
Other acti\'ities
Possessions, resources
Physical body im age
Competence
Se lf-D e te rmination
Sense of Unity
Moral worth
Inte rpe rso nal style
Psychic style, personality
Judge ment s imputed to others
Immediate situation refers
Uncodable re sponses

Percent
3.7
3.4
0.5
2.9
19.4
16.6
33.3
15.0
0.8
1.2
0.7
6.6
20.9
4.9
25.0
45.6
23.3
6.9
17.6
2.0
7.4
49.2
44.l
14.2
52.5
75.7
90.5
9.3
3.4
3.0

i

:

...

As predicted- a nd consistent with Gordon 's findings- two i<lcntitica tory categories, related directly to
personal attributes, received the highest pe rce nt age of rcspunscs. The se arc Personal Charactc ri ~tics, whe re
90.5% referred to category 27 at least once, and Intapc rsonal Style. Catego ry 26, which was mentioned at
least once by 75.7% of the responde nts. (Table 5.1)
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Fig 5.1 TST. Frequency Distribution
Percent mentioning a category
at least once.
category
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Category :

Category Description .

1
2
3

Sex
Age
Name
Racial, national heritage
Religious categorisation
Kinship roles
Occupational role
Student teacher role
Political affilialinn
Social status
Territoriality,citizenship
Actual group membership
Existential,indi\"iduating
Abstract category
Ideological belief refers
J udgements,tastes, likes
Intellectual concerns
Artistic activities
Other activities
Possessions., resources
Physical body image
Competence
Self-Determination
Sense of Unity
Moral worth
Interpersonal style
Psychic style, personality
Judgement s imputed to others
Immediate situation rdcrs
Uncodable responses

4

5
6
7

8
9

10
11

12
13
14
15

16
17
18

19
20
21
22
23
24

25

26
27

28
29

30

90

percent

Percenl

3.7
3.4

0.5
2.9
19.4

16.6
33.3

15.0
0.8
1.2

0.7
6.6

20.9
-4.9
2.:'i.O
-4.:'i.6
23.3

6.9
17.6

. 2.0
7.4
-49.2
4-t.l
1-t.2

52.5
75.7
90.5
9.3

3.4
3.0

100

These percentages are marginally higher than the scon..:s reportc<l by CillrU(ll1 ( 1968: 132). when: for the two
groups of college students he tested. the percentages were 75% for category 27 and 68% for category 25.

The higher percentages in these two categories for this sample may be due lo the emphasis place<l upon
personal attributes in the ICM scales which preceded these scales in the administration of the
questionnaire. These high percentages may also be a reflection of the manner in which these young a<lulls
see themselves in their self-identifications. They may not yet have internalised a role if their social identities
are in a transitional state. This social identity may be dichotomous in the sense that it has "two faces" , that
of student and that of teacher. In one sense they are students with all that society expects from young
students. Yet on another level they are anticipated in behavioural expectations which mirror a fairly
conservative profession by definition. Both these role-identities are social in that the identity of a person as
student and teacher is typified to a high degree.

When we consider the ''personal attribute" versus the "role category" dichotomy in identity profiles of the
sample under review, then it becomes clear Lhal this sample may be more likely to offer personal
characteristics when giving identity profiles, rather than social roles and memberships.

Stated differently we can say that as a sample of student teachers, they appear to see themse lYcs in terms of
their personal identities more frequently than in their social context.

Social Roles and Memberships, Categories 6 Lo 12 received little mention. It is possible that being allached
to a role without being committed lo it on a regular basis, allows for student teachers to derive an identity
from the teacher's role by virtue of possessing human attributes commonly associated with such a role. Not
being committed to the teacher's role may mean that Social Roles and Memberships arc less important as
self-identificatory categories.

In this dimension of the identity profiles, Occupational Role, Category 7 was mentioned at least once by
33.3% of the sample. Category 11, Territoriality, Citizenship, with a frequency of 0.7% , was the lowest
mentioned category. Political Affiliation was slightly higher at 0.9% .

In a multi-racial society in the midst of rapid social transition, questions of territoriality, ("homelands") and
citizenship feature heavily in the media. These issues appear to be projected as being uppermost in the
search for a future dispensation that will accord a normalisation to questions surrounding future roles and
memberships in a post-apartheid society.

To a large extent roles and memberships are bound up with the que~tion of political affiliation. In a country
beset with political issues seeking resolution, the almost complete omission of mentioning political
affiliation was most noteworthy. This omission may be a reflection of the effectiveness of curriculating in
state education in which the ruling ideas arc the ideas of the ruling party.

The subjects were also asked to rank from 1 to 10, those ten of their twenty responses that they felt were of
greatest importance to them. Table 5.2 gives the average sum (over the ,vhole sample) of the rank scores for

all 30 categories. The sum of the priority scores allocated to each category was obtained in order to be able
to create scores permitting statistical analysis of the sets of 10 ranks.

Category 7, Occupational Role was ranked seventh. The next category to locate individuals within a social
context or role appears in 10th position, namely Category 5, Religious Categorisation. From the frequencies
in Table 5.1 we find that category 7 Social Roles and Memberships alone, among the TST Dimensions, was
mentioned at least once by more than one third of the students.

The rank orders of the first 15 categories differ little from the order of the percentages. The categories that
receive a high degree of support among the student teache rs also feature highly in th e rank orders for the
categories. The rank order of the categories (Fig 5.2) represe nts a process of selection and refinement in
terms of self-representation.

The degree of consistency found between the ranking of the 30 categories and in the frequency with which a
category was mentioned at least once, seems indicative o f the reliability of the TST as an integral measure of
Identity. The rank scores seem to confirm the observation made concerning the diffe rence between social
and personal identities in the student teachers' role-identity profile.
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Table 5.2. Twenty Statement Test:
Frequency and Mean Sum of Ranks scores for 30 categories.
Rank

Category
!

I

I

i

I

Category Description

mean **

per-*
cent score

i

1
2
3
4
5
6
7
8

9
10
11

12
13
14
15
16
17
18
19
20
21
22
23
24
25
26
27
28
29
30

27
26
25
16

'
:

22
23
7
15
13
5
17
6
19
8
24
28
12
14
21

I

!
I

i
i

!
!
I

!I
'
!

!
'

18

i

'
i

1
30
2
:::9

i

20

!

11

i

9
10
3

!
I

i

90.5
75.7
52.5
45.6
49.2
-14.1
33.3
25.0
'20.9
19.4
23.3
16.6
17.6
15.0
14.2
9.3
6.6
4.9
7.-+
6.9
3.7
3.0
3.4

t
I

i
'

I
I

'

'
'

I'

i
''
I

i

I
i

:
!
i

i
''!
!

i

4

'

I
!

'

I
i

'
:
'

,.
'
'

I

:

3.4

I
I

1.2

I

:

'
I

I

1.38

2.9
2.0
0.7
0.8
0.5

13.91
9.98
4.69
3.73
3.50
3.37
2.75
1.99
1.85
1.1
1.50

I

!'
I

'

I
'

.94
.91
.86

AS
.43
.36
.33
.29

.25
.23
.19
.16
.13
.11
.06
.05
.04
.04

I

I

!
:
:

:

i
I

'
!

'

Psychic style, personality
Interpersonal style
Sense of Moral Worth
Judgements.tastes, & likes
Competence
Self-Determination
Occupational Role
Ideological belief refers
Existential, individuating
Religious categorisation
Intellectual concerns
Kinship Roles
Other Activities
Student teacher role
Sense of U nitv
Judgements i~puted toother
Actual group membership
Abstract category
Physical body image
Artistic activities
Sex
Uncodable responses
Age
!~mediate situational refs
Racial, National heritage
Possessions. resources
T erritoriality,citizenship
Political affiliation
Social status
Name

* Percentage of the sample (n = 592) mentioning a category at least once in the TST.
** Mean Scores for the Sum of the Rank Scores.
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5.1.2 Identity Salience,
In the original study conducted by Braun and Wicklund ( 1986), those writers wished to establish the
connection between self-ascribed effort and ability relating to the assumption of an identity realm
associated with that of a Business Manager.

In this study among student teachers, the salience of the teacher identity was focussed upon by mobilising
the self-ascribed claims to aspects most centrally associated with achieving the role of teacher. These were
the claims to possessing the personality traits associated with the identity of a teacher, claims to having the

.a.biJ.m'. to become a teacher, self-perceived .e.ffo..rts. being made to beco1J1e a teacher, and predicted success in
tasks related to the successful achievement of the role of teacher.

The sample used by Braun and Wicklund (N = 85) were graduates with a mean age of 23 years. Those
graduates represented a sample slightly more mature than the sample used in this study where the mean age
is 20.2 years. It is anticipated that the results of this adaptation of the Braun and Wicklund study might
differ substantially from the original because of the relative inexperienced youthfulness of the sample.
Another difference could be ascribed to the nature of the occupational role (role-identity) being claimed by
the two different samples. Differences may also occur because of the "unrealistic optimism" which can
occur in self-reporting protocols. The "unrealistic optimism" in the self-report protocols may be more
prevalent among student teachers because they are aware that so much of what transpires in the
face-to-face teaching situation is dependent upon the suitability of the personality to meet the demands of
the role.

This anticipation of role expectation is based upon the understanding that student teachers are seeking an
identity from a role in which personal characteristics play a central part in the regular performance of the
role, a role which they have observed closely, a role performed within a role-set to which they have belonged
for most of their lives, a role to which they may be attached but one to '\hich they are not yet committed on
a regular basis.
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Frequencies, Means, Standard DeYiations.

Table 5.3 presents the frequency tables for the entire sample (n = 592) for each of the 8 items in the ICM.
Measured on a nine point scale the mean scores for all eight items were above 5.5.

Table 5.3. Frequency Tables and Summary Statistics
8 Items.
Possible
score
1. Number
Percent

!

!

1

I

i 2

'

I

3

;

;

i

l
.2

0
.0

I

3
.5

I

2. Number
Percent

! 4
I

'
'

I

5
42
7.1

15
2.4

I

18
3.1

12
2.0

43
7.3

47
7.9

7
1.3

11
1.8

I

93
5.7

6

I

3. Number
Percent

4. Number
Percent
5. Number
Percent
6. Number
Percent

I
I
:

I
I

2
3

4
.7

I

I

2
.3

0
.0

'

2
.3

3
.5

28

-U

I

I

II

25
·U
I

172
29.1

102
17.2

136
22.9

75
12.6

149
25.2

194
32.8

58
9.8

151
25.5

203
3-U

I
I

I

1
2

0
.0

'

2
.3

'

4

'

.7

'

I

!

'

2

4

i 11

0
.0

' 1.8

;

7. Number
Percent

0
0

0
.0

8. Number
Percent

0
0

0
.0

I

'
!

'

13
2.2
3
.5

0
.0

3
.5

item I l\1ean scores
Number ; on scale
Oto 9
1.
2.
3.
4.
5.
6.
7.
8.

7.4
6.0
7.4
7.6
7.6
7.1
6.7
7.3

I

17
2.9
39
6.6

;
'

65
11.0

165
27.9

92
I
' 15.5

I

I
I
I

215
36.9

I

I

96
16.2

190
32.1

I

164
27.7

'

!

1
.3

I

I'

I

9

l 129
i 21.8
I
I

I'

49
8.4

I
i 122
20.6

I
I

!

148
25.0

I

i 123

I'
!
'

20.8
77
13.0

!

I

4.:;;
'
; 7.6

196
32.9

230
38.8

92
15.5

24
I 4.1
I

99

224
37.8

174
29.4
I

:

I

!

I

'
i

I

I

I!

8

162
27.4

I
I

i

I

11 .5

68

!

7

;

26
4.4
'

I

16.7

Standard
De,·iation.

L3
1.9
1.4
. 1.2
1.3
1.4
1.0
1.3

68
11.5
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The identity profiles in the TST suggest that the student teachers in this sample tended to identify
themselves in terms of personal attributes and interpersonal styles. This tendency seems to surface in
measures of Identity Salience where the mean scores on all eight items in this scale are consistently high.
These mean scores are higher than those obtained by Braun and Wicklund (1986:44) in their study among
Business Management students.

The apparent reflection of "unrealistic optimism" in the student teachers' scores could account for these
high mean scores in each of the eight items. The highest mean score occurred on the item claiming the
personality traits to enter the role of the teacher ( Table 5.3).

In the students' predictions of their future success, which focussed on tasks related to becoming a teacher,
there were differences between the claims to success at the academic component and claims to success in
the practical teaching. There was less confidence in being able to predict success for the over-all
requirements of the course than for two separate components of the course. Noteworthy is the greater
degree of confidence in predicting success at Teaching Practice.

Locke (cited by Tinning, 1984:54) indicates a possible source of this optimism. Most Student teachers,
having recently emerged from classrooms as pupils, receive an "invisible apprenticeship in pedagogy lasting
from 12 to 15 years''. They are familiar with what is expected within the practical aspect of teaching. This
may account for the high scores in this item and confirm the obsen·ation just mentioned.

With teachers' colleges and universities devoting more time to theoretical components of courses than to
the practical, the findings in this study are consistent with Lortie's ( 1975:65) results. He secs student
teachers entering into their roles by doing what is "intuitiYe and imitatiYe rather than explicit and analytical".

Another difference occurred in the scoring for items two and three. Item three, (which focussed on the
extent of thinking about the personality characteristics of a teacher since becoming a student teacher), had
a higher mean score than item two, which focussed on thinking of personality characteristics before
becoming a student teac;:her. Entering the process of role acquisition may be the reason for the grc.:att:r
frequency for a consideration of the expectations associatc.:<l with a role.
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Construct Validity of ICM.
In order to measure the relationships among the eight variables corresponding to item responses in the
ICM scale, correlations were calculated for the scores on the 9 point scales for all pairs from the eight
items.

Table 5.4 indicates the (Pearson's) coefficients of correlation obtained. Significantly high correlation
coefficients were obtained for six pairs of ite ms on the ICM scores. Three of these will be discussed.

Table 5.4.

Correlation Matrix for Eight items

r----- - - - -- - - -- - - -- - ---

Items

1
2
3

2

.01

3

4

.29
.16

.18

4

5
6
7

--- --- -·-------------- -·---- ------------

5
.40':'
.08
. 13
.65';

6
.20
.05
.19
.34
.42 ;

7

8

.28
.06
.00.
.10
.18
.29

.31
.04
.14
.4F
.50*
.34
.34

--

----·- -- - -

, - - -- - -- -- -- - -- -- ·-----·-· --------- ------------- - - - - - - - - - -

--- ----

* p < .05

Scores on items 4 and 5 were the most positively correlat ed with a coefficient of .65. Thc!:>e two items de al
with what may be the most central issue in identity sali ence, namely the posscs~ion of traits necessary to
enact a role and the self-perceived abilities to enter the role and claim th e id entity in quc ~tio n. Ite ms 5 a nd 8
were the pair with next highest significant coefficient of .50. Th ese two items relate closely to each other,
one dealing with claims to .ah.iliu: and the other to predictio ns o f success at the practical teaching aspect of
the role.

Items two and three deal with the issue of thinking of perso nality charact e ristics of a te acher before and
after becoming a student teacher. The correlation coefficient was .45, indicating a significant statistical
relationship between responses to the se two variables.
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S,1.3 Ei:o Identity Status.
To measure this construct the OMEIS was operationalised. The stratc 6ry suggested by its a uthors for
collapsing the_transition statuses into four discrete statuses was retained. As far as the writer has been able
.to ascertain, the EOMEIS scale is being used in this study in a South African context for the first time.

Table 5.5

E20 Identity Status Scores.

Collapsed Scores For Four Statuses Domain Percentages In Each Status.

IDEOLOGICAL.
Status

Mean score

Achievement
Moratorium
Foreclosure
Diffusion

33.5
23.2
17.0
22.1

std dev:
5.3
6.1
5.9
5.4

min
18
8
8
8

max
47

46
36
39

variance.
28.6
37.1
35.3
28.9

INTERPERSONAL
Status

Mean score

Achievement
Moratorium
Foreclosure
Diffusion

32.2
23.7
16.9
19.0

min

std dev.
5.7
5.9
5.9
5.5

max

11

48

8

43
33
40

8

8

variance.
33.7
34.9
37.1
30.6

E20 Identity Status of 592 Student Teachers
Percentage of sample located in the
four statuses of each
of two domains.

STATUSES
DOMAINS
Ideological
Interpersonal

Diffusion

Foreclosure

Achie\'ement

Moratorium

8.2

6.2
5.6

63.7
58.6

21.5
25.1

10.6

The results of the analysis of the data indicate that the scores for the South African sample diffcr little from
the scores reported by researchers in the United States of America. The table comparing the results of the
two American studies and the current study is presented· in Appt·n<lix D. which includes the details
concerning component scales, their validity and reliability.
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In Table.:;; 5 the Ego Identity Statuses for the entin; sampk .1r..: rrese nteJ toge ther with the percentage of
student teachers found in each status for the Ideological and til t: Interperso nal items.

Figure"; is a

graphical presentation of the same information.

FIG. 5.3

EOMEIS
Collapsed Scores for 4 Statuses
Domain percentage in each status
SCOAE3
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ISm lnte,pe,aonal

D

For..:"-"nt

~ Cllff..ion

80
-

63.7

Percent In eecti atatua and Domain.

When the scores were collapsed into four discrete statuses. the data revealed that this particular sample
significantly higher in the Achievement Status than in any ot her status. Ginsberg and Orlofsky (1981:298)
have hypothesized that for females, (comprising 80% of this sample) foreclosure rather than moratorium
resembles achievement ·· as an adaptive identity position".

In utht!r words, the high achie\·ement scores

obtained by females in this sample could be a reflection o f foredo~ure

rather than of true achievement.

This possibility would imply that as a sample, they appear to ha\'C..: a Status of Achie\'C..:mcn l, with the
Ideological domain 5.1 % higher than the Interpersonal domain. The fairly large number of student
teachers found in Achievement status may be misleading in that it may be a quasi-achievement related to
social-psychological factors which will be discussed more fully in chapter six.

5,1.4 Analysis.
The results obtained for the measures of the three constructs of Identity, Identity Salience and Ego Identity
Status fell within the range of scores obtained by the original authors of the scales operationalised for this
study. The ( component) scales which provided the greatest degree of variation from the pallcrn observed
by those authors were those of the Identity Centration Measures.

Nun Hypothesis One.
That among the entire set of student teachers (N = 592) there will be no significant differences in the
Identity scores and Occupation Achievement scores for the sub-groups GT (n = 351) & LE (n = 2-H) of
student teachers defined by using the social psychological construct of Identity Salience.

Fig 5.4
Groups for ANOVA on 40 variables.

