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SUMMARY

Title: Investigating engaged and disengaged emotions a®ouilp African black and white
students
Keywords: Engaged and disengaged emotions, Componential &maApproach (CEA),

emotions, emotion theory, positive and negativetemns, students, South Africa, appraisals,

Markus and Kitayama'’s self-construal theory stétesthe way in which the self is constructed

in an individual directly influences their motivatis, cognitions and emotions. Self-construals
influence emotions primarily by their social aligam. Engaged emotions bring about

connectedness with others while disengaged emobang about social distance between

individuals. Literature’s understanding of the smihstrual of black and white South Africans

is that white individuals should display more digaged and less engaged emotions than
should black individuals. Engaged and disengagedtiens have recently been saliently

demonstrated in South Africa. However, the appligsibof Markus and Kitayama’s self-

construal theory to black and white individuals hexently been brought into question.

The purpose of this current research was to inyat&i engaged and disengaged emotion
episodes between white Afrikaans, white Englishlaladk English students (n=293). Emotion
episode questions were posed in two different casit@amely the home and the university by
applying the Componential Approach to Emosioh five-step framework analysis was utilised
to interpret the data. Log-linear analysis was cateld on the emotion episodes as imbedded
in the self-construal theory. This was done to mheitee whether engaged and disengaged
emotional differences emerge between cultural ggouptrapersonal vs. interpersonal
emotions, positive and negative emotions, as welhaee emotion components (appraisals,

action tendencies and subjective feelings) welesedi to investigate the emotional episodes.

Results indicated that engaged and disengaged @motrere salient. However, no cultural
differences in the emotion processes of student® weported. This is in contrast to the
expectations of literature that white students &hexperience more disengaged emotions and
less engaged emotions than should black studentthdfmore, context was indicated to
significantly influence the experience of engaged disengaged emotions. In this regard, the
university was closely associated with negativeajmtrsonal emotional episodes, while the



home context was associated with positive integpek emotional episodes. Post-hoc

explanations for the results include acculturadod social class similarities.

At a componential level, only appraisals saliedigplayed engaged and disengaged emotions,
while subjective feelings and action tendenciesrditi This may be due to the centrality of
appraisals in the emotion process. Implicationtb@kelf-construal similarities among students
for intervention and counselling services are dised. Primarily, focusing on cognitive based
counselling models, mitigating negative environraéitfluences and teaching students to tap

into social support networks would best-facilitatemoting student support.



OPSOMMING

Titel: Die ondersoek van betrokke en onbetrokke emosigsrduid-Afrikaanse swart en wit
studente

Sleutelwoorde:emosies, betrokke en onbetrokke emosies, sosralsies, self, positiewe en
negatiewe emosies, studente, Suid-Afrika, Emosieyganent benadering, emosie-teorie,

self-konstrueringteorie

Markus en Kitayama se self-konstueringsteoriedaebie wyse waarop die self’inindividu

gekonstrueer is, die motiverings, kognisies en ésogsn sodanige persoon direk beinvioed.
self-konstruerings beinvioed emosies primer detsbsiale verbondenheid. Betrokke emosies
bring verbondenheid met andere mee, terwyl onbkérakmosies sosiale afstand tussen
individue meebring. Die literatuur se opvatting e self-konstuerings van swart en wit Suid-
Afrikaners is dat wit individue meer onbetrokke ramder betrokke emosies behoort te toon
as wat dit die geval met swart individue behoonvéees. Betrokke en onbetrokke emosies is
onlangs opvallend in Suid-Afrika gedemonstreer.tDepasbaarheid van Markus en Kitayama

se self-konstueringsteorie is onlangs bevraagtakesen wit en swart Suid Afrikaners.

