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Abstract

Steering one’s own course by mastering own dessimyne of the powerful theorems often used to nativ
individuals’ power to elating their future. Acaden@nd career preparedness among undergraduatentstire
the twenty-first century is strengthened by studeos$sible selves. While the American educationdiuoe
upholds this concept in higher education institugio ethnic marginalization may explain why African
undergraduate students in the United States haneed individual choice and control. The purposehid study
was to investigate the degree of student possi#iles among undergraduate students in the UnitagStvith
attribution to their academic and career futureisTstudy was undertaken using descriptive and pialti
regression methods in the Spring Semester of 20 study involved undergraduate students regidtierany

of the semesters in the Spring semester, 2007 tangdar 2006. They had to be African students With
parents having been born in Africa and have angliess to participate in the study. Data was apdlysing
the Statistical Product and Service Solutions (SR&S3sion 12.0. The found out that during the middthool
years, students and teachers in the United Stateiséd on performance goals and less on mastely thaa in
other years, however, the case was not the saméffiman students enrolled in college. This studforms
educators and policy makers about African undengates in USA whose minority status may affect their
achievement in school and stereotypically may grolwpm into one of the marked identities that elicit
vulnerability to academic under-achievement. Sclaglohission administrators and officials need tadgnizant

of the motivators and future beliefs of the studethtey admit. It would help in providing the suppand
counseling required as the students move alongahdemic and acculturation trajectory in the UnB¢ates.
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1. Introduction
Possible selves increase motivation by having stisdexamine and think about their future goalsdding so,
students describe their hoped-for possible selggected possible selves, and feared possiblessebiting
goals, creating plans, and working towards thearctieve future careers.

Of the nearly 38 million people classified by thaitdd States Census Bureau Black, African American,
approximately one million are African born (Eis2805). Although there are a significant number @fican

immigrants in the United States, there is littleag@rch literature about African immigration to theited States;
especially when compared to the research literaabait European, Asian and Hispanic immigrationthi@
available literature, the majority is comprisedaafse studies on the causes for migrating, demoigisjaimd
social conditions of the immigrants in America (Bara, 2005), and little has been written aboutetiecation
of African immigrants in the United States (Traér&lcock, 2003).

This difference is important because academic aehient is associated with employment opportunities
(Muslow & Murry, 1996). Educated individuals staadbetter chance in competing in today's job market.
African born residents in the United States ardlgig@ducated (Butcher, 1995), urbanized, and haneads the
highest per capita incomes of any immigrant grdupee quarters have some college experience anthdoer

has an advanced degree (Speer, 1994). These figuegs surpass the figures for African Americanseseh
academic differences have been shown to depictferatice in earnings. For example, the median irecéon
African immigrants is over $40,000 per year comgate about $20,000 per year for African Americans
(Rodriguez, 2003).

Given these socio-cultural differences, it is sisipg that African-Americans and African Immigramsntinue
to be grouped together. Even more surprising, heweis the general dearth of research about African
immigrants in general. There is a substantial meselbase about European, Asian, Hispanic and eegibli2an
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immigrants ( Park, 1998; Zhou & Kim, 2001), whildrisan immigrants have been overlooked in resedrtle.
existing research about African immigrants hasnprily, focused on economics (Kallerberg & Griffit988),
leaving a disproportionately low volume of work education although most of these immigrants comthédo
United States to pursue education.

1.1. Literature Underpinning

1.1.1 The Sdf and Identity

The Self, according to James (1890), can be defasethe sum total of what one can call his/hersi Bad
Ryan (1991) saw two features that characterizeséiifein empirical psychology. First, the self isedlection of
social evaluations. Second, the self is concemedlas a set of cognitive appraisals and schemas.

Self-schemas are organized networks of informadimh cognitive representations about ourselvesampthsent.
They originate from our past experiences, feedtfiaok others, and physical objects that we use. Thelude
our self-concept: one’s perceptions, attitudes fe®lings about him or herself (Marshall, 1993) a®d of
beliefs about the kind of person we believe oueslo be. Self-schemas are also domain specifidri¢i &
Schunk, 2002), and enable the prediction of fuhelkavior in that domain (Markwet al, 1982). Students with
high self-schema in a domain have higher aspiration, and expectations of, future success (Ecdl@83).
This leads to higher task goals and educationaleaement than students with lower self-beliefs éReg &
Cheong, 2003).