~ - - - -- - - - - - - - - - ·-·--·
40 Variables
EOMEIS ITEM 33 & 49
TWENTY ST A TEMENT TEST
30 CATEGORIES & 8 Dimensions

I Explanatory Variables
! GT

ICM
ITEM4
____ ___ LT __
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A simple statistical model was used to establish the refutation or confirmation of hypothesis one. The 8
dimensions of the TST, containing all 30 categories and the EO MEIS ( Items 33 and 49 ) were used as
response variables. The explanatory indicator variable in this model was the ICM4. Item 4 was chosen
from among the items in the ICM scales because claims to possessing the necessary personality traits for
entering the role of a teacher is related to one of the central issues in teacher's identity.

Furthermore, this item had the highest mean score and a narrow standard deviation among the items in the
scale. The correlation coefficient between the scores on Item 4 and Item 5 was .65, with Item 6 it was .34,
and with Item 8 it was .41. These relatively high correlations allow for a degree of confidence in a strategy
for using Item 4 as an indicator variable for the split of the sampl~ into two groups (less or equal to 7,and
greater than 7) labelled (LE) and (GT).

By using the ICM item 4 as an explanatory-indicator variable it was anticipated that there would be
statistical differences between the sub-groups (LE & GT) in their scores in the response variables, TST 30
categories and the EOMEIS, items 33 and 49. The magnitudes of these differences were found to be
significant and they are reported in Table S6

The sensitivity of the constructs to Identity Salience is

demonstrated, and thus refutes the null hypothesis one.

Student Teachers in the GT sub-group, who rated highly their claims to possc.ssing the necessary personality
traits to enter the role of the teacher, also had higher mean scores for Occupation Achievement than the LE
sub-group. The sub-group GT went on to rank more highly than the LE sub-group, the four Major Senses of

Sclf.
The evidence of interrelationships existing between the three constructs of Identity, Identity Salience and
Ego Identity Status, justifies further exploration of the scales in seeking to explore the construct Ruk.
Attachment.

The study yielded evidence of significant statistical interrelations among the three social psychological
constructs in 12 of the 40 variables investigated.

The grouping of subjects for the bar charts was dependent on:
ICM Item 4:Group GT. students whos·e scores were above the mean score. Group LE. students whose
scores were equal to or below the mean score. The numbers of students falling into each group were:
LEN =241; GEN =351. The following diagram illustrates the sub-grouping for the ANOVA while Iahk

.i.6 summarises the important findings.
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TABLE 5.6

ANOVA

Identity Salience eroups.

\lde~tltu Setie nce

I

I

r---------I

£ o ldent i tu Slatus

1

i

'_j

9 . TST

on~.,•..

l O.TST

::>inieu1,o .. 7. PtrtM'l•f Chru1tnstic1

6.

,.,,.,..... S•u• •' S.tf

5.1.5 Summarv fJf SectifJn.

In this section of chapter 5 there was an examination of the separate properties of each of the scales
operationalising the social psychological constructs. The Identity Profiles of the entire sample were
presented reflecting both the percentages of student teachers mentioning a category at least once and a
ranking score of the 30 categories in the TST.

The Identity Salience of the entire sample was presented and it showed particularly high mean scores on all
eight items in the ICM scales. The possible presence of ··naive optimism" in the scores in the ICM scale was
considered. The percentages of students falling into the four Ego Identity Statuses for the sample were
presented. These scales revealed that the sample scored moderately high in the AchieYement Status, and
that there were differences between the Interpersonal and Ideological Domains. A simple statistical model
which explored some of the interrelationships between the three constructs was used in this study.

The use of ICM item 4 as an indicator-explanatory variable showed that there were significant differences
between the corresponding two sub-groups of students in the TST and in the occupational achievement
status items EIS33 and EIS49 scores, which were used as response variables within the model. Null
hypothesis one was refuted.
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S.2 ROLE A'ITACHMENT.
This section presents the data which explores whether Role Attachment surfaces in the self-report
statements of the student teachers. It also presents the findings as to whether there are any statistically
significant differences in measures of three constructs between those students who have indicated, as a
"vocabulacy of motive" , their attachment to the role of teacher, and those who have not.

S.2.1 Analysis.
The 1\venty Statement Test is used to measure Role Attachment. The sample (N = 592) was split on
category 7 Occupational Role. The rationale for this strategy is found in chapter 3. The split, using category
7 as an indicator variable created two groups that were labelled High Role Attachment Group, HRAG (N
=261: 44.8%) and the Non Role Attachment Group ,NRAG (N =331: 55.9% ). Table 5.7, with the
accompanying figure

5,5 indicate the percentages of the sub-groups mentioning a category at least once.

Significantly different percentages are indicated. Both Zurcher (1983:232) and Mills (1940) have indicated
that in self-conceptualised identities reflected in self-reporting, the "vocabulary of motive'' plays a significant
part in describing and conceptualising identity. These "vocabularies of motive" serve as an incentive,
providing meaning for role attachments, commitments and enactments. This is especially pertinent ,vhen
claiming attributes and abilities. There is a tendency to self-conceptualise one's identity by acting upon what

is claimed.

By focussing on Category 7 as a "vocabulary of motive" for student teachers, it was hypothesized that this
category, conceptually close to the construct of identity, would be effective as an indicator variable in
constituting the construct of role attachment. The question then arises: If the Vocabulary of Motive is
present or absent, would its presence or absence influence the frequency of responses in the different
self-identificatory categories of the TST among student teachers seeking to acquire the role of teacher ?

To answer this question the frequencies were analysed using Pearson's Chi-square. Statistically significant
differences at p values .01 between the two sub-groups ( HRAG/ NRAG) were found at Categories 1, 6, 8,
24, 25, 26, 27, 29; while p values .05 were found at category 17 (Table 'i, 7).
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Table 5.7

TST.

HRAG/ NRAG Percentages mentioning a category at least once.

- - - -- - - -- - - - - -- - - ---;::=
! ==============---·----~
Frequency
Percentages

Category

I
I HRAG

Category Description

1
2
3

Sex
Age
Name
Racial, national heritage
Religious categorisation
Kinship roles
Occupational role
Student teacher role
Political affiliation
Social status
Territoriality,citizenship
Actual group membership
Existential,individuating
Abstract category
Ideological belief refers
Judgements,tastes, likes
Intellectual concerns
Artistic activities
Other activities
Posse~sions, resources
Physical body image
Competence
Self-Determination
Sense of Unity
Moral worth
Interpersonal style
Psychic style, personality
Judgements imputed to other
Immediate situation refers
Uncodable responses

4

5
6
7
8
9
10
11
12
13

14

15
16
17
18
19
20

21
22
23
24

25
26
27
28
29
30

;

i

NRAG

I

6.1
4.6
1
. 0.4
3.8
I 16.l
1
21.8
i 75.5
19.9
I
1.1
1.9
0.8
6.5
21.8
5.0
! 27.6
I 48.3

1.8
2.4
0.6
2.1
18.4
12.4
0.0
11.2
0.6
0.6
0.6
6.6
20.2
4.8
23.0

27.2

20.2
7.6
16.3
1.8
7.9
51.4
43.5
12.1
58.0
82.2
94.0

i
I

Signi

!

<.01

< .01

<.01

I

'
l

;

I
I
I

43.5

6.1
19.2
2.3

6.9
46.4
i 48.8
16.9
45.6
! 67.4
I
86.2
! 8.0
I
5.7
I
3.1
I
!
I

I,

< .05

< .01
<.01
< .01
<.01

1

,
I

10.3

<.01

1.5
3.0
'
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Both groups ranked category 27 and category 26 first and second respectively. When category 7 is included

in the comparison, it is unmentioned by the NRAG but it ranks third highest rank for the HRAG group.
Category 25, Moral Worth is ranked third by the NRAG group instead, similar to its fifth ranking of fifth by
the HRAG. The four Major Senses of Self feature as consistently for both groups with category 16,
Interests and Activities, interposing itself between these categories and the first three ranks for the HRAG.

This category was ranked fifth by the NRAG showing a consistent pattern of ranks for the two groups.

This consistency pattern in the mean sum of rank scores becomes more noticeable in a comparison where
the ranked position of the categories for the first 10 places without category 7 is considered.

Table 5.8 Twenty Statement Test.
HRAq/NRAG Sum of Rank Scores.
RANK
1.
2.
3.
4.
5.
6. **
7.
8.
9.
10.
11.
12.
13.
14.
15.
16.
17.**
18.
19.
20.
21.
22.
23.
24.
25. ';- ''
26.* ';
27. *''
28.
29. *
30.

I
I

HRAG

,CATEGORY
I

11.59
I
6.95
6.24
'
3.92
3.59
I
i
3.44
I
3.08
2.16
I 2.13
I
2.07
I
i 1.96
I
1.37
I
1.17
I
1.03
I
.98
I
.49
I .43
.41
I
I
.38
I .26

I

;

I
I

I

I

I
I

I
I
I
I

.i
I

NRAG

I
I

I
I

I

!
I
I
!
I

I

.26

!

.25
.16
.15
.14
.11
.08
.07
.06
.01

I

** =

'
I

1

CATEGORY

I

27
27
7
16
25
23
22
13
15
6
17

5
8
19
24
12
1

14
28
29
18
21
30
4
2
20
10
11
9

3

15.78
10.57
5.55
3.83
3.58
3.31
1.87
1.59
1.16
1.14
.87
.86
.76
.69
.53
.39
.38
.32
.31
.29
.27
.12
.10
.10
.08
.'07
.06
.03
.02
.00

---------- -··---- ------- - p value < .01 * = p ,·alue < .05

27
26
25
22
16
23
15
13

--··--

--

5
17
6
19
24
8
28
12
21
18
18
30
2
4
1
20
29
3
11

I

9

---

·-

10
7
- ------- ---- -
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FIG 5.6
TST.
HRAG/NRAG- Sum of rank scores.
Graph for the mean aoor•• of the Sum of rank aoor•• and
the ooneequent rank order of tne .30 oategorlee.
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Null H):l)othesis two.
That there will be no significant differences betwee n the two sub-groups of all student teachers
(High Role Attachment Group, HRAG and on Role Attachment G roup, NRAG) established
by using TST category 7 (Occupational Role ) as an indicator variable in:
A. Frequency distributions and mean sum of rank scores in Identity Pro fil es.
An analysis of variance of the scores for the two sub-groups showed th at the re were significant statistical
differences between the priorities of the two groups. Catego ries 1, 6, 17, 25, 26, 27 we re fo und to ha\·e
differences generating p values .01, while their diffe re nces in scores on categories 8 and 29 had p values
.05. Part A of null hypothesis two is thus rejected.

The establishment of the construct of Role Attachment within the identity profile configurations given in the
TST of the sample of student teachers is confirmed . Statisti cally significant differences occurred in
substantially more than? % of the 30 categories in which th e identity pro fil es are given as "vocabularies of
motive".
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These identity profiles reflect the configurations of the two sub-groups in which the role of teacher forms
part of their identifications. The Identity profiles indicate the identifications which associate the self with
the social role-identity being sought. The differences between the two sub-groups are found in both the
attributional dimensions and in the categorical dimensions relating to roles and memberships.

5.2.2 Eeo Identity Status and Role Attachment.
With the establishment of the two sub-groups, the HRAG and NRAG, and having established that there
were eight statistically significant differences between the identity profiles of those groups, the EOMEIS
was operationalised in order to ascertain whether there were statistically significant differences between the
percentages of students on this scale as well.

It was anticipated that, should student teachers be unattached to the role of the teacher in terms of their

identity profiles as measured on the TST scales, then this same sub-group, the NRAG, would also score
differently on the EOMEIS scales. It would be reasonable to hypothesize that the NRAG percentages in the
Achievement Status would be somewhat lower than the HRAG, while their percentages in the Diffusion
Status would be relatively higher. Thus we would anticipate higher percentages in the Diffusion Status of
the NRAG and lower percentages to be in the Achievement Status.

Table 5,9 and Figure 5,7 show the percentages of students in the HRAG and the NRAG sub-groups
distributed among for the four statuses within the Ideological and the Interpersonal Domains of the
EOMEIS. In both the Achievement and the Diffusion statuses the percentages of student teachers in the
groups differ, with the NRAG showing a higher percentage in the Diffusion status and a lower percentage

in the Achievement Status, as expected.

The percentages obtained on the four sub-scales of the EOMEIS represent four discrete statuses
established by transforming the transitional statuses. When the EOMEIS responses for the two
HRAG/NRAG sub-groups were analysed there were statistically significant differences between the
percentages allocated to the statuses.
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EOMEIS: HRAG and NRAG.

Table 5.9

Percentages in four Statuses and Two Domains
IDEOLOGICAL DOMAINS
GROUP

DIFFt;SIO'.\'

HRAG
NRAG

05.7
11.2

FORECLOSl.RE ACHIEVE:\1E~T \IORATORIDI

6.5
5.7

67.0
60.4

20.7
22.7

INTERPERSONAL DOMAINS.
GROt;P

DIFFt..:SIO~

HRAG
NRAG

07.7
13.6

FORECLOSCRE ACHIEVE:\IE:-o;T :'110R,\TORIDI

6.1
5.1

61.7

24.5

55.6

25.7

Null H)l)othesis Two.
That there will be no significant differences between the two
sub-groups of all student teachers established by using TST category 7
(Occupational Role) as an indicator variable in:
Percentages of subjects in four Ego Identity Statuses in both
Interpersonal and Ideological domains .

For both Interpersonal and the Ideological D omains the perce ntage differences be tween the
HRAG/NRAG groups for Diffusion status attained p < .01. The Null Hypothesis Two may thus be
rejected.

The differences between the percentages of the two sub-groups show that the re is a te nde ncy for the NRAG
sub-group to be higher on the Diffusion scale and lowe r on the Achi e,·cmc nt scale. In both the Ideological
and the Interpersonal domains of the EOMEIS, the diffusion status contained highe r pe rce ntages of
NRAG students. In each case they were double that of the HRAG percent ages. By contrast. in both
domains the percentage of student teachers in the HRAG was greater th an th e NRAG in th e Achicn.:mcnt
status. These relatio nships arc displayed in Table 'i.9 and in Figure 'i.7.

The construct of Role Attachment appearing in the Identity Profiles of the student teachers is rdkcted in
the construct of Ego Identity Status as well. The establishment of the construct will be exa mined further in
the construct of Identity Salience in the section that follows .
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FIG 5.7
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5.23 Identity Salience and Role Attachment.
This final part of section 5.2 of this chapter examines the IC\.1 scales in which Identity Salience is measured.
The eight items each focussed on a strategic item related to Identity Salience, the most central of which
were: claims to possessing the necessary personality characteristics to enter the role of the teacher; claims
to having the ability to become a teacher; claims to making efforts to enter the role, and predicted chances
of successfully achieving the role.

The sample was split into HRAG/NRAG sub-groups and ANO VA showed significant statistical differences
between the two groups on two of the eight items.
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ANOVA

Table 5.10

Role Attachment Groups.
One way Analysis of Variance.

mean
variance

HRAG (n = 261)
7.7
1.22
F

NRAG (n =331)

7.5

= 4.56

.29
p < .01

One way Analysis of Variance.

mean
variance

HRAG
7.3
1.71

F

= 17.54 p <

NRAG
6.8
1.8

.01

It is important to indicate that the only two items to indicate significant statistical diffe rences were the two
items upon which Braun and Wicklund, (1986) focussed when establishing the connection between .Effur1
and Ability with

Identity.

The sub-group of student teachers (HRAG) who indicated an attachment to the ro le of the teacher

in the

TST, (in both their frequency scores and in their rank scores), went on IL' have higher percentages in
Achievement Status in the measures of Ego Identity Status.

In measures of Identity Salience, their mean scores yielded evidence of s1;1ti~tically significant diffcn:ncl.'.s
between their scores and those of the NRAG group in the central items ( effort and ability) relating to
Identity Salience. The final sub-section of Null H ypothesis two ( for Identity Salience), states

That there will be no significant differences between the
HRAG/ NRAG sub-groups of student teachers in
C. Mean scores on measures of Idcntity Salience.

It is therefore refuted on the evidence of this sample, with ·significant ditkrencl.'.s o~curing in Identity
Profiles, and in Ego Identity Status measures, and in Identity Salience ~cak s between the HRAG/ NRAG.
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There appears to be sufficient evidence for the.: cstabli~h111e11t

t1f

the Cl111:--truct of Ro le Att ac hment. The.:

construct will be applied as an indicator \·ariablc in lhL: following. t,rn secti ons of thi s c hapter to asc:crtain
whether, as a construct, it is able to contribute toward the: undcr~tanding llf the: concepts o f socialisation
and institutionalisation as they apply lo student teachers .

5.2.4 Summary of Section
The construct of Role Attachment was explored in this secti on. The findings of the a nalysis of the: da ta with
category 7 (Occupational Role) use d as an indica tor variable for splitting thc sampl e, showe d that thc two
sub-groups (HRAG/NRAG) achieved significa ntly differe nt mL:an sco rcs on the TST Identity profiles and
on the other two scales.
The different scoring patterns in the TST for the two sub-groups indica tt d a distinct te nde ncy for the
NRAG to be more focussed upon Pe rsonal Attributes, as di stinct from Sticial Roles a n<l !V ·mbe rships.
Larger percentages of NRAG were to be found in the Diffusion Status scores. In measures of each

01

the

constructs there were significant statistical differe nces betwee n the two ,- ub-groups of st ude nt teachers, a nd
null hypothesis two was refuted .
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SJ SOCIALISATION.
The null hypothesis three which is tested in this section consists of three parts. The first part deals with the
construct Identity; the second part, the construct Ego Identity Status. The third part explores within a
statistical model the interrelationships that may exist betwee n the constructs operationalised.

SJ.1 TST: Sum of Rank Scores,
The HRAG/NRAG groups were located in year groups from first to fo urth year. Table 5.11 shows the
breakdown of sample. Figure 5.8 depicts the relationships between the different year groups.

Table 5.11. HRAG and NRAG Percentages in Year Groups.
Yr/Grp
lST

2ND

% of YR.Group
Number
% of Sample
---·-- --------- - - - -· - - - - -------·
34.8
07.7
46
65.1
14.5
- - ·86
- - - - --- - - - -- ----..

R/Group
I

HRAG
NRAG

I
I

______ __________

I

HRAG
NRAG

55
68

I

--

3RD

i

HRAG
NRAG

I
I

!

59

87
________

_..__

I

4TH

__ -

.

--------

:
53.5
16.7
99
47.5
15.5
92
· - · - - - - - - - - - - --·-- ---- - ~ -- -----· - - - - --

HRAG
NRAG

TOTALS

44.7
09.2
55.2
11.4
-- -- - -- ---- - -- - - - - - - - - --- .
40.4
09.9
59.5
14.6

592
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Of special note was the observation that the first year group had the highest percentage of the NRAG, with
the second and third years next. Sampling errors adequately account for any marginal anomalies between
the second and third year groups. These differences are explored further in the paragraphs which follow.