Die doel van hierdie huidige navorsing was om bedeaen onbetrokke emosie-episodes tussen
wit Afrikaanse, wit Engelse en swart Engelse stielegm=293) te ondersoek. Emosie-
episodevrae is in twee verskillende kontekste gaséamlik die huis en die universiteit aan
die hand van die Emosie-Komponent benadering. ‘fastgp raamwerk is benut om die data
te interpreteer. Log-lineére analise is op die eeepisodes uitgevoer soos ingelé in die self-
konstureeringteorie. Dit is gedoen om te bepaehudsionele verskille tussen kulturele groepe
voorkom. Intrapersoonlike vs. interpersoonlike em@®spositiewe en negatiewe emosies,
asook drie emosiekomponente (waardebepalings, ggimesd tot optrede en subjektiewe

gevoelens) is aangewend om die emosionele episedesiersoek

Resultate het aangedui dat betrokke en onbetrokiasies opvallend was. Geen kulturele
verskille in die emosieprosesse van studente & ggrapporteer nie. Dit is in teenstelling met
die verwagtinge van die literatuur dat wit stud@eier onbetrokke emosies en minder betrokke
emosies as swart student behoort te ondervindbelewens is daar aangedui dat konteks 'n

betekenisvolle invloed op die ervaar van betrokkembetrokke emosies uitoefen. Ten opsigte

Xi



hiervan is die universiteit ten nouste geassosieetr negatiewe intrapersoonlike episodes,
terwyl die huis-konteks met positiewe interpersdankemosie-episodes geassosieer is. Post-

hoc-verduidelikings vir die resultate sluit in akkwasie en sosialeklas-ooreenkoste.

Op n komponensiéle vlak het slegs waardebepalings Weireen onbetrokke emosies
opvallend vertoon, maar subjektiewe gevoelens arigdheid tot optrede het nie betrokke of
onbetrokke emosies vertoon nie. Dit kan moontlié&geskryf word aan die sentraliteit van
waardebepalings in die emosieproses. Implikasiasti& ooreenkomste in self-konstuerings
onder studente vir intervensie en voorligtingsdiensord bespreek. Deur hoofsaaklik op
kognitiefgebaseerde voorligtingsmodelle te fokus megatiewe omgewingsinvioede temper
en die studente leer om uit sosiale-netwerkbrormeptit sou die bevordering van

studenteondersteuning die beste fasiliteer.
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CHAPTER 1
INTRODUCTION



Introduction

This mini-dissertation focuses on the engaged asehdaged emotions of black and white
students in South Africa. Within this chapter, atien is given to the gap in research, the
evidence surrounding it and the implications foderstanding this gap. Furthermore, an
appropriate approach is provided for followingepsby-step method to study emotions as well

as self-construals. Lastly, a summary of this ofaistprovided.

1.1 Problem statement

Student success has massive economic implicatmrSduth Africa. Student dropouts drain
South Africa’s economy by nearly 4.5 billion Ranthaally (Statistics South Africa, 2016). In
higher education, the situation is not getting dejter. Especially since the #MustFall
movement, the higher education sector has beenadkesised by violence, unrest and
economic strain (Murris, 2016). Furthermore, the feoarket is under pressure due to a lack of
gualified students entering their respective fietidswork (McLachlan & Justice, 2009).

Students are in a difficult position at institutsaimat are already known for their levels of stress

The university setting is stressful and full of kages for students. Students in South Africa
face problems that are unique to its context. M&ayth African students face financial
difficulties, causing significant stress (Pillay cgobo, 2010). Furthermore, bursaries for
students of lower income only cover admission Gagisliving costs. Research has shown that
South African students have high levels of langaghvan Zyl & Rothmann, 2012). The

stressful environment has implications for themgts of students (Holinka, 2015).

Worldwide, student dropout levels amount to apprately 50%. In South Africa, the dropout
rates are even higher (Council on Higher Educaftoa3). More than 60% of students in South
Africa do not complete their studies (Letseka &iBre2008). For black and coloured South
African students, up to 95% of students do not detepthe studies they started off with
(Council on Higher Education, 2013). However, matag) more students has a direct positive
effect on the economy and the job market. Well-fiaming students are more employable.
Therefore, it is critical to understand studentlbathg (Olwage, 2012) and the underlying
factors that influence the wellbeing process.



Students have to cope with their environment irentd complete their studies successfully.
To assist in improving the situation, universits increasingly adopting more student support
systems (Prebblet al, 2004; Vogan, McKimm, da Silva, & Grant, 2014gdRarch has shown
that students apply emotion-focused rather thablene-solving coping strategies to enable
them to deal with stress (Brougham, Zail, Mend@&zililler, 2009). Understanding emotional
wellbeing of students is of utmost importance faeit wellbeing, especially since individuals
from different cultures approach and experienagasibns differently.