The presence of a schema for a behavior is critic&iture participation in a domain of pursuit.salf-schema
can serve as the foundation for possible selveausecself-schemas create future expectations,atisps
(Cross & Markus, 1994) and conceptions of the belfuture states (McElwee & Dunning, 2005). Possibl
selves are aspects of the self-system directlyte@léo behavioral change. Abrams and Aguilar (20@$5hg
Stein and Markus’s (1996) behavior and self-conadmnge framework, while examining adolescent male
offenders hoped for and feared selves, analyzgmbnsgs from a questionnaire on their treatmentrésqees in
the correctional facility. Using Stein and Mark$996) behavior and self-concept change framewlbkams
and Aguilar (2005) examined hoped for and feardeeseof adolescent male offenders in correctioaailities
by analyzing their treatment experiences in coiveel facilities They found that almost all the men had
strategies of achieving their possible selvess itdnceivable that possible selves can offer aulpefspective
for understanding academic performance and framevaoreducational relationships and learning (Ogsaan,
2006).

Some theorists have used other terminologies ttucagimilar conceptions of the temporal aspectsetff For
instance, Gjeme (1983) defines temporal orientati®@an individual’'s predominant tendency to foctisrgion
on either the past, present, or future. He sugdestat future time orientation produces academitcess.
Raynor and Entin (1983) also posited that people are future oriented are more likely to have higaeels of
achievement motivation.

The temporal dimension helps distinguish betweenghst, present, and future selves. Future orientdias
been defined as a collection of schemata or ag#uzhsed on previous experiences that interactiméiming
information from the individual's environment torfo expectations of the future (Nurmi, 1m 991 m)ogely
related with the temporal orientation construdhis Construal level theory (CLT). The CLT, accoglin Trope
and Liberman (2003), propose that temporal distamesmges people’s responses to future events mgoig
the way people mentally represent those events giéeter the temporal distance, the more likelyements to
be represented in terms of a few abstract feattlvas convey the perceived essence of events (kiggtl-|
construals) rather than in terms of more concretkiacidental details of the events (low-level domsls).

Other theorists have used “time perspective” agp of looking at time orientation (see Carstlendssacowitz
& Charles, 1999;). Lens and Moreas (1994) defirmee perspective as the past, present, and futone that is
part of an individual's psychological life spacedahe degree to which and the way in which th@mblogical
future is integrated in the present life space.ifTtesearch indicates that this future time perSpedas a high
motivational significance; it originates in motii@ial processes and it affects goal oriented sigivi

Some theorists have argued that there is a cogratid a dynamic aspect of FTP (Future Time PerispgcDe
Volder and Lens (1982) intimated that the cognitaspect of FTP makes it possible to anticipatentioee
distant future; to dispose of longer time intenialsvhich one can situate motivational goals, plamsl projects,
and to direct present action toward goals in theenaistant future. The dynamic aspect involvesibsg high
valence to goals, even if these goals can onlyhehed in the distant future.
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Focusing on the future has, consistently, beenddorfoster human motivation. Van Casten, Lens, ldottin
(1987) posited that enhancing a student’s futursgeetive would increase their motivation to stadyy when
they had a positive outlook on their future, butudoactually decrease school motivation when thag h
negative outlook. De Volder and Lens (1982) foundbasitive correlation between "Ligrade students’
motivation and length of FTP. They also found aitpascorrelation between the length of FTP andcipéted
value of goals, the perceived instrumentality afdgtbehavior to reach future goals and hence tbdyat of
value and instrumentality. Conversely, fearing wfadliure might cause one to become can act as atineg
student motivator. Future conception perspectiVate self-assume that people’s conceptions ofuhee act
as motivators. For example, they assume that stsideonceptions of the future have a real and §igamt
influence on their beliefs and motivation to le#at, in turn, affects their achievement positivélgcordingly,
a future time perspective influences one’s attisuddout and goals towards academic tasks (Kaufféaan
Husman, 2004).

The possible selves construct was used for theviiig reasons: (1) it is relevant to young peopleo spend a
lot of time contemplating what the future mightdhdbr them (Lobestinet al. (2001), (2) it does not limit the
individual to rating the self only in the tradit@nmasculine, feminine or other preconceived dosa) it has
been found useful for assessing self-concept dwittdescence, the developmental stage when satepbrs at

its most differentiated stage (4) it allows adodsds to name as many different possible selveseaseevant
(Marsh, Byrne, & Shavelson, 1992) (5) research thasionstrated that it is a strong predictor of sthoo
persistence and academic success (Oyserman, GAge& 1995; Oyserman & Markus, 1990) (6) it haals
been used cross-culturally with success (Oyseriarrjson & Bybee, 2001).