Null hypothesis three.
That among the four student teacher year groups and among the two role attachment groups HRAG and
NRAG,there will be no statistically significant differences on measures of the
following the four social psychological constructs: Identity and Ego Identity Status;
and further that there will be no interaction of Identity Salience, year group and
Role Attachment in their effect on these constructs.

An analysis of the responses to the Twenty Statement Test among the four year groups split by
HRAG/NRAG resulted in the creation of eight sub-groups. These 8 sub-groups represent two groups
reflecting Role Attachment at each year level as well as four levels of socialisation into the role of teacher. It
would be reasonable to hypothesize that there would be differences among the year groups as to their
internalisation of the role-identity of teacher.

The question is really one of degree. To what degree do the increasing years of training and socialisation
reflect a growing sense of role attachment ? Stated differently, is the degree of role attachment consistent
with the increasing years of training and possible years of socialisation '?

The question is not simple to answer. It can be argued that with the approach of the moment of a formal
contractual commitment to the role, there may occur an increase in role attachment. On the other hand, it
may well be that, with the realisation of having to appropriate a role which society has clearly defined, a role
which is accompanied with relatively fixed expectations, there may occur a loss of attachment (see
paragraph 2.1.7).

Table 5.12 presents an illustration of the complexity found in the analysis for the present sample. Using
Pearson Chi-square for differences in proportions (percentages), five of the 30 categories in the TST
revealed statistically significant differences amongst the eight sub-groups, with p values < .01. In three
other categories there were also significant differences but with p < .05.

With the .establishment of the construct of Role Attachment within the identity profiles of the student
teachers, the TST categories can be further analysed for indications of the degree to v,'hich Role
Attachment can be seen to be operating within the different year groups.
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Table 5.12 TST.
HRAG and NRAG
Percentages "ithin year groups mentioning a category at least once.
1st vear
2nd vear
3rd vear
'. 4th year
NRAG HRAG INRAG i HRAG NRAG iHRAG ' NRAG .HRAG
1.
2.

3.
4.

5.
6.
7.
8.

9.
10.
11.
12.
13.
14.
15.
16.
17.
18.
19.
20.
21.
22.
23.
24.
25.

26.
27.

28.
29.
30.

I

I

0.0
1.2
0.0
1.2
16.7
9.5
0.0
8.3
0.0
1.2
1.2
7.1
15.5
2.4
14.3
38.1
15.5
3.6
9.5
1.2
1.7
51.2
42.9
15.5
6.7
86.9
91.7

4.3
8.5

o.o

0.0
21.3
21.3
83.0
17.0
0.0
2.1
4.3
12.5
12.8
2.1
17.7
42.6
29.8
4.3
19.1
2.1
8.5
48.9
44.7
23.4
36.2
78. 7
80.9

0.0
2.9
I 1.5
2.9
17.6
14.7
0.0
13.2
0.0
0.0
0.0
8.8
16.2
8.8
22.1
47.1
14.7
11.8
17.6
2.9
4.4
51.5
39.7
11.8
52.9
88.2
91.2

1~:! 1~:~ 11~:~
4.8

4.3

1.5
!

I

I

I

I

1.8
1.8
0.0
3.6
16.4
9.1
74.0
12.7

2.3
1.1
1.1
3.4
25.3
11.5
0.0
11.5
1.8
1.1
0.0
5.7
28.7
3.4
21.8

l.8
1.8
0.0
1.8
30.9

5.5
18.2
47.3
12.7
5.5
20.0
1.8
9.1
50.9
50.9
12.7
47.3
76.4
85.5
5.5
0.0
1.8

40.2
29.9
6.9
16.1
2.3
8.0
56.3
47.1
9.2
55.2
80.5
96.6
4.6
! 1.1
l 1.1

I

8.5
3.4
0.0
3.4
13.6
22.0
74.6
20.3
1.7
0.0
0.0

10.2
3.7
1.7
20.3
49.2
1 23.7
I 3.4
1 16.9
. 1.7
j
6.8
i 47.5
44.1
22.0
I; 52.5
j 71.2
I 88.1

I
!

I

I
I
I
I

i
i
i
;

!
1

I

, 10.2
I

!

,
i
'
,

;
:
I

5.1
6.8

I

~ - -~ i - - ----- * p < .05
*'' P < .02

- - - ~ - --

!

---

·--- -----

7.1*''*
5.1
Q.Q
0.0
6.1
1.1
15.3
14.9
29.6* **
14.9
0.0
73.5
25.5
12.6
1.1
LO
3.1
0.0
0.0
1.1
4.1
5.7
20.4
18.4
7.1
5.7
32.2
36.7''''
51.0*''*
50.6
35.7
20.7
9.2
8.0
19.4
21.8
3.1
1.1
5.1
8.0
47.1 I 41.8
44.8 ' 41.8
10.3 I 13.3
44.9
62.1
54.1 ***
74.7
87.8**''
96.6
11.5
7.1
2.3 i 8.2* ''
3.4 ! 1.0
I
-- - -- --- -- - 3.4
4.6

The categories in which significant statist ical diffe re nces a ppeared were rel ated to the constructs of Identity
and Role Attachment. Two of the categories are social locators a nd the rest arc attributional a nd serve as
self-identification relative to self-conceptualisations. The statistical diffe re nces occurring a mong the year
groups within these two related areas of identity were significant with p < 0.01.

The categories referred

to in Table 5.12 are described below: 1. Gender. 6. Kinship Roles·. 16. Inte rests and Activities. 26.
Interpersonal Style. 27. Psychic Style, Pe rsonality. A more complete analysis of these result s is gi,·cn in
chapter 6. Category 15, Ideological belief references, and category 29, Jmmediate situational references,
indicate significant statistical differences with p values < .02, while Category 8, Student Teacher Role , had
differences measured at p < .05.
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5.3.2 E~o Identity Status and Role Attachment.
Table 5.13 records the percentage of students, divided into the HRAG/N RAG sub-groups and in their
respective year groups, located in the four statuses on the Interpersonal and the Ideological Domains of
EOMEIS.

An unusual feature of the Diffusion Status results is that, in each year group, the NRAG students generally
have a larger percentage of their number in the diffusion status. This pattern is broken in the second year
group, where the HRAG have a larger percentage of their number in the Diffusion Status in both Domains.

This pattern may be the effect of student teachers' socialisation . The initial expectations of the role
requirements may undergo a period of adjustment which manifests itself in a greater degree of identity
diffusion.

Table 5.13

E1:o Identity Status. Percenta~es for HRAG/NRAG by Year Groups.
IDEOLOGICAL DOMAIN.

YrGroup

Diffusion

Foreclosure · AchicYemcnt ; l\t; at~·ium-

2~-1 -------

lHRAG
lNRAG

10. 7

--10~- --· -·- ---61.7 --·-- i6.0

2HRAG
2N RAG
!
-

9.1
17.6

3.4
16.1

6.8

---

- -

- ----

.- ---- -

20.0
20.6

58.2
54.4
·--- -+--·--

I

3HRAG
3NRAG

12.7
7.4

25.0

58.3
-

-···-25.5

l.l

--+--- - -- -- -- - - - --·--· . - - - - -

5.1
9.2

4HRAG
4NRAG

28.8

61.0
62.1
-

3.1

77.6

1.1

65.5

20.7
-- - - --·- -------·----

14.3
42.l

INTERPERSONAL DOMAIN.

- -----· ---- -- -- ---Achievement ; Moratorium
-

YrGroup

1 HRAG
1 NRAG

i Diffusion

-r------· ------

)0.6
4.8

59 .6
5(,.0

16.4
10.3

7.3
16.2

52.7
50.0

- ----+- ·- --- ----·---2HRAG
2 NRAG

1 - -- -- -

3HRAG
3NRAG

;
1

rI -

'

i

- -- - ~~

4HRAG
4NRAG

-

.. ---··- - ------- - ... ·-- --·----- --- ---r-·-- -·-· - -----

14.3

4.3

1

Foreclosure

·----- r--- - -----·-----

--- ----- -- - - -- --- -- --------

3.4

6.8

57.6

18.4

1.1

5ti.3

3.1
1.1

69.4

- - - - - - - ·-- __ j_

7.1

10.3

25.5
25.0

58.6

I

__ _L__

23.6
23.5
32.2
2-U

i
--- r-- ---- ----.

20.4
29.9
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Another unusual feature is found in the Foreclosure Status. In each case, for both Ideological and
Interpersonal Domains, the HRAG students across all the year groups, (except for the 2nd Year group),
had a higher percentage of their number in the Foreclosure Status. Thus, with lower percentages in the
Foreclosure Status and higher percentages in the Diffusion Status we may tentatively conclude that the
sample's second years as a group exhibit a tendency to fall more within the Diffusion Status in both
domains.

The high percentage of the third and the fourth year NRAG students found in the Diffusion Status would
account for the NRAG groups showing remarkably few of their numbers in the Foreclosure Status within
both the Interpersonal and the Ideological Domains.

In the Ideological Domain, the Moratorium Status was not without its interesting feature. The NRAG
students had 42% of their fourth year group within this status. Another obsen ·ed difference in this status
was in the third year group in which there was an 8% difference between the NRAG and HRAG.

To test Null Hypothesis Three, an Analysis of Variance showed that there were significant statistical
differences in the following domains betwee n the year group~ and between the HRAG and the NRAG.

Ideological: Foreclosure. p < .01 between year groups.
Ideological: Moratorium. p < .01 between year groups.
Interpersonal: Foreclosure.p < .01 between year groups.
Interpersonal: Achievement.p < .03 between HRAG and NRAG .

The statistically significant differences bet\vcen the HRAG/NRAG ( of category 7 in the TST), reappears in
the differences in their EOMEIS scores. These differences, which represent h.alf of the sub-scales in the
EOMEIS, lend support for the conceptualisation of the comtruct of Role Attachment and th e refut ation uf
null hypothesis three.

I 09

SJJ Analysis.

Figure 5.9
ANOVA.

~ -- - - - -- -- - - - ·- - Interactional model for Anova.

EOMEIS Items 33 & 49.
or
Twenty statement Test.
30 Categories

BY
.

HRAG

NRAG

I

I

ON
YEAR GROUPS

;

_ _ _ ___ __ _j'

Nulll Hypothesis Three.

That among the four student teacher (n = 592) year groups and anwng the two role attac hment groups
HRAG/NRAG there will be no statistically significant differences onasures of the following social
psychological constructs: Identity and Ego Identity Status a nd there will be no interactio n of
Identity Salience, Year Group and Role Attachment in their effect on these constructs.

Year i:roups: Sum of Rank Scores.

The strategy used in the AN OVA of the mean sum of rank scores for the year gro ups, was to focus on the
differences between the four Year Groups and betwee n the two NRAG,: HRAG groups with allowance for
any statistical interaction among these grouped variables.

Category 6, Kinship Roles and category 26, Interpersonal Style, showed a consistency in differences
between the sum of the rank scores among the four year groups and the HRAG/ NRAG. Figure 5.9 indicates
the variables and constructs used in the interactional study while Table 4.14 shows the categories which had
significant statistical differences between the yea r groups and within the HRAG/ NRAG split.
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Table 5.14
Analysis of Variance:
Sum of Rank Scores: TuentLStatement Test.
Interactional Model:
Independent Variable: TST Category.
FACTORS : HRAG/NRAG. Year Groups

...

Category

Category 1
Category6
Category8
Category 13
Category 17
Category25
Category26
Category 27

I
I

I

Category descriotion

.
I'

I

t

I

I

Gender.
!I Kinship Role
Student Teacher Role.
I
Existential,Individuating
Intellectual Concerns
Moral Worth.
Interpersonal Style.
Psychic Style,Personality

i
I

I

I
I
;
I

t

I

I

p-value

p-value

HRAG/NRAG

Yr.Grp

p
p
p
p
p
p
p
p

<
<
<
<
<
<
<
<

.01
.03
.07
.03
.01
.01
.01
.0

p < .06
p < .00
p < .03

p < .01

A further observation concerning the analysis of the Sum of the Ranks between the four year groups, is that
Category 13, Existential Individuating, showed a statistically significant interaction at p < .03 between the
year groups and the HRAG/NRAG.

The mean scores of HRAG within the year groups for categories 1, 6 and 8 (mostly categorical), were
higher than those of the NRAG. The reverse situation was found in categories 25, 26, and 27 which are
mostly attributional.

From a preliminary observation of the data it would appear that the students in the NRAG sub-group were
consistently more disposed to report personal attributes in their identity profiles, while in the HRAG
sub-group the tendency was less pronounced. The students in the HRAG seemed to be more inclined to
locate themselves in their social identity. This difference between the attributional and the categorical is
increasingly extended among the year groups, and it was more pronounced among the first year of the
NRAG sub-group. There appears to be a strong relationship between Role Attachmrnt and socialisation
among student teachers and this will be explored statistically within the interactional model in Table 5.15.
Null Hypothesis three is thus refuted.
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To examine in greater detail the interrelationships between the constructs of Identity, Ego Identity Status,
Identity Salience and Role Attachment into which the concept of socialisation is refl ected, a statistical
model is used repeatedly.

5.3.4 Statistical Model

Response variables and indicator variables
To be able to measure the degree to which one construct is related to any other construct operationalised in
this study, two of the scales are used as response variables, while the other variables serve as explanatory
indicator variables.

Response Variables:
1. Twenty Statement Test: 30 Categories.
2. EOMEIS. EIS33 and EIS49. Item 33 reads:

'' It took me a while to figure it out, but I real~}' know what I wa11t for a career. "
Item 49 reads:

" It took me a long time to decide but now I know for sure what direction to go in Jor a career...
Expla~fadicator _Variables:

1. ICM. GT (n =351) and LE (n =241).The item is worded;

"Do you think you have the necessa,y personality c/1aracte1istics to enter the role of the teacher ?"
2. Response ~~riables: Four \ear Group_s .

Table 5.15 indicates the results of the study of interactions between the scales which operationalisc the
different constructs.
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Table 5.15
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5.3.5 Summarv of Section.
Null hypothesis three was related to the question of Role Attachment and student teacher socialisation into
the role of teacher. It was found that the scales were able to mea!>ure statistically significant differences
between the HRAG/NRAG sub-groups and among the four year groups. A reasonable deduction was
made that the internalisation of the role of teacher may be experienced differently for student teachers who
are advancing from first to fourth year. It also appeared that the process of socialisation does affect the
levels of Ego Identity Status attained by the student teachers in different year groups.

The statistical model used to indicate the interrelationships betw·ecn the constructs indicated found no
statistically significant evidence of interaction of the explanatory \'ariables. However, the establishment of
significant differences between the HRAG/NRAG sub-groups for several response variables, null
hypothesis three is refuted. The absence of interactions implies that these differences are consistent across
the year groups. Similarly the null hypothesis is rejected for ICM4 sub-groups which are consistent over the
different year levels.
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5,4 Institutionalisation.
Null hypothesis four which is tested in this section consists of two parts. The first part deals with the
construct Ego Identity Status while the second part explores within a statistical model the interrelationships
that may exist between the constructs operationalised. The HRAG and the NRAG students among the
Institutions participating in this study are presented in

TABLE 5,16

Table S.16.

Institutions: HRAG & NRAG percentages.
!

Institution

group

number

% of sample

CTCE

HRAG
NRAG

60
96

10.0
16.1
10.5
15.4

I

I

43.9
56.0

29
34

4.7
5.6

I
I

45
32

7.5
6.4

ECE

HRAG
NRAG

II

62
79

UCT

HRAG
NRAG

I

I

!

10.3
13.2

I

63
92

HRAG
NRAG

I

41.0
58.9

HRAG
NRAG

BHC

36.6
63.3.

I

!

i

JCE

i

% of Inst.sample I

I

l
I
I
I

I

I

45.8
54.1

I

58.4
41.5

I

I

I

I

I
!
I

i

Fig 5.10
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5.4.1 Ei:o Identity Status and Role Attachment.
The most observable feature to emerge from Table 5.16 and Fig 5.10, is that the largest percentage of the
NRAG students was found at Cape Town College of Education and greatest percentage students HRAG
was found at the University of Cape Town. The graph for apparent trend shows the relationship most
clearly.

Null Hypothesis Four.
That among the student teachers within each of the five institutions and
between the two role attachment groups HRAG/NRAG, there will be no statistically
significant differences in measures of the social psychological construct
Ego Identity Status; and there will be no interaction of Identity Salience,
Institution :i nd Role Attachment in their effect on the construct of
Ego Identity Status and on the construct Identity.

The process that was applied to meas uring the Ego Identity Status of the four different year groups was
applied to the five different Institutions as well. The routines of institutionalisation would appear to be
different within the processes and structures of the diffe rent institutions and these could be reflected in the
variations of responses to the·different scales, and specifically, the meas urement of Ego Identity Status.

As most of the students are from middle class homes and white secondary schools and are of a similar age
range, it was anticipated that the Ego Identity Status ,,·o uld not be significantly different between the
student teachers in this sample.

Table 5.17 displays the percentages of student teachers for the different In sti tutions for the int erperso nal
and Ideological Domains for the EOMEIS. Null hypothesis four for the EOMEIS responses is rejected.
The following significant statistical differences were found in three of the eight domai ns measured, between
the HRAG and the NRAG and between the five different institutions as well.

Ideological· Piffusion.p < .OlBetween Institutions.
Diffusion.p < .OlBetween HRAG/NRAG.
Moratorium.p < .OlBetween Institutions.

Interpersonal: Djffusion.p < .02Bctween HRAG/ NRAG ..
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Table 5.17.
EgQ ldemit~ Status; pec~emages Qf srndent tea~hers
foe Five InstitllliQUS,
IDEISil'IY SIATJ.lS SCQRES.