The divergent emotional experiences of culturalugsoare reflected in the self-construal

theory of Markus and Kityama (1991). Self-constsuaifer to the different manners in which

individuals define and make meaning of themselvesn themselves) in relation to others

(Cross, Gercek-Swing, & Hardin, 2011). Markus aratagama (1991) distinguish two types

of self-construal, namely independent and interddpet. Each self-construal type influences
an individual’s cognitive, emotional, and motivaitad processes. According to their theory,
exposure to either Western or non-Western cultiosters independent or interdependent self-
construal and further influences how people thiek|, and what motivates them (Markus &

Kitayama, 1991).

To illustrate the differences between the two typieself-construal, their motivational process
can be explained as follows: with independent selfstrual, the self is seen as a bounded
entity. That is, seeing oneself as distinct froimeotpeople. With independent self-construal,
personal accomplishments rank as the primary ntotivaf the self. Conversely, with
interdependent self-construal, the self consistiésgposition of relationships with regard to
others in the group. Self-achievement is synonymwitk group achievement. With an
Interdependent self-construal, harmony is the mynmaotivator of the self (Taras, Steel, &
Kirkman, 2012). Markus and Kitayama (1991) maintdiat the cognitions, motivations, and

emotion processes of all individuals are affectgdheir self-construal.

Importantly, self-construal influences and predietsotion processes (Markus & Kitayama,
1991). Independent and interdependent self-coridtanve been strongly linked to disengaged
and engaged emotions respectively (Basatbal, 2002; Kitayama, Markus, & Kurokawa,

2000; Marian & Kaushanskaya, 2004). Engaged arehdsged emotions are either directed

at, or create distance from, social bonding. Endaggaotions bring about connectedness to
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others. Feelings such as love and joy are exangbleagaged emotions, as it bonds people.
Engaged emotions affirm an interdependent selftcoals Disengaged emotions bring about
a separateness or autonomy of the individual. kamgle, feelings such as shame and pride
bring about a separation between the person astial context. Disengaged emotions affirm
an independent view of self (Kitayama, MesquitaK&rasawa, 2006). It is expected that
people from individualistic cultures should expade more disengaged emotions, as their
primary motivators are self-orientated. Converspbgple from collectivistic cultures should
experience more engaged emotions since the primatiyator is other-orientated. This theory
is supported by literature (Kitayaned al, 2000; Kitayamaet al, 2006; Matsumoto, Yoo, &
Nakagawa, 2008; Stoeber, Kobori, & Tanno, 2013).

The self-construal theory also has applicatiomen$outh African context. Cultural groups are
directly influenced by their history. White Afrikars are of western European descent, and are
renowned for their pursuit of civil liberty (Kaplag014). Throughout history, the majority of
Afrikaners have been theologically grounded in &stantism, which affirms that every aspect
of life is both a gift from God and worship to Gdthe development of Protestantism brought
about a sense of responsibility for one’s actigkisu{of, 2015; Barker, 2008). These factors
have been closely associated with and attributethéoforming of an independent self-
construction (Cohen & Hill, 2007; Sampson, 2000).

Black South African groups have been shown to dispiterdependent self-construlafon

& Louw, 2000).The concepUbunty which is a belief that a human being is a humaind
because of other human beings, is central to theraliconstruction of black groups in South
Africa (Broodryk, 2007; Mkhize, 2008). Culturallglack groups see themselves as bound to
one another, and that they are responsible foramo¢her. Research conducted by Valchev,
van de Vijver, Nel, Rothmann and Meiring (2013)ridwhite and black South African groups
to fall within the opposite ends of the Individsai—Collectivism continuum. White groups
reported an individualist view of self, and blaaglogps a collectivist view of self. The study
also found that Indian and Coloured populationsgmé an intermediate placement on the

Individualism—Collectivism continuum (Sampson, 2D00

Crosset al (2011) explain that “...the connection between petelent self-construal and
individualism and between Interdependent self-coasiand collectivism is clear, so clear in

fact, that it can be difficult to distinguish bewve self-construal and individualism—
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collectivism” (p. 2). This corresponds with whatt&@@aand Louw (2000) found, namely that

white students reported more independent self-gesunrs, while black students reported more
interdependent self-descriptions. Thus, from liene, it is expected that black South Africans
should display more engaged emotions, and whitéhSaisicans more disengaged emotions.
The concept mgagedand disengaged emotions an under-researched field, but it may be
critical to the emotional wellbeing of studentglifferent cultural groups. In order to be capable

of undertaking such a task, an appropriate emdtibeary is required.