1.1.2 Future Self Conceptions and Goal Orientation

Goals refer to “potentially accessible, consciongnitive representations” (Pintrich, 2000a, p. 494)ey are an
important aspect of human functioning (Brunste®93). Numerous researchers have proposed that@mstept
is at the center of nearly all cognitive processimguding goal formation, motivation and behavi@&argh,

Gollwitzer, Lee Chai, Barndollar, & Trotschel, 2001 According to Locke and Latham (2002), goalfectf
performance through four mechanisms: (1) they sendirective function by directing effort and atien

toward goal relevant activities and away from goalevant activities (2) they have an energiziogdtion (3)
they affect persistence and (4) they affect aciimlirectly by leading to arousal, discovery, andise of task
relevant knowledge and strategies.

Three broad types of goals were identified by Riht(2000a) as shown in the literature: generalsgydask
specific (target) goals and achievement goals. ¢ig@als include possible selves and any otheadgpals.
Task specific goals are geared towards specificamnés. According to Pintrich (2000a) achievemerdlgio
could otherwise be referred to as goal orientation.

Goal orientation refers to the goals that are iaityi pursued by individuals while attempting tataén or
achieve a certain level of performance (Breland &nbvan, 2005). Achievement goal theory has become a
major framework in the research of students’ admeent motivation. It generally identifies two typafsgoals.

The two types of goals have been labeled diffeyethtbugh the connotation has been similar. Thelsaibelude

the following names: mastery and performance gfatses & Archer, 1988), learning and performancelgoa
(Elliott & Dweck, 1988), task-oriented and ego-otied goals (Nicholls, 1984), task-involved and éuymlved
goals (Jagacinski, 1993), intrinsic and extrinsigemations (Pintrich, 1989), and task and abilggal
orientations (Anderman & Midgley, 1997). For coteiey purposes, the mastery and performance telogiyno
will be used in this study.

Grant and Dweck (2003) identified three types afgrenance goal orientations: outcome goals thaf@caesed

on obtaining positive outcomes, ability goals the linked to validating one's ability and normatgoals that
include social comparisons. Elliot (1997) and EloChurch (1997) have further identified two typafsgoals

by dividing the performance goal, performance aan@k goals and performance approach goals. Perfoena
avoidance goals occur when students are focusedvoiding looking incompetent whereas performance-
approach goals occur when students are interestenonstrating their ability.

Pintrich (1999) further subdivided goals into fotypes: performance-avoidance, performance-approach,
mastery-approach, and mastery-avoidance. Mastqrgeaph students focus on increasing their levels of
competence by acquiring the skills that the taskeligs. Mastery- avoidance students emphasize maste
through engagement with the task with emphasisvoidang mistakes, failures or diminution of exigfiskills.

Performance-approach students emphasize the dasirdemonstrate their ability relative to others by
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outperforming them and publicly displaying theiskarelevant knowledge or skills. Performance-avoiga
students also focus on public display of competehaa on developing new knowledge or skills buheathan
seeking to best their peers, they seek to avokingancompetent or less able to handle the taskessfully.

These goals mativate current behavior to the extettpeople can link their present condition testh potential
outcomes through a set of self-representationslelatto the goal (Markus, Cross & Wurf, 1990). i\ and
detailed possible selves have been linked to acadpenformance and persistence (Leondari, Syngalli&
Kiosseloglou, 1998). When students are mastery gaehted, they engage in academic work in order to
improve their competency or for intrinsic motivatiorhese students also tend to attribute failure ok laf
effort, choose moderately challenging tasksd use deep processing and more self-reguldtiagggies (Ames,
1988; Anderman & Maehr, 1994; Pintrich & Schunkp2pUrdan, 1997). Students who set performancesgoal
tend to focus on demonstrating their abilities tws@e observers prefer less challenging tasksuaedsurface
processing (Ames, 1992; Midgley, 1993).

The addition of performance-approach as goals kas lquestioned by Brophy (2005) in some circums&nc
He argued for the phasing out of this type of gadting two reasons: 1) because of their low innkein the
natural classroom situations 2) although the doabtty research had established that performandeagogtion
was positively associated with subsequent taskopmence the relations were correlational and likelybe
epiphenomenal rather than causal.