IDEOLOGICAL DOMAINS.
INST

Role Attachment
GROuP
DIFFCSIO:"J

ACHIEVE\lE\T \-tORATORIVvt

FORECLOSCRE

CTCE

HRAG
NRAG

1.7
5.2

5.0
6.3

75.0
66.7

18.3
21.9

JCE

HRAG
NRAG

6.3
18.7

7.8
6.6

60.9
54.9

25.0
19.8

ECE

HRAG
NRAG

11.3
13.9

8.1
6.3

58.1
57.0

22.6
22.8

BHC

HRAG
NRAG

3.3
3.0

6.7
6.1

66.7
63.6

23.3
27.3

UCT

HRAG
NRAG

4.4
9.4

4.4
0.0

77.8
62.5

13.3
28.1

-

INTERPERSONAL DOMAINS.
INST

Role Attachment
GROUP
DIFFCSION

CTCE

HRAG
NRAG

5.0
5.2

JCE

HRAG
NRAG

7.8
23.1

ECE

HRAG
NRAG

14.5
17.7

BHC

HRAG
NRAG

3.3
3.0

UCT

HRAG
NRAG

4.4
12.5

FORECLOSLRE

ACHIEVE\IE\T

65.0
3.3
64.6
6.3
- -- - ----- -- -- ---59.9
7.8
4.4
51.6

\10RATORIC\1

26.7
24.0
--

25.0
20.9
--

- - - ---

24.2
29.0

53.2
8.1
-+6.8
6.3
------------·-·
63.3
6.7
57.6
6.1

26.7
33.3

4.4
0.0

13.3
20.0

··-

71.1
59.4
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5,4.2 Interaction study.
Null Hypothesis 4.
That among the student teachers within each of the five institutions
and between the two role attachment groups HRAG and NRAG,
there will be no statistically significant differences in measures of
the social psychological construct Ego Identity Status; and there will
be no interaction of Identity Salience, Institution and Role Attachment
in their effect on the construct of Ego Identity Status and on
the construct Identity.
Institutions each seem to have their own traditional processes for introducing individuals to their future
roles. These may enhance the role attachment or these may ultimately defeat the very purposes for which
the institutions exist.

5.4.3 Analysis.
Institutions are inclined not to respond quickly to change and, in some instances, they may tend to continue
to support structures and processes which no longer meet the needs of its clientele (Gray, 1983; Sarason,
1982; Meighan, 1981). Role Attachment may not be able to survive an institution's processes. On the other
hand, institutions may enhance Role Attachment with a growing sense of re sponsibility in commitment.

In the following analysis of the data, no one Institution represented in the sample is singled out as being
either effective or ineffective in its approach to an unfolding of Role Attachment. That indh·iduals seek
both to realise identities within institutions and to acquire roles through processes which are
institutionalised, is the concern of others in positions of authority and their sensitivity to this issue.

In obtaining an analysis of variance for the mean Sum of Ranks scores, the computer program was designed
to create a two-way analysis so that it would be possible to see if there were any statistically significant
differences in a given TST category score, between the different institutions and between the
HRAG/NRAG sub-groups, and if there were any interactions between those factors (indicator variables).

Figure 5.11 shows the variables used in the study. Table 5.18 presents the TST categories which proYcd to
be ranked significantly differently by student teachers among the five institutions or by HRAG/NRAG
sub-groups. Differences with a p-value less than .05 have been ignored.
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Fig 5.11
EXPLANATORY VARIABLES I
I

INSTITUTIONS.

i

1 2 3 4 5
BY
I HRAG

NRAG I

· TWENTY STATEMENT TEST. !

I

30 CATEGORIES.

Table 5.18
Category
1.

5.

6.
8.
14.
23.
24.
25.

26.
27.
29.

P-Values for Institutions by Role Attachment.

Institutions !
<.04
<.01
<.01
<.05
<.01
<.01
<.02
< .01
<.01
<.01

HRAG/NRAG
< .UL.
<.01

I

Interaction

i
i

I

< .04

!'

<.02

I

I

<.01
< .01
<.01
<.01

:
I

<.02

An examination of Table 5.18 shows that differences between institutions occurred in \·irtually the same
categories as differences were observed in a previous table for year groups (Table 5.15). These categories
also exhibit significant differences between the HRAG/NRAG sub-groups.

The ANOVA showed that one third of the response variables of the 30 within the TST yielded statistically
significant differences between the scores for the diffcrent Institutions participating in this study.

One sixth of the categories indicated significant statistical differences between the HRAG and the NRAG
within these Institutions. Furthermore, three of the categories showed an interaction of the two factors,
Institution and Role Attachment in their effect on the TST rank sums.
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The method used to investigate the interrelationships between the constructs operationalised in this study in
· association with the existing year groups, is here employed to examine the existence of interactions between
the HRAG/NRAG sub-groups and the Institutional factors on the TST responses. In Table 5.19 we note the
two responses in which interaction appeared, Religious Categorisation and Abstract Identification.

An examination of Table 5.19 indicates that out of the thirty two response variables analysed, 25% of these

showed significant statistical differences between the five different institutions. Null hypothesis four is thus
refuted.

TABLE 5.19

ANOVA

Identity Salience. Role Attachment and Institutionalisation

StatistiuHIJ si9nific•nt diffuences in ldntitlj
and Occupation AchieYement Scores behreen student teachers
separatrd into:- 1 _ sub-«Jroups GT and LE on the basis •f their me•n scores en
itrm 4 of the ICM 2. sub-groups HRAG(NRAG blJ fin Institutions_
(XPlAIIAIOl!Y/INOICAI II
YAl!IABL£S : .

"'Iuti tmtienlisetiH
llole et tecllmenl

ldenttly Salience

Eoo 1oent1lu Sletus
f!S

n . Oc•

(IS 4, .

ehe111 .............. .

Dec••••- Ac~w ....... t
Identity

ci,:

<
>
I.I.I
VI
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0
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VI

I.I.I
ci,:
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s,4,4 Summar:y of Section.

Data analysis showed that Role Attachment, as a construct, was possibly being mediated through the
process of institutionalisation. The results among the five institutions, and between the HRAG/NRAG
sub-groups indicated significant differences. These differences extended to measures in Ego Identity
Status, Identity Salience and Role Attachment.

The interaction model depicted in table 5.19 indicated interaction of Role Attachment and Institution
factors in two response variables. Null Hypothesis four was refuted.
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5,5

Interrelationships.

5,5,1 Identity Salience and Role Attachment
Identity theory, as defined by Stryker and Serpe (1982), points to a close connection between the concepts
. of role and identity. They indicate that an identity can be accessed or heightened by evoking a role. Roles
seem to be more definitive in terms of action and interaction, while identity seems more reflective of what
the person derives from the interaction as a self-defining function.

The levels of statistical interaction in the results which are given below, show just how closely these
constellations of constructs are associated to each other. It also reveals the ability of one construct to reflect
another.

A relationship between the construct of Role Attachment and Identity Salience has been established
suggesting further exploration. In terms of Identity theory, the establishment of the construct Role
Attachment may serve as delineating that deeper sense of ''commitment" mentioned earlier in chapter 2.
The notion of also gives Goffman's (1963) conceptualisation of the Attachmenl/Commitment a sense of
appropriateness within the education context.

5.5J Analysis.

Figure 5.12
INVESTIGATION OF CONSTRUCT INTERRELATION:

Groupin~ of Variables,
I

Measures:- Twenty Statement Test.
Construct:
Identity.

i Measmes:- EOMEIS Item 33 and 42.1
I

Construct:

I

I

Eirn Identitv Status.
Explanatory Variables

Construct
Identity Salience.
Indicator Variable
ICM Item 4.
- -~(L_E~) = __ (G"!:_) _ _

BY

_J

.

INDICATOR VARIABLE.
Category 7 Occupational Role ,I
Twenty Statement Test
!
___ _t{RAG _ and . NRAG. _J
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Null ff)l)othesjs five.
That no differences exist between student teachers in the two
role attachment groups HRAG and NRAG and in the ICM
sub-groups (GT and LE) in their responses to the TST Sum of
Rank Scores and Occupation Achievement scores in EOMEIS scales.

Interactional Study,
The statistical model given below shows the relationship between the explanatory variable and the response
variable in the ANOVA. The analysis of variance shO\ved that not only were there differences between the
HRAG/NRAG sub-groups but also sub-groups formed using ICM item 4 (GT & LE), for the TST and the
Occupation Achievement Items in the EOMEIS scales.

Figure 5.12 illustrates the relationship between the response variables ( TST Sum of Rank scores, EIS 33
and EIS 49) and the indicator explanatory variables. Table 5.20 shows the results which permit the
refutation of the fifth null hypothesis which has been stated above.

Table 5.20 ANOVA
Identity Salience and Role Attachment.
StatisticalllJ significant diffl'r-l'nCl'S in ldl'ntillJ
and Occupation Achil'Yl'ml'nl Scof"l'S brhrl'l'n stud .. nt ll'achrr-s

CONSTRUCTS

Role ol!ochmenl

Identity Salience

c:
<:

u

<:

>
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An examination of table 5.20 indicates 15 instances in which statistically significant differences occurred.
Identity Salience (ICM4), when utilised as an explanatory-indicator ,·ariable, yielded evidence of 8 instances
in which statisti~ally significant differences occurred.

Role Attachment, when used as an explanatory-indicator variable, yielded seven instances in which
statistically significant differences occurred. The response variables in the TST, namely categories 8 and 16
exhibited an interrelationship in both Identity Salience construct and in Role Attachment. Null Hypothesis
Five is thus refuted.

S,5,3 Summar:y of Section.
An examination of the data relating to Null Hypothesis Five indicated that there were statistically significant
differences measured between the two sub-groups established by using TST category 7 as an indicator
variable. The Null Hypothesis focussed upon the question of the relationship between Identity Salience,
Role Attachment, Ego Identity Status and Identity. The two central items in the ICM scales, (claims to
possessing the personality to enter the role of the teacher, and claims to having the ability to become a
teacher) both exhibited significant differences of p

=

< .01, between the two sub-groups.

Furthermore, the construct of Identity Salience, when used as an indicator variable, exhibited eight
instances in which statistically significant differences occurred between the scores of the two role
attachment groups within the identity profile scores. Null Hypothesis five was refuted.
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CHAPTER SIX
DISCUSSION OF RESULTS
Introduction.
In this chapter the discussion of the results will be presented in six stages. The total volume of information
resulting from the data processing could not be reported in this study.

Firstly the study design used will be scrutinised, reflecting the strengths and weaknesses of the process. This
analysis is followed by a discussion of the presence of fa\'ourablc self-report in the scales. There follows a
brief discussion on one of the dimensions of the TST, namely the Major Senses of Self. This discussion leads
on to an assessment of the relationship between the constructs of Identity and Role Attachment.

Identity Achievement scores for the student population in this study are then probed in the light of recent
findings by other researchers examining the question of Ego Identity Status. Finally, key concepts are
clarified as a basis for the introduction to the development of a social psychological model which serves to
illustrate the connection between the constructs which have informed this research process.

6.1 Research Methods.
It is not the intention of this chapter to explore the epistemological differences between the normative and
the interpretive ( Cohen and Manion, 1982:24-28) approaches to research within educational contexts. The
normative approach concerns itself chiefly with a product, built up and sustained generally upon statistical
relationships which flow from a purely objective approach.

Both quantitative and qualitative research methods seek to understand social phenomena. The difference
ultimately lies in what the respective approaches do with the data once it has been collected. The
methodology used in this study suggests that personal conceptualisations of "identity" as sub-clement of
"self' is a measurable component of "self' and further, that bl,th "self' and "identity" are ac:cessibk to
measurement techniques that are theoretically grounded and quantitati\'e in character.

The current investigation has followed a classical ex-post

facto empirical research method. One of the

weaknesses of this method is that it may simply serve to illustra.te hypothesis. This method seldom tests the
hypothesis. Relationships between different constructs operationaliscd in this study may exist in a different
way from the way revealed in the findings.
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The process adopted in this investigation attempted to explore the ope rationalisation among student
teachers of four social psychological constructs. It sought to ascertain the manner in which these constructs
were associated with each other, much like the orchestration of different elements, attempting to capture
something of the inherent relationship that may or may not exist between them.

Another weakness of the ex-post facto research method is that it often lacks the immediacy of the
ethnographer's interactional descriptive approach. Measurement and prediction in the educational context
need not be excluded from the process of interpretation. Both have a legitimate place in the research
process.

Studies of large samples like the present one often overlook the interactional milieu of local characteristics
found within different parts of a country or within a professional community. The focus of this study has
been primarily on the relationship between the social psychological constructs, rather than on the
delineation of localised perturbations. The differences between institutions and cohorts of year groups
merely serve to illustrate the applicability of the constructs in the investigation.

The investigative process used in this study explored the construct Role Attachment which, although first
indicated by Goffman (1961), has not to the writer's best knowledge been operationalised. The constructs of
Identity, Identity Salience and Ego Identity Status have e njoyed considerable attention from researchers,
but not necessarily in relation to student teachers nor in association with the construct of Role Attachment.

6,2 Favourable Self-Report.
The question of favourable self-report is an issue which may not be ignored in the context of the present
investigation. With the mean scores of the eight questions exceeding 7.0 out of a possible 9.0, it became
fairly clear that the students in this sample when usi1~g the ICM scales, presented themselYcs in fayourablc
terms. The extent of this favourable self-reporting is evaluated in the light of the research .

An examination of Theories of Favourable Self-Presentation (Roth, Snyder and Pace, 1986) explain that
favourable self-presentation has two important audiences, namely an internal one and an cx1crnal one,
These external and internal audiences are central considerations in eYeryday life. Theorists Sackheim and
Gur (1978) assumed that items in an interview or questionnaire whic.h were threatening would elicit
self-deception as an internal audience, and that there was no evidence to prove that deceiving an external
audience is likely to occur when confronted by non-threatening items or inten·iews.
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In the current study it would seem that both internal and external audiences are targets for the responses to
the TST and the ICM. As none of the items in the ICM nor the process of completing the TST can be
construed as threatening, the possibility of gross audience deception, whether internal or ex1ernal is
generally ruled out.

After consideration of the findings of Snyder et al (1983) Roth et al (1986) indicated that the process of
reducing the association between the self and its negative traits is driven by motives to protect self-esteem
and to feel better emotionally. The large percentage of student teachers (90.5) in this sample mentioning
favourable personal characteristics would appear to support to the research cited above. This aspect of the
TST needs further clarification in that many student teachers reported negative traits, and in many
instances there were unanticipated reports of fairly high levels of anxiety. Samples of these are recorded in
AppendixF.

Uncertainty about one's role or a sense of incompetence in an area where some accomplished performance
or expertise is expected, may raise numerous psychological reactions. Wicklund and Braun (1987) suggest
that one of the reactions for persons in such a position is to become occupied with the traits and external
personal characteristics associated with performing competently. The opposite of this position may also be
possible. A person who has a degree of certainty about a given role will not be taken up \vith presenting
himself/herself in personal characteristics associated with the role, but will be more ready to focus on and
become more occupied with the wider implications of the role in an interactional setting.

The results in the TST protocols seem to support this hypothesis. The first year groups in all the Colleges of
Education were disposed to report their personal characteristics and interpersonal style more frequently
than any other year group. The third and fourth year groups were more taken up with the social aspects of
their identities.

Among the first year students, finding themselves in a new role at a college without having been in
classrooms as student teachers, questions of uncertainty concerning the role of student teacher would be
expected to arise. This uncertainty could account for their being taken up with personal characteristics and
interpersonal style as shown in the Identity profiles of the TST.
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In an American study Crow (1987) reported that student teachers, seemed tu have an intrinsically
constructed'' teacher role identity ''. This construct is based upon memories of previous teachers, classroom
experiences and memories of childhood. These memories create the TRI (teacher role identity) and act as
filters through which student teachers select information about their teacher education programmes as well
as information about their own abilities to become teachers. The TRI may also lead to feelings of
confidence in their abilities to teach successfully.

The data gathered in the present study suggests that the nine point Likert type scale presents the subject
with a more direct possibility of accommodating favourable self-report. The high mean scores in all of the
eight items would suggest this conclusion.

The latter part of the The Twenty State.ment Test and the ranking process appeared to be more valid in this
respect. It appeared that the students did give favourable self-reports in the identity profiles. These were
soon exhausted and the deeper structures of self-identification began lo emerge. The process of ranking ten
categories which were of greatest importance to them meant that the process of selecting identity items
became more conscious and perhaps more representative of their role-identity.

The Objective Measures for Ego Identity Status seem to follow the rationale of the TST in that there is a
process in which an item representing a single domain is presented (here four times) within different
contexts with the important difference that the items were not in free response format.

6,3 Vocabulary of Motive and Role Attachment.
It would appear from the results of this study that Mills' (1940) and Zurcher's ( 1983) consideration of the
notion "vocabulary of motive'' gains support. The establishment of an indicator variable for the construct
Role Attachment was based upon the Occupational Role category in the TST surfacing as '\ocabulary of
motive" in self-jdentificatory profiles, The establishment of Role Attachment in this manner is offered as a
tentative method for operationalising this construct, and needs to be explored further in longitudinal studies.

The commitment/attachment dichotomy established in the forerunner to this study, has been e;,..'tendcd
further in this study. The evidence of this is found in the presence of a group of student teachers (NRAG)
whose responses differ significantly in·measures on three social psychological scales, from the other grnup

(HRAG).
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Another finding of note is that where student teachers give their identity profiles, there is a tendency to
report these mostly within those categories which are attributive. This finding is in contrast to a finding
about qualified teachers researched in 1986, in which the TST protocols were predominantly reported in
terms of social roles and memberships. The notion of the development of a social identity with the
acquisition of a role is not without foundation.

Within this context is the indication that there were more High Role Attachment students among the fourth
year students than among any other year group. The relationship between socialisation into a role and role
attachment therefore seems to be Sl;!pported by the evidence. The HRAG of student teachers were also less
diffused in both Interpersonal and Ideological Domains, as measured in the EOMEIS, than were the
students found in the NRAG.

An unusual finding was that, although all 592 student teachers participating in this study had made prior
choices with regard to their occupational role and future source of social identity, only 44.0% of the total
population mentioned the category of the teacher's role in their identity profiles. This finding is unusual in
that it may be reasonable to expect that- having chosen a role, and having committed oneself to a fairly
lengthy process of acquiring the role- then the identity salience of this aspect of their self-identifications
would have a threshold uppermost in their consciousness. That this is the case in only 44.0% of the sample
studied is cause for further investigation.

This finding is in contrast to the 1986 study where 98.02% of the full-time teachers (n

= 97) researched

mentioned the role of the teacher in their TST protocols. The contrast between student teachers and
practising teachers with regard to the internalisation of the role of teacher appears to be tied in with the
dichotomous experience of role attachment and role commitment, between playing at the role and making
the role (Turner, 1962). It also points to the need to develop a model which may explain both the findings in
this study and the research of 1986.

The contrast between student teachers and practising teachers with regard to their respective social
identities may be connected with the relatively short time made available, and the conditions under which
the student teachers in South Africa come to grips with the role experience of the teacher.

If "doing is being", then role acquisition is mostly tied in with actively entering the role of the teacher. It
seems as if it is the quality of the experience that may provide some of the answers to the complexity of the
socialisation of student teachers into their chosen role. The fact that most of their introduction to the role
of teacher is focussed upon the acquisition of academic credentials may need to be addressed.
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This need not necessarily lead in the direction of a "skills" orientation, but rather in terms of creating a
balance between theory and practice founded in a pedagogical discourse which, in turn, is ret1ective of the
theoretical grounding of educational practice (Stones, 1987).