Studying emotions can be a daunting task (Sch20€5). Research on emotions leaves a vast
range of meaning and models that aim at explaipargs or contradicting parts of emotions.
The only model that holistically measures emotisnge Componential Emotion Approach
(CEA) (Scherer, 2013). The CEA is based on the Gomaptial Process Model (Scherer, 2009).
According to the CEA, emotions are viewed as preegghat are triggered by events which
are relevant to a person’s goals and needs (Fen&i8cherer, 2013). The CEA comprises
interplay between five major emotion componentsyelg appraisal, action tendency, bodily
reaction, expression, and subjective feeling (Sah&001). The unique interplay between
these components leads to the emotions a persariexpes. With this method of studying
emotions, the meaning of terms can be identifiethlbgstigating each of the components of
the CEA. This is due to the notion that meaningusdt on a profile of features (Scherer &
Fontaine, 2013c). The CEA has been studied withs&®mples from 30 countries in 25
languages and has shown to be universally consi€seherer & Fontaine, 2013c). Asking
participants about emotion episodes and by breaktiegquestions down to the different
emotion components of the CEA will provide a megfuhground for evaluating the emotion
type by looking at the unique interplay of compadsen

Although the theoretical groundwork of emotions ayges of self-construal has been
established, a recent study by Kgantsi, Fontaind, 'emane (2015) has shown that South
African students reported emotions that are incoggr with the predictions of Markus and
Kitayama (1991). Participants rated the frequerfogxperience of a set of 55 emotion terms
that that represents the emotion domain in diffecemtexts. Kgantset al (2015) indicated
that although engaged and disengaged emotionalgrtsSouth African students reported no
cultural differences between the engaged and daggtyemotions between different groups.
Thus, white students did not experience more deged, and less engaged emotions than

black students. This is in direct contrast to prasiliterature and the established understanding
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of different cultural groups in South Africa (Coh&nHill, 2007; Eaton & Louw, 2000;
Valchevet al, 2013).

Studying engaged and disengaged emotions in ligatotion episodes requires parameters
in which to work.Firstly, engaged emotions are necessarily interpersonaénsen (1999)

described intrapersonal emotions as the emotiorpoasnts that are experienced internally,
and interpersonal emotion episodes those comportleatsare expressive towards others.
Secondlyemotions should be studied in an episodic, hollstinner so as to infer the meaning
of emotion (Mulligan & Scherer, 2012). By investigag emotions holistically as an episode,
it is possible to gain insight into the emotionteml salience, whether it is interpersonal or

intrapersonal.

Thirdly engaged and disengaged emotions are always staldiegside positive and negative
emotions (Kitayamat al, 2000; Kitayamaet al., 2006). Positive emotions are more common
with interpersonal self-construal and less commadah imdependent self-construal (Kitayama
et al, 2006). The prevalence of positive and negatiweten episodes are also associated with
cultural differences, which can be expected in Bédtica. Finally the study by Kgantsit al.,
(2015) found that context differences emerged imseof engaged and disengaged emotions.
The university setting was associated with diseagdagmotions and the home context
associated with engaged emotions.

In light of the above, the wellbeing and successstoidents are of importance both to
universities, the economy and the direct employtgtbdf students. Furthermore, the self-
construal theory is very well-established world-evlalit has been brought into question within
the South African context. Thus, investigating émgaged and disengaged emotions between
different cultural groups would contribute to thexderstanding of students’ emotion
experiences in different cultural groups. This egsk study will revisit the findings of Kgantsi

et al. (2015) by investigating engaged and disengagemtiens in light of the Componential
Emotion Approach. This study will allow studentset@ress their emotion experiences in their
own words as a whole episode. Similarities andediffices in the engaged and disengaged
emotion episodes of students from different groaps analysed at a global as well as a
componential level. Furthermore, subtle culturahmzes in the emotion episodes of students

can be investigated.