Future orientation, identity formation and cogrgtigkills which support decision-making and intragjms
foster the development of self-determination. Blackl Deci’'s (2000) self-determination theory suggmshat
the degree to which behavior will be motivated widipend on whether the task is perceived as autoumeior
controlled. Autonomous behaviors have an internadc@ived locus of control (de Charms, 1968) while
controlled behaviors have an external locus ofrmiiRyan, 1982).

Research is replete with literature showing thati@hship between possible selves, extensionseofelf, future
time perspective/orientation and motivation. Thistivation has been known to translate to achievénren
academics and other changes of behavior. Exceptiawves, however, been found between possible sdluese

time perspective (orientation) and performance éDysn, Bybee, & Terry (2006). Their explanation virzest

improved academic performance was likely only whepossible self could plausibly be a self-regulator
other words, in situations where positive possidb/es are found and there is no improvement idlexo&s

then there is a problem of self-regulation.

The study of the relationship between self-con@amt human behavior has exhibited a divide betwheset
researchers who argue that self-concept influemotsal performance and achievement (Markus & Nurius
1986) and that achievement is influenced by seficept (Marsh, 1990). Others believe that achievéraad
self-concept are interdependent (Wigfield & Karpath 1991). Andermart al. (1999) suggested that goal
orientation and self-schema studies may inform eattier and broaden our understanding of achievement
Hoyle and Sherrill (2006), however, argued that pussible selves construct has always been linked t
motivation and behavior through the process ofmgjlilation and any attempts to see it away froengéilf-
regulation process would not work.

Goal orientation relates with possible selves bseaquossible selves have been conceptualized asnpéred
representations of goals (Markus & Ruvolo, 198%jtuFe goals and picturing oneself in the future bame a
positive or a negative motivation depending on whra¢ sees. This happens as people compare thaal act
selves and ideal selves. Nurius (1989) posited Hzsted on information-processing models of cogmitio
possible selves described self-concept as “anlagieng system of knowledge structures about thetkat is
the basis of how we store and retrieve informafimm memory”. Focusing on possible selves, accardn
Markus and Nurius (1986) is broadly seen as anrtefforelate the self-cognition to motivation. Thisturn
relates the self-cognitions to self- feelings.

Accordingly, possible selves give specific cogmtferm to our desires for mastery, power, or afitin, and to
our diffuse fears of failure and incompetence. Ehesgnitive forms from possible selves motivatelshis to
produce cognitive strategies that involve meanih@glaborative) processing (Greene, Miller, Crowsbuke&
Akey, 2004). This elaborative processing leads reatgr performance on achievement. Greetnal. (2004)
showed that student academic motivation is pogjtiugfluenced by the cognitive strategies they emgplo
guide their learning. Possible selves are, thegeftirought to influence the motivation processvio ways.
First, they provide a clear goal to strive for +hiéy are hoped for selves and to avoid if theyfeaeed for selves
(Markus & Ruvolo, 1989). They also energize indiats to pursue the actions necessary for attaittieg
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specific possible selves. Possible selves give famthdirection, specificity and imagery to an indbal's goals,
aspirations and fears. This imaging and elaboratias found to act as a positive self-constructindge to the
distance between the current state and the desirebdtate (Rossiter, 1999).

Thus, the close relationship between possible selnel goal orientation cannot be overstated. WhePadrich

and Degroot (1990, p.33) defined motivation asdecé that energizes, sustains, and directs behsoward a
goal,” Markus and Ruvolo (1989) defined possiblédvese as personalized representation of goals. They
emphasized that though motivated behavior dependse’s attributions, the referent of those attidns is the
possible self.

2. Materialsand M ethods

In the Spring Semester of 2007, the author colteetdevant information that informed this study the
academic and career future of African undergradsatéents living in the United States. The targgiyation
thus included undergraduate African students regstin any of the semesters in the Spring seme&iérv and
the year 2006.

This study was done in order to examine the passblves in relation to academic and career fudfifrican
undergraduate students in the United States. Ty stsed descriptive and multiple regression mettiodorm

of percentages, frequencies, and inferential sizgiData was analyzed using the Statistical Febdnd Service
Solutions (SPSS) Version 12.0 (SPSS, 2003). Cothingoossible selves measures were done according to
specifications by Oyserman (2004). They were measly counting the possible selves with strategras
balance between expected and feared selves asm@ysand her colleagues (2002) did. Thus, total reurob
balanced possible selves were the number of phegmected and feared possible selves that coogiosite
sides of the same issue in the same domain.