6.3.1 Major Senses of Self.
In some way the question of favourable self-report suggests that statistical investigations of this nature have
to deal with many unknown factors and variables. To counter this suggestion and the diffuseness it implies,
evidence is presented to show how robust some of the instruments were, despite the presence of variables
that could not be addressed in this study.

Gordon (1968: 126-128) draws into his conceptualisation of the TST four critical elements of Talcott
Parsons's "Action Theory" (1968). He asserts that every system, whether at a cultural, social, personal or
organismic level, must solve four related problems in order to ensure its continuity. They are: adaptation,
goal-attainment, integration and pattern maintenance.

Gordon extends these four areas to coincide with the organisation of a person's sense of self. He amplifies
this notion by assigning each of these areas to correspond with one of the four major senses of self.

A sense of moral worth is linked to Pattern Maintenance.

Self-Determination is linked to Goal Mainte nance.

Sense of Unity is linked to Integration at the personal level.

Sense of Competence is linked to Adaptation at the personal level.

The analysis of the scores of the sub-groups established using the ICM scales ( Item 4), yielded intriguing
results in this central aspect of the identity profiles. The difference betwee n the mean scores of the two
groups for this dimension of the TST ( GT & LE) was statistically significantly at p .01 .

The mean scores of the ~uin of Rank Scores for the one group ( mean score on 4
Dimension was 11.1, while the other group ( mean score on Item 4

=

=

6. 7) in this TST

8. 1 ) was 13.3. In effect this meant.

that the sub-group indicating a strong sense of possessing the personality traits to enter the role of a teacher
also ranked more highly their major senses of self in the overall rankings of the identity profiles.

This picture is broadened when the Ego Identity Status scores are brought into consideration. The group
who rated themselves most positively in terms of personality traits relative the teacher's role, went on to
rank more highly their Major Senses of Self and continued to score consistently more highly in the
Occupation Achievement scales in the EOMEIS.

6.3.2 Identity and Role Attachment.
The analysis of the data showed that, when the construct of Identity was operationalised and measured, it

•

proved to be sensitive enough to be able to yield significant data illustrative of identity profiles in which
detailed information was available for further analysis.

The effect of having served a "vicarious apprenticeship'' for twelve years, as pupils, must have some effect
upon the role attachment and the role acquisition of student teachers. Another issue to arise from this is
that the latitude for role portrayal needs to be fairly wide to allow experimentation consistent with
self-concepts. The somewhat narrow expectations of teachers' roles may act as a guide for future role
internalisation, but can hardly serve as a model for role experimentation, replacing that genuine period of
search, a time of identity moratorium.

The identity profiles of the student teachers in this study see m to reflect this uneasy position. There is the
need to forge an identity uniquely their own, while at the same time having to conform to expectations
surrounding the role of the teacher. These expectations are mostly formed through their own close scrutiny
of the role for twelve years, which seems to be reinforced by the socialisation processes inherent in teacher
education courses structured by the different institutions.

The results of the TST suggest that student teachers tend lo opt for a se nse of personal continuity found in
the personal dimensions of their identities, rather than look to the more prescriptive social determinants of
identity found in roles and memberships.

Roles and Memberships require commitment and involvement. The apparent withdrawal from social roles
and memberships in this instance may be due to being overstressed by the continuous bombardment of
political, social and economic uncertainties, and the degree of fear which pervades the political atmosphere.
To protect a sense of identity and continuity these students may be opting for the role of teacher in a
sub-conscious hope that they may be able to make a positive contribution to the future.
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Courses in teachers' colleges seem to reflect among other things, craft knowledge: the acquisition of skills
which will vouchsafe survival. Universities emphasize the importance of critical discourse which, hopefully,
will modify practice. Neither approach seems to help with role attachment. In the end the student teachers,
as probationers, have to learn afresh what they encountered themselves as pupils in schools.

6.3,3 Identity and Ego Identity Status.
Adams and Shea (1979) have suggested that identity and ego identity statuses are interrelated personality
constructs which appear to function as psychological screening and evaluation mechanisms associated with
personal causality. The statistica!Iy significant differences obtained between the HRAG\NRAG in this
study tend to support this position.

Adams and Shea (1979) further suggest that identity status and ego stage development progress along
parallel developmental patterns. This study suggests that if ego development is viewed as being continuous,
with ever more complex discriminatory faculties becoming available, then the measures of ego identity
status should concomitantly be a reflection of identity formation. The data suggest that this perception is
accurate. The student teachers who scored consistently higher in both Interpersonal and Ideological
Domains of the Objective Measures for Ego Identity Status, were to found among the High Role
Attachment Group. This group had indicated the salience of the role toward which they were moving in
their identity profiles as a vocabulary of motive,

Morgan and Farber (1982) suggest that ego identity status formation is different for men and women. They
question whether the identity crisis is the same for both sexes, and whether the changing social climate does
not influence this process of male\female differentiation.

These questions cannot all be answered within the scope of this study. Since more than 75% of the sample
in this study are females, the question of the influence of a rapidly changing social situation in South Africa
upon the identity formation of the student teachers in this study cannot be ignored.

Erikson (1968) has presented a composite picture of identity formation . He indicated that when an untested
identity is formed which later proves to be incapable of integration at an ego level for subsequent stages of
ego development, this position could well lead lo identity confusiop.

The question of identity achievement seems to be critical to the assumption of a role. This criticality
appears to be greater in the case of the teaching profession, since what a teacher does in a classroom affects
individuals and society. The sample of student teachers in this study are mostly female with a mean age of
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20.8 years. The question arises as to what extent their choice of an identity has been prefaced upon a period
of moratorium, or whether their identity achievement measures may be more likely to be a
quasi-achievement, more like a foreclosure status. In this regard Ginsberg and Orlofsky (1981:299) explain
that their findings,

" .. are co11siste11t with the i11terpretatio11 that women who u11dergo a11 ide11tity clisis a11d
co11sider 11011-traditio11al altematives for themsefres...may e.\perie11ce a lack of social
suppoTt a11d co11siderable co11flict while atte111pti11g to make decisions. In contrast, the
foreclosure woman avoids mch conflict and often continues to derive considerable
depende11cy gratification and emotional s11pp0Tt from her u11questioning confonnity
to traditio11al roles, factors which contribute to this status appea,ing as adaptive as it
had in past research with women. "
This fairly lengthy quotation holds considerable insight and has a bearing on the present study. Most of the
student teachers in this sample have come straight out of secondary schools. In South Africa these
institutions are generally fairly rigid in their structures and p·r ocesses, and the likelihood of their being
places where identity explorations can take place comprehensively is somewhat remote.

This would mean that most of the student teachers are preparing for a role which they have seen and
experienced for some ten to twelve years, but one which they have not as yet explored in terms of their own
identity formation. The picture which Ginsberg and Orlofsky (1981) present may well be accurate for this
population of student teachers in this study. The instruments were not designed to explore the sources of

ro)e attachment for this student teacher population, and this study shed light upon that question.

Teaching in a primary school is seen as more particularly a female role in the traditional societal patterns in
South Africa. More than 78% of teachers in Primary Schools are females (SATA.figures for 1986). Moving
from the protective environment of the predictive secondary school experience into the socially acceptable
role of primary school teacher may be the experience of most this study's sample.

This experience could account for the relatively high numbers found in the achievement status which, in
effect, is more like an adaptive foredosure status. In their research paper Ginsberg and Orlofsky (1981)
indicate what could be a crucial area of concern. They show that moratorium women would be functioning
at more mature levels of ego development than foreclosure women, who would be operating on mostly a
conformist !eve).
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If the large numbers of the student population, represented in this study, have significantly high scores in
the achievement status, and these scores can be read as being adaptive foreclosure status, then we may need
to reconceptualise the recruitment and the age entry level for student teachers. The experience of Role
Distance among the teachers researched in 1986 would support the suggestions made by Ginsberg and
Orlofsky (1981:306):-

"... identity crisis is a growth process. T7wse who face and cope with the challenge
achieve a degree of personality growth and complexity beyond that attained by
foreclosures, and an opportunity to develop a tnily i11temal frame of reference
and sense of self-efficiency. "
This aspect of Ego Identity Status needs closer scrutiny. The implications point to the
commitment\attachment division prevalent in teacher education. The student teachers who expressed an

attachment to the role of teacher were found mostly to be in the Ego Identity Achievement status. If we
read this Achievement as "adaptive foreclosure" then these same Role Attachment students are possibly
attached to the role simply because of the absence of commitment.

The present study did not allow for a more penetrative exploration of this aspect of Ego Identity Status.

6.4 Concept Clarification.
In this study constant reference was made to three constructs, two of which were operationalised, namely,
identity and role. The data seemed to point towards the need, not only to show the relationships that exist
among different constructs, but further, to produce an explanatory system relating to the elements used in
the empirical research.

As the data were analysed the following descriptions of the constructs operationalised seemed to distill out
of the context in which they functioned. This emerging definitional process seems to be consistent with
Identity Theory (Stryker 1982) and lends itself to defining the elements for reconceptualising a part of the
model developed for the 1986 study. The constructs seem to suggest a hierarchical structure ranging from
the more general, diffuse and global conceptualisation of the "self' toward the more particular, concrete and
focussed notion of "role". The following three paragraphs are proffered in an attempt to capture the nature
of the differences between these constructs:-
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Self-Concept: Global and all encompassing. Demarcating both personal an<l social determinants of
personality. The self as both subject and object of consciousness with ascribed characteristics dominating
self-conceptualisations.

Identity: More restrictive, but also more multi-faceted, in that it draws more definitively from both personal
inner contexts as well as from the social interaction. Within this context we may encounter constructs like
Identity Salience, Ego Identity Status, Commitment/ Attachment.

Rok;_ Categorical and relative to the more narrow conceptualisation of expectations surrounding a

repertoire of skills linked to a specific achieved or ascribed position. These are mostly social in nature and
by definition.

A picture that emerges from this interplay of constructs is one of a dynamic interplay between different
levels of inner-outer social and personal reactions, projections and interactions.

6.5

Development of Model.

The theoretical model developed in the l986 study and described more fully in chapter seven finds further
development within the context of the present resea rch. This adapted synthesis of the previous model
attempts to address the dynamic which is most difficult to express in the ongoing interaction experienced by
most individuals. This study endeavoured to capture the student teachers' experience as they seek to
acquire a definitive role in society.

The findings of this study suggest the functional de,'elopment of a role-identity model. Its purpose is to
explicate in some dynamic manner however tentati\'ely, the relationships bet,veen the four constructs
operationalised in this study. The process of model building is at best a tentati,·e undertaking. The
statistically significant differences among different groups of students suggest that interrelationships exist
between the four constructs. The exact manner in v.-hich they arc configured is difficult to present with any
degree of precision.

Clearly there were interactions between the constructs of Role Attachment and Identity, between Identity
Salience and Role Attachment and between Ego Identity Status and Role Attachment. The data suggests
that the model in its development needs to consider the mediating nature of identity as it constantly shifts to
accommodate the inner experience of the self-identity an<l thc outer experience of role-identity.
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6.6 Chapter Summary.
This chapter has examined the results in six stages. Research methods used in this research were discussed,
and the strengths and the weaknesses of those methods were highlighted. Favourable self-report was
discussed in realtion to the students' responses in this study, specifically in the Twenty Statement Test. The
Four Major Senses of Self, is indicated by as a dimension of the TST, were considered as a central
component within the analysis of Identity Profiles of student teachers.

The connection between the constructs of Identity and Role Attachment was examined in the light of
current student teachers' programmes. The issue of Achievement Status as a measurement of Ego Identity
Status among the students researched was questioned. This questioning was carried out in the light of the
most current research strategies in this area. The chapter was concluded with a clarification of the key
concepts that were utilised in the development of and integrative theoretical model which is undertaken in
chapter seven.
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CHAPTER SEVEN.
DEVELOPMENT OF A ROLE-IDENTITY MODEL.
Introduction,
A theoretica~ explanatory model developed for the investigation into Role Distance among teachers in state
schools in 1986 (fj~re 7,1) previously found in chapter two is re-presented in this chapter for easy
reference. The area blocked in at the lower end of the inner circle has been the focus of the current
investigation which has been extended by the findings of this study.

Three possible directions may be discerned in the development of the model. The first is the opportunity to
give an account of certain inner experiences without reducing the person to a fragmentary system. Secondly,
it may prove helpful in illustrating the complexities that inhere within the area under review. Thirdly, it
synthesizes the central constructs into a dynamic relationship in which roles, identities and self become an
interconnected whole.

7,1 A Social Reality Model.
Application and explanation of Terms.
The present study is based upon an expansion of the model Fig. 7.1 developed by the author for the 1986
study. The concepts of attachment

and commitment are to be understood inasmuch as they are related to

other key concepts that support them and give them focus within the model.

In this study the concepts of

attachment and commitment are developed further in their relationship to the concepts of personal and
social identity and role attachment.

The model developed for the study in 1986 is explained here as it contains the elements out of which the
present model emerges. In Eig,.1J. the upper and the lower circles are incomplete since they represent the
open-ended nature of the polarities of the model.

The upper half circle represents the sociological aspect of the study. In the upper half circle ideologies are .
presented as being powerfully influential upon the social construction of reality. Id.e ologies are dynamic and
change continuously as they unfold within socio/political structures.
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Ideologies are founded upon the complex interaction between processes of institutionalisation and the
material conditions of society. They influence the distribution of resources such as wealth by the use of
power and economics. In this upper area of the model the individual is seen as fulfilling the prescriptive
social requirements for a role enactment.

The lower half circle represents the psychological aspect of the study. In this area of the model the
individual is represented as being both the object and the subject of his own self-consciousness. This aspect
of the model is based upon Symbolic Interactionists' perspective of the person, as well as recent
perspectives of self-concept development (Burns,1979). The formation of a self-concept is possible because
of the ability to present one's self (Goffman, 1959) within various roles in society. In assuming a role a
person mobilises personally perceived attributes (personality), (Kelly,1955), while negotiating an identity.

This negotiation takes place within a situational context. The authenticity of the identity seems to be directly
related to the person's ability to be able to enact with a fair degree of confidence the various roles proffered
by society.

The central completed circle represents the interactional aspect of the model in which the roles of an
individual are encountered and normatively prescribed. Status and positions determine the parameters of
various roles through the interplay of expectations. The central circle also indicates the unity of the model
and the necessary reciprocity of the various aspects. On the lower part of the complete circle personal
identity is located, with attachment and commitment on either side.

The model demonstrates that it is possible to enter the interactional setting by way of commitment to a role,
and also by way of attachment to the role. One may also be attached but not committed. Each of the
configurations of the attachment/commitment represent aspects of identity acquisition.
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7,2 Model development.
The model development unfolds in five stages and is linked to the clarification of terms used in this
investigation. Fj~re 7 2 has taken the key elements of the model in Fig 7.1 and focuses upon the concepts
used in that study.

As such, Fig:w:es 7 2 to 7 6 are graphic representations of the central terms used in this study, depicting

their dynamic inter-relationships. This presentauun is given both to clarify the terms used and to portray
essential aspects of the relationship between Self- Concept, Personality, Role and Identity.

Graphic presentations may appear to capture the moment, but they fail somewhat to reveal the true time
and spatial forms that individuals may experience in their everyday lives.

Figure 7.2.

Personality
"I"

self-concept
temperaments

Genetic potential

An upper half circle depicts the social regions where roles are encountered, and where role-sets are

located, as well as reference groups. Roles are characteristically "contaminated". Expressed differently, they
are mediated through status, economics and power, and are to be found in social institutions. This upper
half circle indicates the sociological aspect of this study, and it relate.s to the question of social identity and
commitment.
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Figure 7.3.
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In fii:WC 73 the half-circle indicates the location of personality in relation to the influences that work
toward the shaping of personality. Genetic potentials gives form to the unfolding of temperament. The
responses from significant others to the dynamic of temperament form the basis for self-concept
development and personality. (Thom.as, Chess & Birch,(1968); Eysenck,(1967); Strclau,(1986);
Stcincr,(1944).

6i!PJ: 7 4 introduces the construct of Identity which mediates between the self in its widest sense and mks,
both asaibcd and achieved. Additional constructs arc added, Commjtmcnr and Attachment Pcc;onaI and

Social IdentiJY.
This overlapping effect in both half circles reflects the strategic position of primary and secondary
socialisation. Man appears to be a Psycho-Socio-genie being (Berger and Luckmann, 1966; Schutz,1945;
~ 1968) The writer wishes

to indicate that the formation of identity is closely tied in with the social

nature of interaction ( Erikson,1955; Mcad,1934; Sullivan 1953). A person is a bio-social being
(Gowier,1972) and gradually there emerges a personality with a psychological constellation of traits
{Allport,1955) depicting a given emergent identity.

Idcnricy is located midway between social construct and personality projection. This line is conceived as
being of a ~ c nature. It

is in a state of constant movement- ex;pansion and contracrjon; It may move

toward the lower end of the identity circle, indicative of the experience where roles are narrowly prescribed
and normatively framed within the social expectations of role-sets and reference groups. Often it will move
toward the upper end of the complete circle of identity. This will possibly occur when the person
~~nces a role which is neither too rigidly prescribed nor normatively enforced, allowing for the full

expression of identity.
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7.2.1 Role Commitment: (Ref. Figure 7.4)
A person is committed to a role that is performed with a degree of regularity. The idea of role commitment
is used to indicate that the person encounters the impersonally enforced structural arrangements that are
found within the various role-settings. A person committed to a role is constrained by the expectations of
others within a role-set. When this is the experience the line A moves downward and the identity area
becomes eclipsed by the role axis. This may well be the experience of student teachers during their time of
preparation.

This position conforms to the definition of the term given above, where it is indicated that one may enter a
role and meet the socially prescribed forms of normative behaviour. It is possible to acquire a social identity
from such a role.

7.2,2 Role Attachment. (Ref. Figure 7.4)
A person can be attached to a role which is performed with a degree of regularity, or which may not be
performed regularly. Role attachment is found when a person sees, anticipates, and possibly realises, a
sense of self-fulfillment in the role enactment. Once the role has been assumed, the incumbent may be
captivated on both an affective and a cognitive level; he perceives a sense of self and social-identification
emerging from within the interactional setting.

If this is the experience then line B moves upward into the identity area which becomes eclipsed by the
Personality area. This could be the experience for those who identify themselves too closely with the role
and become ''lost " in their role enactment. In this experience it would seem that personal attributes would
be more important than the social implications of the role.

The student teachers in this study showed in their Identity profiles scores on the TST, to be mostly
configured within the dimensions of Interpersonal Style and Personality. A possible reason for this is that
the attachment axis is strongly felt and claims to possessing personality characteristics for the chosen role
are therefore more prominent in their self-identifications. The absence of commitment leaves little scope
for the fuller exploration of the social identity associated with the. role.