This research study’s methodology employs thregndisadvantages over that of Kgandsi

al. (2015).Firstly, self-construals influence emotions (Markus & Kéea, 1991). By asking
participants to describe a whole emotion episodautih the CEA, it is possible to determine
not only what emotions are experienced, but alse they are interpreted by the person. As
an example, the experience of pride will be intetgd by an individual with an independent
self-construal as distinguishing between the sedf athers, while for an individual with an
interdependent self-construal, pride will be intetpd as being proud of someone around the
self. Consequently, the self-construal can be imyat®d along with the emotion’s social
salience, because the global meaning is not losthé study of Kgantset al (2015), self-

construals of different cultural groups were inéerby literature.

Secondly one of major critiques against cross-culturakaesh is that it enforces a usually
western view of psychology on other contexts (Eadestwood, 2009). Oftentimes, methods
and theories are simply translated and appliedffardnt contexts. In the case of Kgangsi

al. (2015)the emotion domain was applied to the South Africantext. However, since the
participants did not express emotions in their ¢&ms, researchers cannot take into account
complex cultural and linguistic subtleties that eges in every culture (Fontaine, Poortinga,
Delbeke, & Schwartz, 2008). In this study, studearts free to indicate emotion episodes in
their own words. The Componential Emotion Approaels been validated internationally in
over 30 countries and 25 languages (Fontaine, 2&t3jlents can also answer the open-ended
guestions in their home language, allowing for @edpeedom of expression. Furthermore,
cultural nuances in the emotion episodes of stgdesut be investigated at both a global and
componential levelThirdly, the data is used transformatively through a mixedhod
approach to research, as discussed in depth indattions of this chapter. Thus it can be
understood that this research study clearly idestiivhether the emotions experienced are
engaging or disengaging, along with group simikesior differences and bypasses limitations

of working with only qualitative or quantitative t@a



1.2 Research questions

This research study is guided by the following aeslke questions:

1. How are self-construals, emotions, engaged andngiisged emotions, positive and
negative emotion and students in South Africa cptuadised according to literature?

2. How prevalent are intrapersonal and interpersomabt®n episodes in a sample of
university students?

3. Do cultural groups and context have an effect arapersonal and interpersonal emotion
episodes?

4. Are there differences in the prevalence of posiawel negative emotion episodes in a
sample of university students?

5. Do cultural groups, context, intrapersonal andrpgesonal emotions have an effect on
positive and negative emotion experiences in a gaofpuniversity students?

6. Do cultural groups and context have an effect ositme and negative emotions
components in a sample of university students?

7. Are engaged and disengaged emotions salient ierttigion components in a sample of
university students?

8. Do context and cultural groups and positive andcatieg emotion episodes have an effect
on engaged and disengaged emotion componentaim@es of university students?

9. What recommendations can be made for future relseand practice?

1.3 Contributions

1.3.1 Contribution for the Individual

The researcher is of opinion that this study magpde the understanding of fundamental
differences and similarities in emotion processasrgg students in South Africa. Insight into

how self is construed and its implications for $o#frican students can have a direct impact

on the motivations, cognitions and emotions ofvidlials around a person.

1.3.2 Contribution for the field of Industrial Psychology

Although the primary focus of the research is cmgtural in nature, the study has direct
implications for the field of Industrial and Orgaational Psychology. This study firstly aims
at confirming previous research which stands intrest to the mainstream understanding of



the self and secondly, at adding to literature byestigating possible salient cultural
phenomena in the South African context. Furthermaouttural similarities and differences in
the self-construals of individuals should be inekdy linked to research on motivation,
cognition and emotion processes of individualsont8 Africa.

1.3.3 Contribution to the Literature

Insights are provided into self-construal and eortiin South Africa. Specifically, the two
types of self-construal of South African students mvestigated alongside the influence
thereof on emotion episodes. The CEA provides ans&ainvestigate the emotion processes
at both a global and componential level to invegggcultural differences and similarities in

students’ emotion experiences.

1.4 Research objectives

The research objectives are divided into a gerdgjaictive and specific objectives.

1.4.1 General objective

The general objective of this research is to ingest the applicability of Markus and
Kitayama’s (1991) self-construal theory in the $o@éffrican context by investigating the
engaged and disengaged emotion episodes of blacklaite South African students.

1.4.2 Specific objectives

* To conceptualise self-construals, emotions, engagddlisengaged emotions, positive
and negative emotion in South African studentspeling to literature.