Those students without balance were coded as (Gbpoself. Possible selves with balance have beand to
have maximal motivational effectiveness (OysermaMé&rkus, 1990). Furthermore, among goal theorists t
concern for quality of motivation is higher thamtlof absolute amount of motivation (Urdan, 1997).

Data from the PALS was in three sub-categories;temasperformance-approach and performance avo&anc
goals. All items were scored on a 5-point likeralsecwith 1= not at all true and 5= very true. Res@s were
grouped according to the sub-categories. There tdfastery (MGO) items, 5 performance approach (&G
and 4 performance avoidance (AVGO) items. Scores feach sub-category were counted and their means
calculated accordingly.

The study used descriptive and hierarchical regresanalysis methods. This method helped not only i
understanding the possible selves of this groupatsd to further understand the relationships betwinhe
population’s possible selves and their goal origgona, racial ethnic identities and genders by wglitig for
their majors, length of stay and sponsorship methdtle United States. Possible Selves from thiecd data
were used as the independent variable while therdimt variables were Academic and Career futurtheof
African undergraduate students. The influence efstudents’ length of stay and sustenance in thed)States
were used as background variables and controlledHos ensuring that any of their contributioreixplaining
their academic and career future would be accouotred he level of significant was established &5)(alpha).

It was further expected that participants with mbatéanced possible selves would be more goal @tdeand
that those with less balanced possible selves waaleé more performance approach and avoidance.goals

3. Resultsand Discussions

This study sought to examine possible selves anddrigan undergraduate students living in the Unigtdtes
and establish how this was a measure for theiraanadand possible future. The study relevantlyofes
Oyserman’st al. (1995) recommendation to examine the role of pdsselves in academic achievement with
ethnic and social groups other than European anidakf Americans.

Research by Oyserman and her colleagues (1995, 2008, 2004.) found possible selves, whether tiseyd a
simple count of the number of expected or fearessipte selves or, they used balanced possiblesélyvédave
means with a wide range of possible selves fror2 €043.23. Findings from this study fall within shiange.
The range is however quite wide considering thagsjide selves are calculated on a four-point sddiere
research is needed to understand these variednsespd-or example, in a study of African Americad hatino
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students, Oysermaet al. (2002) reported a mean of 3.10 for balanced pless#lves, considerably higher than
the balanced possible selves reported in this stitdg not clear whether this discrepancy represenltural
differences or problems with the way African studestompleted the questionnaire.

3.1 Relationship between Possible Selves and Goal Orientation

To identify the relationship between possible sehsnd goal orientation, and to examine whether this
relationship varied by racial ethnic identity anehder, several hierarchical multiple regressiorlyses were
conducted. The first analysis consisted of threpsstin the first step, the possible selves cocistyas regressed
on the significant demographic variables identifiedhe previous section: length of stay in the tddiStates
and being enrolled in a four-year university. Othlg significant demographic variables were usethtcease
the power of subsequent regression analyses. @emsisith the previous regression model, resulticiaie a
significant model and both variables were signiitgaredictor variables (see Table 1).

The second step regressed possible selves balamcmoial ethnic identity constructs (Connectedness,
Embedded Achievement and Awareness of racism) andey to examine the relationship between possible
selves and the two variables: racial ethnic idgraitd gender. The results revealed no main efféds means
that the racial ethnic identity constructs and gertb not predict balanced possible selves.

The third step regressed possible selves balancéh@ngoal orientation sub-constructs of masteryl goa
orientation, performance approach goal orientadiot performance avoidance goal orientation. Thaislpeced a
significant main effect with mastery goal orientatias the only significant predictor variable ofidmeed
possible selves. This finding is inconsistent witiderman and colleagues’ (1999) findings that gmesselves
were related to performance approach goal oriemtadind not mastery goal orientation. They explaitiesir
finding by claiming that during the middle scho@ays, students and teachers in the United Stateiséd on
performance goals and less on mastery goals thathar years. These findings indicate that thisoisthe case
for African students enrolled in college.

Results indicate that the longer a Kenyan staydbarinited States the greater the number of bathpossible
selves implying enculturation into an individualissociety. The educational institution that Kenyattended
was also found to affect the number of balancedsiptes selves. In particular, attending a major arsity
significantly increased the number of balanced iptssselves. The combination of length of stay dhe
educational institution one attended would seemadch an immigrant profile that sees their timehia United
States and the place where they study as oppoesitit realize a greater number of possible selves.