142

This would indicate that attachment to a role can take place when perceived aspects of personality are
mobilised within the role, giving the incumbent of the role a sense of self-[ulfillment. When the identity line
is broadened to embrace both attachment and commitment, one may say that su.ch a person experiences
himself/herself fully, as an expression of ''identity-in-role"

7.2.3 Personal Identity. (Ref. Figure 7.4)
A sense of personal identity arises when a person begins to associate a behavioural potential within a
personal field of ability. These abilities are grounded in our innate individual biographies as memory. These
behavioural potentials are usually expressed in repertoires of behaviours by those who lay claim to a given
identity. In this study the identity acquired will be seen in the behavioural potential claimed by those who
enter the role of the teacher. Figure 7.4 also indicates the position given to social identity within the model.
Personal identity rests firmly in the personal meanings given to the social realities (Shibutani, 1961;
Goffman, 1963). It becomes salient as effort and ability are mobilised within the enactment of a role.

7.2.4 Social Identity. (Ref. Figure 7.4)
A sense of social identity emerges from the dichotomous experience in which a person is both the object
and the subject of his self-consciousness; identity is thus both personal and social. It is a continuous process
of negotiating one's own and the social identity of others. Status, economics and power create structures
and institutions in which these negotiations take place. Figure 7,4 indicates the position given to social
identity within the constellation of the other terms. It is anchored closely to the area where roles encounter
the interplay between ideology and the mediating forces of status, economics and power.

Should the identity line move toward the extremes of the model- without moving in a reciprocating manner

in the opposite direction - a distortion could be seen to occur. This would be expected to result in a loss of
either a social or personal identity, or even perhaps a loss of both. This experience could be likened to an
identity crisis.
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7.2.5 Inner and outer transformations.
Fj~re 7 5 explores the mediating effect of identity in the active transformation of inner psychic experiences
and its association with outer interactional experiences. This final addition to the development of the model
attempts to synthesize the different elements of the model in a dynamic way.

Figure 7.5

Ir
.
1"
Point A represents an interactional role encounter. The "role set" is encountered in the social milieu as an
outer experience in the sphere of the role. If the directional arrows are followed from point A, the path it
takes is transformed through a cross-over point . At this point it becomes an internalised experience at
point B in which personality and self are involved.

The reverse transformation is found when C is used as a starting point. Here the inner realisations and
self-conceptualisations are inwardly experienced and when the directional arrows are followed across the
cross-over point into the upper circle, it is found in the role sphere, where personality and self find
expression.

What is encountered as an inner experience in the sphere of the personality is transformed through identity
acquisition and becomes an expression of role behaviour. When the line which starts at point E in the Role
sphere is followed, it is found at first on the inside of the role sphere. It is transformed at the cross-over
point and it becomes an inner line in the personality sphere.
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These transformations are taking place constantly and often unconsciously as we take the role of the other
and modify our behaviour to meet the expectation we encounter. As mentioned before, this is not
determinative in any sense. Although the setting may be predetermined, the script for the interaction is
negotiated, transforming both self and the rol~ within the interaction .

7.3 Role-Identity Model.( Ref. Fi2ure 7.6)
The completed model Figure 7.6, indicates the dynamic interplay between the constructs researched in this
study. The precise relationships that exist between the constructs examined most likely relate to each other
differently for each individual. The construction of this model attempts to place, in general terms, an
approximation of the transformational quality of the human experience within the complexities of the social
situation.

As such, this model of human experience is not offered as an answer to the dichotomous inner\outer

experience. It could be seen as but another starting point for further development and refinement in what
must surely be the most interesting frontier of modern exploration and research, a study of man.
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CHAPTER EIGHT
SUMMARY, CONCLUSION AND RECOMMENDATIONS
8.1 Ori~in of study.
The writer's investigation of Role Distance among white teachers in state schools in 1986 suggested an area
of investigation that had not been fully operationalised in the measurement of Role Distance, namely the
question of Identity.

Identity theory, as articulated in the work of Stryker ( 1982), provided a basis for the presen t investigation.
By taking symbolic interactionism as a tool for social psychological investigation, rece nt approaches
(Stryker and Serpe 1982, Weigert, Teitge and Teitge 1986, Perinbanayagam 1985) have reYitalized the
research process by redefining constructs that can be opcrationalised and measured.

8.2 Confirmation of previous research.

The current research sought to establish the construct of Role Attachment, in relation to the comtruct of
Identity, and the two other identity constructs foun<l within identity theory, namely, Identity Salience and
Ego Identity Status.

The data suggests that the Objective Measures of Ego Identity Status is a reliable measure which can be
used as a measure of Ego Identity Status as an independent measure of Ide ntity Status or as part of a
broader measuring strategy involving other scales as well.
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To the writer's knowledge the operationalisation of the construct Role Attachment has not previously been
undertaken. The construct as operationalised in this study is derived from Goffman (1961) and is presented
as a refinement of the construct of commitment, hypothesized by Stryker (1982) and measured empirically
by Katchura and Miller in 1988. The synthesis of the scales and the measurement of the interrelationships
among the constructs operationalised in this particular configuration, may constitute a unique methodology.

This study anticipates a renewed interest in the use of the TST as an instrument for soliciting from subjects
their self-representations. These must needs lead toward a greater degree of accuracy in predictive
consistency in longitudinal studies, in which a systematic analysis could well see further de\·elopment.

Furthermore, this study has led to the development of a model depicting the relationships that exist
empirically between social psychological constructs of Role Attachment, Identity, Identity Salience and Ego
Identity Status.

8.3 Recommendation for future research.
It would seem that in the South African situat ion, looking toward a post-apartheid society, cross-cultural
studies need to be undertaken to find out if the attachment/commitment dichotomy is the same for different
socio-economic or population groups. If there are differences, there is need to study what these differences
are, to discover in which areas of social psychological complexities they prevail. This is especially pertinent
in a South African society undergoing rapid social and political transition.

l-i8

8.3.1 Student Teachers.
The data suggest that the identity bestm\·ing nature of a role is best facilitated in situations where
individuals are actively working toward their own becoming, in ,vhich commitment and attachment are
balanced. It would seem that the lack of practical work, which is Jircctly interactive with theoretical input in
teacher education programmes, delays the process of attachment and commitment, where doing is being.
The continued lack of integrative programmes that address the divide between theory and practice may well
see the preparation of teachers move from colleges of education and universities, back into the schools
(Hargreaves, 1989: 15)

Another aspect of the current research related to Ego Identity needs to be articulated. Previously, in
chapter six, reference was made to the youthfulness of the teacher trainees, who had not had an opportunity
to explore alternatives to their choices when becoming student teachers. The absence of a period of identity
moratorium coupled to the granting of bursaries literally creates captives of a system from \\."hich escape is
remote. The financial implication of withdrawing from the courses are punitive.

Once student teachers are qualified and committed Lo classrooms, "working off' the bursary becomes a
priority. By imposing this hidden financial obligation, the authorities effectively keep control on the process
of recruitment, selection and preparation. By doing this they may also inadvertently be supporting a grmving
body of teachers who are distanced from their roles as teachers. Young people enter the profession under a
legaVfinancial obligation to teach the number of years equivalent to their training. By the time the bursary
has been repaid these young teachers are in their mid-twenties, a time in which different life choices may
need to be confronted.
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Foreclosure as an ego identity status seems to de lay th e d evelop men t of an .. internal locus of control.,
(Adams and Shea, 1979). Young teachers may find themse lves locke d int o a system while yet in a state of
identity foreclosure. They are obliged to repay their bursaries with "tim e". The role they experience may
then be transformed from being self-validating to self-d efeating, in the absence of an ego stage of
Moratorium.

Because teachers play such an important role in the development of children, assuming th e role of teacher
seems to necessitate a free decision of a free individual. Most student teachers make a decision to become a
teacher before they have explored altern atiYes to teaching, which is coupled with fin anci al obligations
associated with the reception of "fr ee training". The data suggests that most student teachers have not
experienced that vital period of Ident ity Moratorium. Th eir decisio n to enter the role of teacher is see n
mostly as being "unfree".

If education as a social hygie ne is to be realised, the implication of this si tuation needs to be addressed .

8.3.2 Teacher Education.

The dominant conception of teacher edu cation appears to be associatc:d with the technological, positi\·istic
paradigm. This paradigm see ms to perpetuate a myth, that efficiency and cleverness arc rnlid goals fo r
institutionalised training. This paradigm is based mostly upon a policy o f evasio n. Educat ionists seem to be
unable to articulate a coherent body of educational \·alues, one cohe rent fo rm of pedagogy.
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In ·a multi-cultural milieu, beset with enormous social and financial complexities we are informed that there
may be no answers, only questions. This stance could create an attitude in which nothing matters, an)'thing
goes. In such a climate there is a tendency to create a facade of organisational working unity among
different population groups by the artificial focus on technical and mechanical efficiency as valid ends.

Colleges of Education have tried to emulate the Universities in their quest for academic respectab ility. By
adopting this position they may have forged for themselves an id entity within the South African academic
community. This identity seems to manifest an emphas is on the replication of subject content areas,
interspersed with pedagogical theory and short periods of classroom practice. This approach could create
an impression that it is preferable to accept academic va lues o,·cr those of professiona l pre par at ion. It is
also found to secure the validation of the official petl agogical policy through its unrefl ective reproductive
stance, rather than influencing its genesis.

If we compare South African teacher education poli cies with those of other professions, such as the legal,
architectural, accountants and the medical professions, we see that the education system is somewhat
overweighted with regulations, requirements, procedures, policies, standards and hierarchical
fragmentation.

This may be due to the way in which teacher educators have all owed state bureaucrats to invade an area of
what ought to be professional autonomy.

Unlike the Universities, Colleges of Education are controlled by legislation and bureaucratic inter\'enlion .
Legislation intervenes forcefully in the selection, admiss io n and ce rtification of courses. It continues to do
so largely unchallenged. State policy toward teacher education see ms to be dnised, not in defiance of
professional input from teacher educators, but mostly ,vithin th e ab~cnce of articulated expe rtise. Political
bureaucrats seem to plan educational future s, from the provision of facilities, to th e composi tion of
syllabuses in the knowledge that their legislation in the field of teacher educati on enco unt ers little debate .

151

Ari industrial-technical mentality ( Berger, Berger and Kellner, 1973:44-60) that pervades our schools is

reflected into our colleges of education. It regards education as a means to an end (Hurn 1985:54-57).

Our college of education students appear to be busy. This acti\·ity appears to be the passi,·e accommodation
of what may count as school knowledge and marketable skills. These activities appear to be clinical and
remote from that often stormy and creative inner life of early adulthood. It stands objecti\·ely outside that
abundant stream of human relationships which informs so much of the inner needs of young adults.

More conformity rather than innovation appears to be expected of student teachers. The student teachers'
activity is mostly intellectual conformity, the internalisation of what counts as a model lesson. There is a
need to reconceptualise the processes and the purposes of teacher education (Schubert 1989:27-31).

8.3.3 Teacher Education and Society.
There appears to exist a social crisis on many levels. The most ,·isible of these crises seems to be the
disintegration of the family. Family murders, child abuse, single parents and institutionalised violence are
too apparent to be ignored. Young adults, destined to become teachers should potentially be playing a
leadership role in addressing these issues. They will in all likelihood not become more innovatively
courageous through the efficient regimentation of courses, or time-tables. Nor will they become more
attached to their roles by the replication of more research strategies, nor the greater concentration of more
technology in education.

By reconceptualising our teacher education we seek assurance that there is a willingness to consider
different paradigms, to innovate, begin small-scale experiments and inYestigations of alternative ways of
working in community with other teachers on a non-racial basis.

An attempt at reconsidering the structures of education f uncling and processes of student teacher selection
seem to be priorities in a society in an advanced stage of transition. It may entail the adoption of programs
which allow forms and relationships to dc\'elop ,vhich do no't entail the c,·er incn.:asii1g demand for the
squandering of depleted capital and resources, human or material.
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Social forms that circumvent the rigid stratification of our institutions with an alienated status group at the
top and a silent and equally alienated worker mass beneath are to be examined with ca re. At best it is
articulated in a search for the art of creating those teaching and learning styles which refl ect clea rly the acl
of living itself.

8.4 Education as Culture.

The question of who is teaching tomorrow's lead ers is a question of concern . In western countries no-one
speaks of State Art, or State Dancing or State Re ligi on. Ne,·erthcless, we speak of Stale Education. Like art,
architecture and music the education of children is a cultu ral matter, belonging rightfully in the hands of
parents and communities. Children and the schools they attend belong to the communities in which they are
found.

The lack of parental and community in\'Olveme nt in th e educatio n of children has in so me res pects allowed
education to become bureaucratically politicise d. Yo ung adults seeki ng to forge an ide ntity, realising their
human potential within a role partly d etermined by others remo\'c d fr o m th e inte racti onal level is
problematical. This is acce ntuated wh ere the o ffici als a ppear remote fro m schoo ls and classrooms.

8.8

Development of Model

The development of the Role- Identity model is prese nt ed as a tent ative rep resent ation of the complexities
that may exist in the inner\outer dichotomy of hum an experience. A s such it does not p ropose final
answers. It seeks to add some clarity to th e relati onship that exists be tween the way we experience ourseh·es
and the manner in which we internalise th e society in which we li,·e.

Clearly the model ne eds to be more rigorously tested and the tcntati,·c relationships scrutinised more
thoroughly in the process of clarification, which is in e ffect, a search fo r truth .
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The intricacy of what is living bet ween the unfolding pole ntial of each person reaching toward a role and
that potential creative becoming of society, is pictured for us by Steiner (1922) when he says

" The healthy social life is found wizen in the mitTor of each lwman soul rlze 11,h ole community finds its
reflection, and wizen in the comnwnity the vim1e of each one is liFing. "
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Concepts and Tools of Analysis:
Marginality and Stigma.
Introduction,
In this section the question of personal identity and social identity will be examined in terms of two
concepts, namely, Marginality and Stigma.

These concepts are useful in that they allow for a focus on those whose roles may have become difficult to
sustain within a society that is in a stage of transition or flux.

The concepts introduced in this chapter also help to explicate some of the more complex relationships that
exist between the concept of role and that of identity, and why it appears so problematic to negotiate
identities within a society and its institutions that appear to be bureaucratised and arranged hierarchically.

Marginality. Role and Teacher Identity
Morrison and Mcintyre, (1972), edited a publication on a "Social Psychology of Teaching." The
contributions were mainly devoted to discussion based upon research conducted for the publication. Each
section devotes a chapters to recent research concerning the preparation of teachers for their roles. Most of
the focus in this volume was related to behavioural aspects of student teacher behaviour. Two studies, one
by Morrison and Mcintyre, and one mentioned in the next paragraph, focussed upon the Educational
Opinions of student teachers and how they changed during their 3 years of training.

The paper by Cohen and Findlayson (1967) looked at the different conceptions of the teacher's role held by
student teachers and head teachers and found vast discrepancies. This appendix examines the nature of
Personal and Social Identity, because it raises the interesting question as to why persons will be motivated
to seek an identity which has no status, and at a large extent is controlled hierarchically and
bureaucratically, promises few economic rewards, and is in some ways conceived of as being marginal.
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Stiema, Marginalitv and Personal ldentitv.
The idea of marginality was adopted by Stonequist (1961) to portray persons who incorporate two or more
sets of social values. They are called on to do this because they are found to be occupying positions in two
different societies at the same time. These people cannot shed their respective past, nor can they be
completely absorbed within the present and the new, and have difficulty anticipating the future. Rose
(1965:151) sees their dichotomous existence in this way when he says;

"Marginal men thus have a complexity of personality, an inconsiscency of behavior,
and often what may be called a ''divided conscience" as to what is right and wrong in
any given behavior or situation. ··
Individuals can become marginal when they find themselves working within different worlds of meaning and
values, where the forces of socialization are more powerful than the indi..,idual and socialisation of the
person is transforms the person within the interactional framework.

The concept of marginality could be extended to describe those whose role it is to oversee institutions that
rely upon processes of legitimation to validate their roles. This same law gives sanction to coercion, physical
and verbal domination, and the use of power. Those who occupy these roles could be perceived to be
"marginal". Not that they are tainted in the ordinary sense of the word, but they are contaminated by the
institutionalised position they hold \vithin society. They have a separate social identity and are anticipated
with normative expectations and righteous demands. (Goffman, 1961).

Goffman's work" Stigma"(1963), portrays a reflection of those identities fo und within our society, which are
"tainted" in some way. They are ''tainted" because of the existence of others within the role-set who are
powerless, and are under a legal or a normative compulsion to remain so. Questions of freedom and
authority are seldom settled to the mutual satisfactic,n of all.

Gray (1983:11) indicates that our institutions are in psychological terms an " evasion". He says,

"In psychological temzs, schools represent 011e of the i11stitwio11alised evasions they are a social 'cop-out'from respo11sibility. Because we ca1111ot cope with all the
problems of social organisation we instinaio11alise them, shefre responsibility by
electing others to act 011 our behalf and then we blame them when we cominue to
be unsuccessful in our collective lives. ·•
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Although schools as institutions within our socit.:ty do not m1:ct the Jdinition oi a "Total System··, tlwy
nevertheless share with prisons, mental institutions and military establishments that insist on conscription,
this feature; they compel individuals to be processed through their structures, no matter what the
individuals values, needs and wishes may be. Those whose roles are enacted to ensure the perpetuity of
these institutions can be seen as occupying marginal roles.

The category of the marginal seems to arise when society undergoes periods of rapid change. A newly
institutionalized social situation and newly formed categories of roles within it, appear to force the actors
within certain roles, to live in two worlds. When these newly formed categories are legitimated by the forces
of social reproduction, the people who enter these categories are often perceived as marginal.

Teachers cannot easily abandon their authoritarian heritage without forfeiting their control over what is in
reality, a captive audience.

Stiena and Mar~inality and Social ldentitv
Goffman (1963), argues that the experience of possessing a stigma is not necessarily restricted to those who
have a stigma in a more obvious physical or psychic sense. He indicates that most ordinary people will at
some time in their social encounters experience mild forms of stigma. There appears to be the distinct
possibility of equating these mild experiences of stigma with a sense of marginality. Goffman (1963:152)
says that,

" The most fortunate are likely to have his half hidden failing, and for every little
failing chere is a social occasion when it will loom large, creating a shameful gap
between virtual and actual social identity. ··
The question of marginality is complex, but it would seem that there are indicators, apart from the one cited
above, that serve as pointers as to what could possibly constitute and contribute co a sense of marginality.

In South Africa at the moment there exists a socio-political situation that places enormous strain with the

attendant social pressures on teachers from all race groups, albeit for different reasons.