* To determine the prevalence of intrapersonal atetpersonal emotion episodes in a
sample of university students.

» To determine the effect of cultural groups and ernhton intrapersonal and
interpersonal emotion episodes in a sample of wsityestudents.

* To determine the prevalence of positive and negamotion episodes in a sample of
university students.

* To determine the effect of cultural groups, contéxtrapersonal and interpersonal
emotion episodes on positive and negative emopmsodes in a sample of university

students.



* To determine the effect of cultural group and cenhts positive and negative emotion
components in a sample of university students.

» To determine the prevalence of engaged and disedgamgotion components in a
sample of university students.

 To determine the effect of context and culturalup® and positive and negative
emotion episodes on engaged and disengaged enwmioponents in a sample of
university students.

* To make recommendations for future research antipea

1.5 Research design

1.5.1 Research approach

This research study utilises a sequential mixedhateapproach (Greene, Caracelli, & Graham,
1989). The sequential mixed method approach erdppsoaching the research sequentially,
employing both qualitative and quantitative apploathis research is conducted in two
phases. In the first phase, qualitative emotiosag®es at university and at home are explored
by open-ended questions, assisting the participantseflecting on their own unique
experiences. A cross-sectional design is usedttorothis data. De Vost al (2011) describe

a cross-sectional design as a method by meansichamumber of people are surveyed during

one point in time.

In the second phase these qualitative descript{enstion episodes) are coded into an
analytical framework. An analytical framework isodust, step-by-step framework that allows
studying qualitative data in light of either qualive, quantitative or mixed-methods (Gale,
Heath, Cameron, Rashid, & Redwood, 2013). This gatiee way for the data to be
guantitatively analysed in phase two. This pradée accordance with the design as described
by Greeneet al (1989) in which data from the qualitative phaseused to develop the
guantitative phase. This also fits the argumei@reswell (2009) that the quantitative phase is
used to facilitate the interpretation of the quaivte findings. A framework analysis
methodology is employed to sequence the data asalyscess. This guides the process by
investigating emotion episodes according to thetag theory of engaged and disengaged

emotions. The framework analysis methodology ie@&at in its epistemology, and borrows

10



from different traditions within the field of sotiacience such as grounded theory and

phenomenology (Mertens, 2014; Richie, Spencer, &dnor, 2003).

Ontologically, the framework analysis methodologglosely aligned to subtle realism (Snape
& Spencer, 2003). Hammersley and Atkinson (1995)ceptualises the subtle realism
paradigm as that the social world’s existence @ependent of the individual, however, it is
accessible in qualitative research through pasditi@ interpretations (Hammersley, 2002).
Emotions are deeply internal phenomena (Scherdd1)20Vith engaged and disengaged
emotions involving the outside world, the framewariethodology is able to accurately
investigate the complex and dynamic world withid anound the participant through its robust

and systematic approach (Galeal, 2013).

1.5.2 Research strategy

The 293 home and 293 university emotion episod&6 @motion episodes in total) are
employed as multiple qualitative cases to develop dnalytical framework. Prior to data
collection, students are given a presentation bgnaef which the purpose of the research is
explained. Students are made aware of what is eéeghéom them, the voluntary nature of the
research, and their rights as participants. Coresgtyy time is allowed for any questions and
concerns. The researcher hands out questionnasesilon the language preference of the
students. Students who are in a rush or have o#sponsibilities are also free to complete the
guestionnaire at home and return it to the resear€uestionnaires are enclosed in a secure

box to ensure anonymity.

1.6 Research method

1.6.1 Literature review

For this research, a complete literature revievaraing engaged and disengaged emotions will
be conducted. The sources consulted include: Gasglmlar; Academic Search Premier;
Psycinfo, APA PsycArticles; NWU Library One seardBbpscoHost; Emerald; Proquest;
SACat; SAePublications; and Science Direct. Releyamrnals will be consulted such as
Cognition & Emotion; Emotion; South African Jourral Industrial Psychology; Journal of
Personality; Personality and Social Psychology &eyiThe Journal of Social Psychology;
Journal of Cross-Cultural Psychology; Journal oydhslogical Issues in Organizational
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Culture; Journal of Psychology in Africa; Journdl Rersonality and Social Psychology;
Psychological review; European Journal of Perspnaland the Journal of Applied
Psychology. Textbooks such as tR@mponents of emotional meaning: A sourcebook
(Fontaine, Schere& Soriano,2013).