In addition to the growing African immigrant poptitan, Oysermaret al. (1995) suggest that further research is
required to examine the role of possible selvescademic achievement with ethnic and social gradgpsr than
European and African Americans. Since Western iddalism is notably lacking among Africans (Ril6@92),
this study provides a markedly different contexekamining the relevance of possible selves andeani and
career future of the students to identity. The tiefeship between possible selves and goal oriemtalias
recently become prominent in scholarly works (BehnRiercy & Diversi, 2004; Oyserman, Terry & Bybee,
2006; Sanchez, Reyes & Singh, 2006; Yowell, 20@3)serman, et al. (2006) posited that possible sedwe
associated with other cognitions that relate toghssible selves implied in behaviors. They ardwe tvhen
these cognitions undermine confidence, the behsvar not sustained over time or even performed athich
leads to a reduction in the motivation for the agbiment of the possible self.
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Table 1: Summary of Hierarchical Regression Analysis for Demographic, Racial Ethnic |dentity, and
Goal Orientation Variables Predicting Possible Selves

Variable B SEB AR?
Step 1
Length of Stay in US .45 .09 .36**
Four Year University .37 14 19**
Step 2
Length of Stay in US .45 .09 .36**
Four Year University .37 14 19**
Connectedness -.04 14 -.03
Embedded Achievement .02 16 .01
Awareness of Racism -.01 .08 -.00
Gender .06 14 .03

.002
Step 3
Length of Stay in US 46 .09 37
Four Year University 40 14 21
Connectedness -14 14 -.09
Embedded Achievement .04 16 .02
Awareness of Racism .02 .08 .02
Gender .08 14 .04
Mastery Orientation A7 A7 21
Perform. Approach Orientation .06 .09 .06
Perform. Avoid. Orientation -.06 .07 -.07

.043*

Note: *p< .05; **p< .01,
Step 1R = .167,F (2,167) = 16.699) = .000
Step 2R = .168,F (6,163) = 5.492, p= .000
Step 3R = .211,F (9,160) = 4.748, p= .000

4. Conclusion

The findings of the study revealed that studenth wiore balanced possible selves tend to have higbed
orientation thus an objective academic and cangerd. It was also established that the lengthtay in the
United States and possible selves which would beative of the students’ continued enculturatiotoian
individualist society positively affects the degret balanced possible selves among African unddugriz
students in the United States. There is need focadrs to understand Black immigrants (Vickerni®99). As

242



Journal of Education and Practice www.iiste.org
ISSN 2222-1735 (Paper) ISSN 2222-288X (Online) 5-'—.!l1
\ol.8, No.26, 2017 IIS E

Rong and Brown (2002) also observe, there is a fae@search that focuses on the developmentlafband
attitudes affecting African Black immigrants’ s@lérceptions about race, ethnicity and identity, Hredreason
that some are successful and others not so suateHBsis view has policy implications. For exampiee social
workers’ discourse could be informed by this stadythat there would be a change from viewing imanitg as

an alien problem, a refugee problem and a bordeblem (Park, 2004). The research of Potocky (1997)
indicates that although there has been an emploasisultural sensitivity, social workers who work thvi
immigrants continue to ignore the need to respendsing racism and neo-assimilation ideology. Tétisdy
identifies the motivational characteristics of Afh immigrants and tests for socio-cultural diffexes across
these characteristics.

5. Recommendationsfor Future Research

This exploratory study presented a baseline farrfuitomparisons. Replication of this study inclgdautcome
variables such as GPA, school retention and gramtugaates is recommended. This would yield moredrtgnt
additional information regarding this group. Othkrture research suggestions on this group include
observational and other qualitative techniques wviould enhance the interpretation and utilitytaf findings.

A mixed approach method would allow for a more niagfiul interpretation to be assigned to the numbers
quantitative methods.

It is acknowledged that this study focuses onlyBtack African undergraduate students, a very sjmesifbset

of the population. The results of the study carbegeneralized to other races and school levelausecof its
specific focus. Although data was collected fromdsits of other countries, it was eliminated beeahsre
were too few to make reliable and valid conclusioftse sample also combined the first generationssednd
generation Kenyan groups. It is conceivable tharehwould be differences in possible selves and goa
orientations between these two groups considehiey different cultural generational environments.
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