For those working among the Black communities, there is the serious question of legitimacy. The
victimisation and the physical attacks by Black students on Black teachers is evidence that teachers are seen
by the more radical students, as being part of a state apparatus for the _perpetuation of the status-quo.
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This view of teachers raises questions as to their acquiring a social identity without any stigma. The
stay-aways and the class boycotts have also shown that the normal sanctions which teachers hold over their
pupils are little more than a structural arrangement that can be altered.

The idea of entering the teaching profession in South Africa as a means of upward mobility within a
predominantly 3rd world country, becomes less attractive. A shortage of some (10,000) teachers within the
D.E.T (Department of Education and Training providing for Black education) would tend to support this
view.

Being what Bernstein (1977) called an "agent for symbolic control" is hardly an inviting position, given the
instability and the state of flux within the black urban communities. The social identity therefor becomes
marginal as the role becomes tainted.

Schools that provide education for the ''White" and " Coloured" population, face a problem, which, although
different from that of the other population groups in South Africa, also tends to create an environment that
fosters a sense of 'marginality'. With the rapid drop in the birth rate among the whites and the generous
recruitment policy for coloured student teachers. With the increasing emigration, there is the rapid decline

in the number of posts for teachers, while many are being made redundant (Week-end Argus report 27th
January 1989).

The feelings of insecurity that accompany this state of affairs have their own effect on the morale of the
teaching corps and also affects the status of the teacher in the eyes of the public who see teachers as being
expendable in a climate of economic uncertainty.

As a society moves into a stage of rapid transition, there occurs a legitimating crisis. The provision of
education, which is seen as a major part of the ''state apparatus" (Althusser 1971 ) will not escape the crisis
of legitimation. As the process of change gathers momentum and intensity, those who form part of the state
system of education, will be seen as preserving the status-quo, and they could become marginal to those
who seek change.

Apart from the above considerations is the reality of a large work force employed in an industry that seems .
to draw heavily upon the State coffers without being able to show a good return for the enormity of the
investment. This view could also be seen as a source of relegating teachers to the position of marginality.
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Another possible source of marginality could be found in the comparison between schools and other adult
work organisations. Schools possess what could be seen as a vague technology for producing the results that
are sounded out in the objectives which abound in educational institutions. Students are at schools
ostensibly to learn, yet learning theory is open enough to ensure that there are no predictable results.

Schools, unlike adult work organisations lack the legitimacy for motivating those who work within them.
Pupils work mostly for marks or grades and those who score consistently low, or those who produce
averages that are just satisfactory, work under conditions that are little better than a poorly paid worker for
menial work. Those who impose this work, using organizational sanction or coercion enjoy the marginality
of being a part of such a situation.

Stiiffia, Actual and Virtual Social Identity
Although Goffman in the work (Stigma:1963) focuses on the more definitive aspects of the possession of a
stigma, those members of our society that occupy positions that could be seen as marginal, endure the same
normative expectations as those who are regarded as being discreditable in a more restricted sense of the
word.

Goffman illustrates what is at stake while seeking and maintaining a social identity. He makes a clear
distinction between an actual and a virtual social identity . At first the distinction may appear to be obscure,
but the differences are crucial in attempting to describe the elements of a social identity.

When considering the question of the actual social identity, we are asked to consider the categories, the
stereo-typical and the taken-for-granted attributes that a given society will allocate to a category of person.

Most social settings establish the sort of people we can reasonably expect to find there. These
taken-for-granted situations form an essential part of the situations we encounter each day, that is until they
are questioned.

With the question of the virtual social identity the picture is a little more complex. The virtual social identity
arises within the interaction, where we unconsciously make demands of a person and then discover that
those demands cannot be met. When this happens we impute to the person a virtual social identity. This
imputation is made in retrospect, because of the discrepancy that has arisen between what the person was
perceived to be and what the person is, and will be, as he appears to us from that moment onwards.
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This distinction also allows us to discriminate between the discredited and the discreditable. In attempting
to understand what it is about certain roles in society that permits incumbents to be viewed as marginal, that

is, roles from which distance is expressed, or roles that bestow identities that could be discreditable, we
could well note Goffman's view (1963:12) in the following passage.

" While the stra11ger is before us evide11ce can arise of his possessing an attribute that
makes him different from others in the category ofperso11s available for him to be,
and of a less desirable kind, ---- He is thus reduced in our minds from a whole and
usual person to a tainted, discounted one. Such an attribute is a stigma, especially
when its discrediti11g effect is very exte11sive; sometimes it is called a failing, a
shortcoming, a handicap. It co11stitutes a special discrepa11cy between the virtual
and the actual social ide11tity. Note that there are other types of discrepancy between
virtual and actual social ide11tity, for example the ki11d that causes us to reclassify
an individual from 011e socially anticipated category to a differe11t but equally
well-anticipated one----,."
Those who continue to occupy roles that are perceived as marginal, are " reclassified " and there arises the
discrepancy between the virtual and the actual social identity, and what was discredited becomes
discreditable.

This discrepancy between the virtual and the actual social identity can manifest itself in situations where we
may find individuals occupying positions that have been discredited, not by virtue of the conduct of those
within the positions, but rather because of the perceived attributes that such positions hold. Within a swiftly
changing first world technological society, and an urbanizing third world society, certain roles become
vague and need to be redefined. Teaching appears to be one such role.

The 1986 study showed that those who enter the role of teacher experience a virtual social identity, an
identity which is discredited.( Fisher, 1986: 156-160). Individuals tend to express their unique characteristics
as well as those which are normatively anticipated within the role. The difficulties begin to occur when the
role expectations are such that the unique characteristics of the individual are eclipsed and all that is
available for observation are those actions which result in the discrediting of the individual.

The psychological experience of the self in such situations is possibly one of fragmentation of identity.
Wherever positions are occupied which appear to be tainted, or as previously indicated, as being marginal,
there is the awareness of an inferiority.

There would be loud protestations from the teaching profession at the suggestion that they perceive
themselves as inferior. Many are heard to speak of their pride in their profession, and would disclaim any
suggestion of inferiority. Yet the reality of the situation seems to contradict the more sanguine attitude.

'
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One needs only to ask, who pays the salaries of the teachers and who decides how much these will be ?
What sorts of freedom do they enjoy in being able to innovate and research ? To what extent is their time
and space regularized, and work prescribed ? In what way are the attitudes of the political ideologues
underpinning the processes of curriculating?

The following quotation from "Clinical Studies in Psychiatry'' (1956) *, gives us some indication of what is
meant by the term 'inferiority', especially when applied to the idea of social identity.

" 171e awareness of inferiority means that one is unable to keep out of consciousness
the fonnulation of some chronic feeling of the worst sort of insecurity, and this means
that one suffers anxiety and perhaps even something worse, if jealousy is something
worse than anxiety. The fear that others can disrespect a person because of something
he shows (or does) means that he is always insecure in his contact with other people;
and this insecurity arises, not from any mysterious and somewhat disguised sources,
as a great deal of anxiety does, but from something which he knows he cannot fzx.
Now that represents as almost fatal deficiency of the self-system, since the self is
unable to disguise or exclude a definite fonnulation that reads, "! am inferior.
Therefore people will dislike me and I cannot be secure with them. ''

At the center of this quotation is the idea of the person who would be received within society quite
normally; but, because he possesses a trait, or performs a role that can obtrude into the social interaction,
the interaction becomes suffused with a feeling level that can cloud the other traits, or even mask the actual
social identity. This personal predicament again raises the discrepancy between the actual and the virtual
social identity and contaminates the social identity.

In order to handle the ambiguity that is inherent within the situation described above, those who occupy
marginal positions form themselves into associations in order to create a body of sympathetic others, or
even a place where one can share a common perspective, a common lament, receive moral support, share
information. A place where one can feel accepted and made to feel legitimated. Self-help and support
organisations are ample evidence of this phenomena as are the professional organisations which function on
a more subtle and sophisticated level.

Identity ; "IN" ~roups and "OUT" groups.
A recent research project (Crocker, McGraw, Thompson, Ingerman:1987:907-916), gives a clear indication·
of the tensions that occur for those who perceive themselves to be '"marginal'', belonging to an
ingroup/outgroup configuration . Their research shows that there is a tendency to evaluate outgroups in
relation to the evaluations of the self. Their research shows how that persons who have a low self-esteem
tend to be high on prejudice, and further, that the greater one's need for self-enhancement, the more likely
one is to engage in a downward social comparison.
• Unable to tnce this reference.
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This theory goes on to indicate that individuals that are in need of self-enhancement should derogate others
relative to the self, and outgroups relative to ingroups, to arrive at a favorable comparison.

The formation of a group identity becomes fairly perceptible for people who occupy certain positions. This
group identity is in effect a half-world; this is especially so for young teachers who have never been out of
the "school system."

They moved from schools to teacher education institutions, back into classrooms as teachers. It would
appear that the acquisition of the actual social identity becomes synonymous with taking on a role that is
· ready made, normatively prescribed, and held out toward the incumbent, ready for wearing. The
management of such a social identity becomes problematic because it is one that is fairly closely prescribed
and defined, and may be at variance with personal attributes.

This situation may be more stressful than what it might appear to be at a first glance. The notion of a
general "teacher" identity and the values attached to such an identity may not be available an}where within
our society, but the normative expectations of such an identity cast a deep shadow on all those who enter
the role at whatever level. Perhaps this is so because teaching is seen as a moral enterprise.

Failure to maintain these unspoken/spoken values can have serious repercussions upon the defaulters
acceptability within a given social group. This "in" group, usually consists of a range of people who could
conveniently be divided into two groups. The one group is in a sense loosely connected with the values
espoused by the "in" group, and often appear to be disaffected.

The other grouping seems to have more status within the institution and is significant in its strong adherence
to the traditions and the practices which demarcate the group, and to which outsiders relate as being its
legitimate representatives.

This latter group have status and the power to wield authority over the direction and orientation of the
group, not so much in who they are, but what they represent (Hargreaves, 1981) The social identity that is
held out to the teacher is held out as the only valid one. All other categories and previous alliances are
forfeit, they do not really belong to them.

It appears that it is within this area that the question of the teacher identity becomes most affected. In the
1986 study the writer found that there was an experience of role strain within the experience of the social
identity of the teacher. This now appears to be a symptom of a deeper conflict.
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Although the newly socialized teacher (Lacy, 1977) is drawn into the matrix of the teacher fraternity there
are overtures and undertones that cause tensions which are not verbalized. What may end up as a complete
identification with the group could well have started with a shudder. Goffman (1963:137) reveals something
of the dynamic of this situation,

" 171e individuals real group, then, is the aggregate ofpersons that are likely to have
to suffer the same deprivations as he mffers becaztse of ltavi11g the same stigma;
his real groztp infact, is the category which ca11 serve as his discrediting."
There results from this a feeling of mistrust for the group, because they are the very ones to whom he is
consigned by virtue of the newly acquired social identity, which may be perceived as tainted or marginal.

Do student teachers perceive this situation in their quest for a social identity while expressing an attachment
to the role of teacher ?

R.D.Laing (1%7:82) describes the processes that we undergo when entering a group; his description is
much like that given by Erikson (1959) when he describes the process of Identity Diffusion:

"Each group requires more or less radical intemal transfomzations of the persons
who comprise it. Consider the metamorphosis that the one man may go tltroztgh i11
one day as he moves from one mode of sociality to another. ----- . 171ese are not jztst
simply different roles: each is a whole past and present and fztture, offering differing
options and constraints, different degrees of change or inertia, different kinds of
closeness and distance, different sets of rights and obligatio11s, different pledges
and promises."
Laing is saying that the entrance into a group means the acceptance of an identity, ready made. But this
identity has the appearance of an ill-fitting mask, out of which speaks the alien voice of the group; it usually
lacks conviction. (Du Preez, 1980:30-38)

When new teachers take a strong stand on organizational and disciplinary matters they are said to have
strong characters or they are said to be born teachers. These statements are made in the belief that overt
conformity to the role expectations confirms the group in the normative evaluation of its efficacy.

(Lacy, 1977)

Managing the marginal role seems to be a normal feature within society. This seems to be case wherever
there are established identity norms. The question is to what extent are these identity norms part of the
acquisition of the role of the teacher ?
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Summacy.
The concept of marginality was explored within a broader context than that with which it had previously
been associated. The perception of marginal roles and the reasons for the perceptions were explored.

These notions were to be seen in the light of the presentation in this Appendix and in chapter two of this
study, where the relationship between social identity and roles were explored.

Goffman's work on Stigma (1963) was then considered as a conceptual link between roles that are tainted in
a social sense, and the idea of marginality; the writer linked the idea of marginality and stigma to describe a
category of people who, because of the societal and institutional frames of reference for their roles, struggle
to derive a sense of personal identity.

Sources of marginality were discussed and related to the manner in which teaching could be seen to be a
marginal role. These ideas were then taken more fully into the realm of social identity where there is a
notion of those who are discredited and those who are discreditable.

It was indicated that once a person discovers that he may be occupying a role that is tainted in a marginal
way he may seek self-authentication in the group. This was seen as a hazardous process, as the very group to
which one belonged could be the group that served as a source of discrediting.
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Copy of scales and instructions to subjects,
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Student Teacher Survey

I

Please do not write your name anywhere on this paper.

O

University

D

College of Education

D

Please supply some biographical details by filling in the appropriate
spaces.

Population group:
Black
White
Coloured
Indian

Home Language:
[]
[]

Xhosa/Tswana []
English
D
Afrikaans
D
Other ................ .

D
[]

In which year of your course are you ?

Male O
Married

D

Female
Single

D

D

O
D Divorced O

Highest Qualification:
2yr D 3yr D
Diploma: lyr D
Degree
BA/BSc.
D
MA./MEd or Higher. D

4yr D

Preparing to become:Primary School Teacher D
High School Teacher
D
PLEASE TURN THE PAGE FOR INSTRUCTIONS.'-.

Part A.
Pl ease complete each question.
Ans'a'er questions 1, 3, 4, 5, 6, 7, 8, by placing a circle around the number that most accurately
reflects your thinking at the moment .

1. To what degree are you certain that you will be able to achieve the
goa 1s set for the entire course ?
123456789

Uncertain

Most Certain

2 . Below are gi't'en 26 traits of personality which may be descriptive of a
teacher .. You have been given 36 points to ·spend·. Indicate which
traits you think are best suited to the role of the teticher by placing
your points in the box next to each description. You should have a total
of 36 points at the end .

I Personality Traits. I
1.
3.
5.
7.

9.
11 .
13.
15.
17.
19.
21.
23.
25.

points

Intelligent
Verbally competent
Loyal/Dependable
Di sci p1i ntffi an
Neat/Organi sect
Efficient
Sense of humour
Self-Confident
Qualified
Patient
Independent
At tractive
Sense of Fairness/ Just
Totals

2. Kind/Gentle
4. Courageous
6. A good team member
8. Sensitive .
1o. Friendly
12. Warm
14. Flexib.le
t 6. Helpful
t B. Resoursef u1
20. Honest
22. Ambitious.
24. Leader
26. Extrovert

I

I

Part A
Page 2 .

3.
How often did you think of personality chflnicteristics before you
be c am·e a student teacher ?
neYer

12 3 45 678 9

Yery often

4.

Si nee you ha Ye become tl student tetJcher, how often do you consider
personlity characteristics, which as fl tetlcher, you think you should
pos sess ?
never

5.

yes, certain 1y

123456789

Yery high

To wh6t degree,(both i ntensi Yel y and extensi ye l yL do you expend
efforts in your studies and during teaching experience, toward
becoming a teflcher?

.

not at Hl l

8.

12 3 4 5 6 7 8 9

How high do you rate your abi 1ity to become e teacher ?
very 1ow

7.

very often

Do you think you possess the necessary personality chtJrecteri st i cs
to enter the ro 1e of the teacher ?
no, not at fl 11

6.

12345 6 7 8 9

123456789

very high

What symbols ( equiYalent to the scales below) do you expect to
He hi eve at the end of this year of study ?
Academic:
Teaching Pnictice:

fail
fail

1 2 3 4 5 6 7 8 9 di st i net ion
1 2 3 4 5 6 7 8 9 distinction

PBrt B.

Twenty StBtements

There 6re 20 bl6nk 3pace3 on the page3 belo'w' . Plea3e 'w'rite 20 different 6n3'w'er3 to
the que3tion ·who 6m I ?- in the blank space3 provided . Plea3e an3'w'er

if you vere
giving an3'w'er3 to yourself, not to :rnmebody ebe . Write the an3'w'er3 in the order in
'w'hich they occur to you. Don·t 'w"OrrlJ 6bout logic _or importence . Please 6ttempt to
83

Bn3'w'er Bll 20 stotemenfa and try not tBke more than 1 S minute3 for thi3 section .
I am ....

I am .. ..

I

I

Choo:se anlJ 10 of the 3tatemenb you have completed end nrnk them from 1 to 10 in
order of importance to you. Place the number in the ,qusre ot the end of the
3t8tement.
Th:rnk you.
Pl.ease bun the page md cO'Tlt.inu.e.

[P}iit CJ

D=,ji sa,J·ee.

a.

Polil.1cs is something I can never be too sure about because
things CIMnge so fast. But -I thin!( it's important to know wMI.
I can polil.1cally stand for and believe in.

7. I h,:ive,n re,jll1d thoui]hl. abo1Jt a ",jat.ing style ··. I'm not. too
concerne,j whe!J1er I date 01· not..

6. I sometime:; Join in with recreat. ional ,:iCl.i'·.."itie,, w11en asked ,
but. rarely t.ry aniJthing on mid OV'/1'1.

5. TMre are a 101. oi ,jtiierent. kin,js 01 people . l"rn still
e,;ploring u·1e many possibilities t.o iind I.he rigl1t ldn,j oi
irien,js ior rne .

,:inother.

4. Then~ i s no singe Ii ie-,;t.1:11e t.h::it: appe;jJS to rne more t.r1an

3. t11J irjeas about men and wornen·s roles are irjent.ic;;iJ to rn1:1
parents·. 1/'lhal. has workerj ior them v·lil l obviously '-N o1·k ior rne .

2. \'·il1en it. comes t.o reli91on , I Just. htlverl't ioun,j anyt11ing that.
.'Jppeals eM I do1d. reall1J ieel t.trnt I nee,j to look.

I . I 1·1,:1'·:'eri't. i:i-10,::en t.he occupdl.ion I re,cill'.:J w,:rnl. to get. into. ,:ind
1·rn Just 'N Or~:ing .~t. Y·:l'i,Hever i,, ,:i'i,'lll,'lDle until sornet.11ing
better come ,, ,'l long.

A=::,t.r-ong l!:J ,:ign~e. B=mo,jerately ,:igree . C=,'igree.
E=rno,jer·3t.1::l1J ,jis,'l!Jree .
F=stronglij 1ji ,::a9r·ee.