Keywords that will be included in the research diengaged emotions” “Disengaged
emotions”, “Markus and Kitayama”, “self-construglSEmotions”, “South Africa”, “CEA”,

“Appraisals”, “Scherer”, “Frijda”, “Fontaine”, “Boitiy Sensations”, “Emotion expression”,
“Emotion regulation”, “Action Tendencies in emot&n “Gestures in emotions”,
“Afrikaners”, “Tswana”, “Componential Emotion Appaoh”, “Componential Process
Model”, “positive and negative emotions”, “emotiafalence”, “interpersonal emotions”,
“cultural differences”, “students”, “student wellbg”, “student stressors”, “emotion

components”.

1.6.2 Research setting

The research setting occurs in a single higher aadrcinstitution and included a historical
white student population and a historical blackdett population. The data is collected in
numerous classrooms, the reason being that a @tassis an environment familiar to the
students. Accordingly, a safe environment helgadilitating participant co-operation (de Vos
et al, 2011).

1.6.3 Entrée and establishing researcher roles

Entrée is established prior to the research stBdymission from all key authority positions
are gained by means of a gatekeeper. A gatekeapdrecseen as an individual who holds the
authority to provide access to the prospectivearesefield and the participants, and who is
also the link between the researcher and the paatits (de Vogt al, 2011). Ethical clearance
is obtained from an Ethics committee of the uniig® ensure that participants will not be
disadvantaged by the research process. Secondiyrdes at the university granted permission

prior to their class time being used.

The researcher plays a few roles through the psodd® researcher pays specific attention to
the sampling, data collection, analysis and cogiragesses. Before the research study, the
researcher spends a significant amount of timenatgnfor the study, anticipating possible
pitfalls in the research methodology. The researplays the role of administrator, printing
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and preparing booklets. During data collection, risgearcher plays the role of presenter and
expert to the students, addressing questions agskmiing the information of the research
study to the students. Next, the researcher plélyedole of transcriber and coder. These

processes are conducted rigorously to ensure theadalysis and transcription was accurate.

1.6.4 Research participants and sampling

A total of 300 (n=300) students participate in thligdy and a total of 600 emotion episodes
(home and university emotion episodes combinedathte qualitative cases. Considering that
two contexts are asked per participant, the sampégge enough for purposes of the research
study. Purposive sampling is used to collect tha.d&ith purposive sampling, the sample is
based on the judgement of the researcher (deeVals 2011). Purposive sampling is utilised
in order to ensure enough participants per cultgralip were approached. White Afrikaans,
white English and black English participants wergosen based on their necessary
characteristics (Creswell, 2009; 2013).

1.6.5 Data collection methods

Multiple qualitative cases of emotion episodescaiiected by means of the Emotion Episode
Questionnaire. The Episode Grid was developed thithEmotion Research Project at Ghent
University in Belgium as part of an initiative dfet International Society for Cross-Cultural
Research on Affect, which resorts under the Swilsch Sciences Centre (Jonker, van der
Merwe, Fontaine, & Meiring, 2011).

The EEQ is translated into Afrikaans for particifsato answer in their mother tongue. To
ensure that the translations are accurate, backlatzon is used to ensure that the meaning is
retained in Afrikaans using the successive devetpmethod (van de Vijver & Poortinga,
1997). Back translation is an effective methodrisuge that translations accurately reflect the

guestion in its original context (de Vesal, 2011)

A brief demographic section is included as a fasttion of the questionnaire along with a
consent form. Questionnaires consisted of elevestgans covering all emotion components
that form an emotion episode according to the Caomaptal Emotion Approach. Questions
are designed to measure all the components of Bb& i@ two contexts: at home and at

university. Participants are able to respond ineziAfrikaans or English. Students were asked
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to describe the last significant emotion episodéhm context of home and university. The
guestions of the EEQ are listed in table one.

Table 1

Questions used to evaluate emotion episodes acwprth the Componential Emotion

Approach
Number Question
1.1 Which was the last emotion you experiencedatd? Please, describe
1.2 How long ago did you experience the emotions?”
1.3 Why do you think that this situation causedry@motions?
14 In an emotional situation people often havéouarfeelings. What were the feelings

you had during that situation?