Read each item and indicate to vhat degree it reflect:, your ovn
thought:, and feeling:,. If a :itatement ha:, more than one part, plea:ie
indicate your reaction to the staferll&llt dS a who.I&. Indicate your
an:iver on the an:iver :iheet by choo:,ing one of the folloving
re:,pon:,e:,. Do not vrite on the·que:,tionrii:Jire it:ielf.

I Student Identify)

l'rn still trying t.o ,jecide hovi c,i'p.'lble I arn as a person and what jobs will be
ri,Jhl. ior· rne.

Based on past. e:,:perience ~, . l"ve chosen the t1:1pe of dating
relat.ion~;J-,ip I want. no'.v.

I rY,iiJlll. have Urnught ebout. a lot oi ,jiiferent JObs, but
I.here's never re ;:ill•:1 ar11:1 quest.ion since my perents said whet
I.hey '.vented.

20. After considerable thought I've developed my ov·m individuol
viewpoint of what is for rne an ideal "lifestyle· and don·t
t,elieve en1:1one \Yill t,e likely to change my perspective.

19. I've never really seriously considered men 's and 'Noman·s
roles in marriage. It just doesn·t seem to concern me.

considered and reconsidered it rnyseli and know what I can
t,elieve .

li3 . A person 's faith is unique to each individual. l'11e

17.

me much.

16. I ha11eri't realli:i considered politics. It just doesn't e~:cite

15.

t.o . :·rn er:perienceing numerous leisure outlets to identiiy
one I can reall•:1 get. invo l ve,j in.

14. I don 't. h,:1 1:'e one recreat.iona I act ivi t•:1 1·rn real J1:1 cornrni t.t.e,j

friends on the t,asi~. oi cert.sin 11alues and sirn ilarities that
I've per~, oneJJ1:1 deci,je,j on .

13. There cir-e rncin•:1 reason~, ior iriends1·11p, but I choose rny close

12. l'rn looking ior an acceptatde perspective ior my O'Nn
"li ie- style" ·-ne,.-v, t,ut. I reall1:1 ~,a11er1't iound it yet..

11 . There's ~,o many '.va 1:1s to di11i,je responsibflities in a
rn,:irrli:ige. l'rn l.ri;Jing to decide \·vhat · ..vill \'/Ort ior rne .

I 0. I don 't gi11e religion much thoug~1t and it doesn't bother rne
one 'Noy or· another.

9.

49 .

50 .

51. There are rMy \·va ys that married couples can divide up family

I only pi cl: irien,t; ffild p.'Jrent s ·...-...-o uM approve oi .

I've al....-·..-e1ds like,j dorng 1.1·1e same recreational cJCtivil.ie s rny
parents ,jo and haven ·1. i?.ver seriously con~:id8r8d 1mytriin•J i?.lse.

I only go out \'v iU1 I.he t1:1pe oi people rn1d parents e~:pecl. rne
to date.

I've thought my political beliei s througr1 and reali se I cen
agree with some and not other aspects oi whet. rny pa : ··.s believe .

}i3 .

39.

..to.

l ''le gone throu,t1 a peno,j oi se r·ious questions ebout faith
<lnd can no v·i said I understand 'Nhat I believe in es an
indi'lidual.

0

56 .

57.

45. I've tried many diiferent types oi iriendships end now I
have a clear idee oi \Vhet I look ior in e iriend.

I just can't decide what to do for an occupation. There ere
so many tl'Hlt hljve possibilities.

I reljlly have never been involved in politics enough to rnake
e firm stand one w ay or another.

I've dated diiferent type s oi people ljnd now know exactly
what my own · unwritten rules " for dating are end who I will date.

I've been e;..;periencing a veriety of recreationel activities
in hopes oi iinding one or more I can enjoy ior some time to co me.

54.

55 .

I don 't i'Jljl/e any close friends. I just like to hang around
w ith the crovt,t

I just. kind oi en101d lii e in general . and I don' t see myself
t,y any particular 111e'..vpoint to life.

responsibilities. I've thought. about lots oi ways and now I
know exacatl1d ho w I 'N ant it to happen ior rne .

I attend the sarne cr1urch as rrJJd iarn1ly has ahva1ds attended.
1·ve never rea 11 y questioned . . -. .- hy.

It took me a lon•J time to deci,je t,ut no\·'.' I kno v'l ior s1.11"e
'Nhat direct.ion to rno'./e in i or a career.

iigure out \·Vt'1a l. I ca n lrully t,elit~ 1.ie in.

1·rn not sure 'lt•out my polil.ia:.al t,elieis, t,ut I'm trying to

53 .

52.

44. t1y perent's views on life are good enough ior rne , I don ' t
need enything else .

43 . I've been thinf:ing about u·1e role that r1usbands and wives
play a lot these days. and 1·rn tnd i ng to rna~: e 1:1 final
decision.

42.

employment cJlld J'rn iollowing through their plans .

41 . t·hd parents decided a long t.irne ago w hat I should qo i nt c or

..fi:i .

In iinding an acceptable 'lle"v'ipo int to liie itseli . I iind
rn1dseli engaging in a lot oi diswssio ns with others an,j some
se Ii -e :-: p I orat.1 on.

t·1J:1 preierences at,out dating are still in the process oi
,je'!eloping. I l'ia'!eri't. iull1d deci,jed 'jet."

36.

.,,
.....

I've spent some time thinl, ing about. rnen·s anij 'Nornen's roles
in marriage flnd I've de ci ded 'y'.'hat will 'Nork best ior rne.

Ail.er trying a lot oi ,jiiier·erit recreational activities I've
foun,j one or rnore I reall1d enjo1d doing by myself or '.Vith my
friend s.

35.

46.

Religion is rnniusrng to rne ngM no·..v. I keep changing my
vie'NS on ,,.-.,.·ha t is ngl"lt ,'Jnd \·Yro ng ior rne .

34.

Appendix D.
Information pertainine to Twenty Statement Test.

I

j

J

20 . Po ~::::e~: s1orr:: and i8 ~: or.u-ce::.
:2 i . F'1'11~::- ical t,o,j,J 1rn,:1 9E-

E. t'la terie1l Reierence::..

16. ~1u,j9ernents, taste::. end lil:e::.. ,:, ,,.si...,.11).'
i 7. Intellectual concern ::.
J;:;. Art1 ,, ti c ;:ic:t1vitie:::
19. Othe:- qeneral ecoti•.iit.ie-,.

IF lntere~:1.,, :::nu r::c:ti\!itie'='

·.;,,t.~.):

:'l.tt= ib1.\ t. ~\;,;.}

pt.('Z.(•rt.

t .t..( . )

.:.:.ft!,' categorii~ti~n)

!·~·~· C1:n,: ., 1J.!-t.\ ,:'.ll~., o!\ (. ,:,,t~.gci~.,.

13. El:1'.:::.entli:1i, in,jr._1i,j u,:il.in9 ,:_ tr.. ,!.r:.u., .1 ,:.£
1~. At,~:1.ract cat.e!~Ctr1r ( 1no.:: t.. 1:., c. .!t.t.-:: g,.:,i:-ic:i.1
1:,. ldeoiooicel an,j t,elie1 reiererice::..

I

12. Ac1.t.1,:1i grou~, rnernber·~:l'llp

:,; . Student. r ole
9. F'cilit1col aiiii1at10r: .
11.:-0. Social St.:il.u,,
11. Territ.orialit1~ Mid Cii.i:::en'.::h1p

Occt,pat1on,:1 l role ·:,,,:. ,.l ,·) :,,:,;, :.;:,'" t·:·

r:,. 1<ir:,,h1 ~' role .:,

f . c:. At:inr·ac:. tdent.iiicat1on ,,

!

4. F'.,sci cil or Nat 10n,:11 Heri t :19E:,. F:el1q1ou~, cateqon~:,:it 10r,
E; F:ole '.: ~n,j 1·1ernt,e;:,:, hrn ~.

3. Norm·

l . Se}-;
:2. Age

I A. Ascribed chen,cteristics I

C11tegori es and At tributes for Twenty St11tement Test 11f ter Gordon

Intell.1gc.nt , cru.tive sl:illful, low in ability,~ood at

Tcywg to gc~ Mc.ad,

(at,r.ibut.1ve )

PrJ.c.ndly, ta.ir, nice, shy , introverted , affable,

reliable,trustworthy, responsible,

self-respecting, sinner , bad, good, hones-,

person , ( mostly a.ttr.Lbut.1ve )

I n h,,rm.ony or mu:c.d up, am.bivo.lc.nt, a whole

Happy
cra.ty", dc.prc.sscC ,

ropula r , respected, well 1.1.ked,well thought

e responses .

29 . Immediate si luationa l references .

till mg

ill

late for an a.ppomtmc.nt . etc .

lfUngcy , bored, tired,

a torn.,

of and received, loved and accepted . ( a.ttr.Lbut.1ve)

28 . Judgements imputed to others

[~H External References . j

obj ec t.1ve, optimistic, etc . (Usually attribut.1v1:. m adJ c.ct.1ves )

lonely, curious, ca.lll"., wanting s omeone to love,

11

How the pccson typically think s and fer.ls
sad, moody, daydreamer, il."\ love.,

27 . Psychic style, personality .

hard . to get along wiU, , atfectionate, cool, warm, e,,trove=t.

26 . Interpersonal Style .

I G. Personal Characteristic s j

25 . Sense of Moral VJorth .

24 . Sense of Uni ly

30 . Uncoda

ML!Jit.1ous, r.\a.kl..ng own

dtc.1~1on~, or ~cgat1ons ot thc~c. ~clt-startcr(allwoy~ attr.lhutivc)

23 . Self-Determination

vanous activities, makes r.ustakes etc . (primarily attributive)

22 . Competence .

I F. Major senses of the~SefC~]
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Figure 1. Configuration of content categories; self-conceptions in the "Who Am I?"
responses. (est)
estimated from sample of protocols after later change in
Los Angeles City College (N = 265).
coding procedures. Solid circle
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Harvard-Radcliffe (N
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28. Judgments imputed to others
29. Immediate situation references
30. Uncodable responses

H. External References

2 7. Psychic style, personality

25. Moral worth
1 G. Personal Characteristics
26. Interpersonal style

24. Unity

23. Self-determinat1cn

22 . Competence

6 F. Ma1or Senses of Self

21. Physical, body image

20. Possess1cns. re~ources

E. Material References

19. Other act1v1ties

18. Artistic act1vit1es

17. Intellectual concerns (est)
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;- D. Interests and Ac:1v1t1es
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12 . Actual grouo m embership

11. Territoriality. citizenship

10. Social status

9. Political a(iil1ation

8. Student role (est)

7. Occupational role (est)

6. Kinship roles

L 8. Roles and Memberships

5. Religious categorization

4. Racial or national heritage

2. Age
3. Name

l. Se,
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Appendix E.
Information pertainine to EOMEIS

(1979)

J., & Fitch, S.A.

Adams, G.R . , Shea,

Adams, G.R., Ryan,
J.H., Hoffman, J.J.,
Dobson, W.R. &
Nielsen, E. (1985)

Adams, G.R. &
Montemayor, R.
( 1987)

Sample : 82 female 10th and 12th graders;
OMEIS version .

Adams, G.R. & Jones,
R. (1983)

Te st -Retes t : Corr elations of subscales
ranged from . 71 to .93 .

Samole : 80 coll eg e students; OMEIS
version.

Study 4

Internal Consistency : Correlations of
identity subscales ranged from .67 to
. 76 .

~

Samole : 48 college freshmen; OMEIS
version .

Internal Consistency: Correlations of
subscales ranged from .69 to .36 .

Sample : 138 college students; EOMEIS-1
version.

Internal Consistency: Cronbach alphas of
the subscales for three consecutive years
showed the following ranges: Diffusion
. 59 to .73, Foreclosure . 81 to .86,
Moratorium . 70 to . 77, and Achieved .84
to .89 .

Sample: 70 college freshmen; OMEIS
version.

Internal Consistency: Correlations of
interpersonal and ideological subscales
were . 75 or higher.

Sample Test Version and Findings

ESTIMATES OF RELIABILITY

Bennion, L. D. (1988)

Grotevant, H.O. &
Adams, G.R. (1984)

Craig-Bray, L. &
Adams, G.R. (1986)

Carlson, D.L. (1986)

Bennion, L.D. &
Adams, G. R. (1986)

lnterna 1
for total diffusion
.81; moratorium,
. 76 with a mean of

2
Internal Consistency : Cronbach alphas of
the interpersonal and ideological
subscales ranged from .37 to . 77 .
Correlations of total identity score with
subscales were . 42 to .82. Correlations
of interpersonal and ideological scores
with total identity scores ranged from
.78 to .92 . Correlations comparing
interpersonal with corresponding
ideological subscales ranged from .37 to
. 68.

Study 1 and

Sample: 317 Utah college students and 274
Texas college students; EOMEIS-1 version.

Internal Consistency: Correlations of
interpersonal and ideological subscales
ranged from . 41 to .74 .

Sample: 23 male and 25 female college
student s; EOMEIS-l version.

. 77 .

I nterna 1 Consistency:
consistency estimates
were .69; foreclosure,
. 66; and achievement,

Samel e: 162 college students, EOM-E IS .

Internal Co nsi stency : Cronbach al phas
ranged from .62 to . 75 on the ideologi cal
subscales and .58 to .80 on the
interpe r sona l subscales .

Samel e: 106 college students; EOME IS- 2
version .

Internal Consistency: Alphas ranged from
.53 to .73 with a mean of . 61 for the
ideological subscales and from . 52 to . 80
with a mean of .54 for the interpersonal
subscales.

Sampl e: 60 s ixteen- year-olds, EOM- EIS- 2
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Appendix F.
Information pertainin2 to ICM Scales.
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1.2X

l:11-1>111 .

.711

._q

.01
.70

.X•J
.91

.<,5'

.XX'

/' level

ANll

(sec Table 2).
Ahilily x £'.f.lc,r/. The differential p;1ttcrns l'or lhc lwll grnups arc similar
to those of the iucnlily item, .58 anti 0. respe c tively. and the dillcre11cc
between them is signilicanl.
/:,'xp. £'.HI/II x £'./.l<>rl. The expected examination grade is an indication
of the subject's self-appraisal with respect to a cont.:rete perl'ormance.
thus serves as a cont.:rcle abilil}' index. In this light. we would expect
a pattern of correlations resembling those just repurted. :111d indeed. this
is the case (sec Table 2).
/cl c11ti1v x ahilily . Althou gh the co ncrclc ability item i11 thi s s tudy did

item anti the effort expenditure item. anti in an:ord with the hypothesis.
the itlcntity-ccntcrctl group shows a high positive currdalilln (r = .5,1).
while the corresponding value for the 1H111-itlentity-ccntcrctl group is
practically zero (r = .09). The difference between these values is sig11ilicant

Corrc/(llio11.t ll'ill1i11 Gro1111.1·
lcle111i1y x l:'.f.li11·1. Table 2 lists lhc t.:llrrclatillns hclwccn lite idenlily

studies reported .

because a tlifferem:c helwecn cllorl 111eans 1s nut round in lhc other

' A high score rcprcscnls a high grade.

11 .55

2.,11

h.5X
I .'IX

,..~.,

h. 11
1.4.l

lTllh:n:d
N ~ .\X

1,knlil)'

'1.2X

(1.15
1..\.\

' I' levels for mean JilTcrcnccs slcm from t lc~l s .
: I' levels for variance dilh:rcnccs slcm l'rom /-' lc sls.

/II
SIJ

'
'
exan11na11on

Ex peeled

SIJ

M

Elforl

Sn

,\/

,\hilily

SI>

Al

lde111i1y

I

___ ---------------·-- ·-----

Non -idcnlily·
ccnlcn:,1
N = 47

TAIII.E I
S1u111· I: MEANS ANll S1AN1>AR1> D1:v1A11t1Ns 10K h>l' NIIIY. A111111\' ,
Exl'IT IH> l'. XAMINAIION

Variable

,14

,<,(

.54
.5(,
.5H
.59

.10

JH

Tiii,

l

2.70

2.(,5

2.92

.\ .05

2.HI
2.2<>

score'

Two GRUUl'S

--

<. 005
<. 0.\
< .001
<. 1105
< .01
<. 01

I' level

45

The primary difference bclwecn this study anu the previous one lies
in the nature ur the subject's performance . Whereas in the firsl sludy
lhe performance was a rather ongoing. univcrsity-stutlics -rclatctl sci of

01·cn·icll'

STUDY 2

not refer explicitly to the individual tasks associatcu with the business/economics m;~jor, the use of the term "ability" implies a lask
orientation, in comparison with the pcrson-rclalcu term, "manager/economisl." According lo the hypothesis, the conncclion between
lhose two altcrnalivc fonnulalions shoulu be especially high among idcntilyccnlered subjects, who should be more prcpareu to view specific abilities
as pcrlinenl lo the global identity. Table 2 shows this lo be the case.
lclcntity x t'Xf> . e.\'(1111. The same reasoning basic to lhc idcnlity x
ability corrcl.1tions applies here, and as shown in the table, the pallcrns
arc also similar. One also secs a parallel pallern regaruing the correlations
between ability ;111d exp. exam.
1\hility x c.rJI. cxam. As the reader can sec. the s:1111c pal tern or results
can be obtained when !hose two ilems arc corrclalcd: A .07 correlation
rcsulls in the non -iucntity-cenlcrcd group, and a strong correlation is
found in the idcnlity-ccntcred group.
(;Johal intemal co11.Yistc11()'. A somewhat more general mcthou of looking
at these inner consislcncics is through Cronbach's alpha. Consistent with
the d:1ta pallerns just reporlcd, lhc alpha for the non-idcntity-ccnlcrcd
group is .31. whereas it is .87 for lhc idcnlily-ccntcrcu group.

' The N varies hclwecn 4.~ and 47 for lhe nun-idcnlily -ccnlereu group :11HJ hclween 37
and .\K fur lhe idcnlily-cenlcred group because of incomplclely answered qucslionnaires .
' The l scores arc for lhe differences between correlalions.
' Exp. E}(alll = expecleu grade for cumulalive studies. A high score reprcscnls a high
grade.

.09

.50
.09
- .07
.110
.07

N

=

47'

=

N

------

Correla I ion
- -· . --· -·--- ·-·· . --· ··-Iden I ii y x ahilil y
ldc111i1y x effol'I
ldc111i1y x exp. e}(a111'
Ahilily x cllurl
1\hilil}' x exp . exam
Ellt11·1 x exp. exam

hlc111i1y
ccnlercd

Nu11-i1lc111i1.ycenlcrl·d

TABLE 2
Srum· I: l'EAKSUN CoKREI.ATIONS SEl'ARATEI.V FUR

TIIE IDENTITY-El'l'Olff CONNECTION

Appendix G.
Selected TST response protocols from student teache1
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