1.5a People often express their emotions on tlae.fHow did you express your
emotions on your face in that situation?

1.5b People often express their emotions by thestyre. How did you express your
emotions by your posture in that situation?

1.5¢ People often express their emotions througin ttoice. How did you express your
emotions through your voice in that situation?

1.6 In an emotional situation, people often feetaction in their body. How did your
body react in that situation?

1.7 In an emotional situation, people often feeirarer drive to do something. What
did you feel driven to do in your situation?

1.8 What did you eventually do in that situation?

19 In an emotional situation, people often trgdmtrol their emotions. How did you
control your emotions in that situation?

1.10 Did your answers to the previous questionly fidscribe your personal experience

during that situation? If they did not, what woytal like to add?

1.6.6 Recording of data

Every questionnaire has a corresponding participamtber to compare with the demographic
information and facilitate anonymity. To ensurettie participants’ privacy is in line with the
Protection of Personal Information act, the privafermation was stored separately in a sealed
box. Only the researcher has access to the pamicipformation. Submitted questionnaires

are entered into Microsoft Excel by the researchike data was transcribed according to the

14



participant number, context (home or universityhne-linguistic group (White Afrikaans,

White English and Black English) and CEA questiBy. transcribing the interviews, the
researcher familiarises himself with the data whschn important requirement of qualitative
data (de Voet al, 2011).

1.6.7 Data analysis

Phase 1

To analyse its applicability to the South Africaamtext, an analytical framework method (Gale
et al, 2013; Smith & Firth, 2011) is employed to ensam®bust standard by means of which
the self-construal theory of Markus and Kitayam®9() is tested. The framework
methodology is widely established in social, psyabal and cross-cultural sciences, with a
history of more than 35 years’ application (Ricki€ewis, 2003). One of the strengths of the
framework methodology is its flexibility in researéields (Galeet al, 2013). It is adaptable
to multi-disciplinary research as well as inductimed deductive studies (Morse, Barrett,
Mayan, Olson, & Spiers, 2008). The analytic framgwarovides a clear step-by-step process
(Smith & Firth, 2011) for conducting research. Rermore, it is highly suitable for studying
emotions (Galet al, 2013).

Analytic Framework

An analytic framework is developed to analyse tim®®on episodes in terms of engaged and
disengaged emotions amongst a student sample. &f $@e categories is used to evaluate
engaged and disengaged emotion episodes of diffetdtural groups in different contexts.
The analytic process is applied by following thevqass described hereafter: Firstly, to
determine whether or not emotion episode is inteelly directed; secondly, whether the
emotion episode is positive or negative; and tijrdihether or not three CEA categories are
clearly engaged. CEA categories that are too operidrpretation and cannot noticeably point
to the social state of emotions were discardedhersake of accuracy of the framework. The
three components and categories of analysis usedappraisals, action tendencies and

subjective feelings.

Subsequently a description follows of the categoioe coding in the analytic framework.
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Codings

Codings are used to classify the data in ordeystesatically compare parts with others in the
data set. An analytic framework is developed tdyam@aeach emotion episode. To code the
data set, Microsoft Excel is used. Codings werduatad according to five categories in the
following process: Firstly, codings were used t@camt whether the emotion episode is
interpersonal; intrapersonal; both intrapersonadl iaterpersonal; or not clearly intrapersonal
or interpersonal. The second step was to evaluhtgher the emotion episode is positive;
negative; both positive and negative or not clepdsitive or negative. If the emotion episode
is not clearly interpersonal or both intraperscerad interpersonal, the episode is not coded
further because engaged emotions are clearly ertsopal by nature (Kitayana al, 2000).

If the emotion is intrapersonal, it could automaltic be understood as being disengaged. The
third step is to code the three CEA componentseaglengaged; disengaged; both engaged
and disengaged; or not clearly engaged or diseng&ydy the components that most-clearly
indicates engaged and disengaged emotions ardeskleg guidance of the components of
emotional meaning textbook by Fontaine, Schereat Soriano (2013). According to Fontaine,
Scherer and Soriano (2013), the components of ssiomes and bodily sensations do not
lucidly indicate social salience. Therefore, onppeaisals, action tendencies and subjective
feelings are utilised. An extra column for analytiemos is added in the coding file for any
notes, thoughts or examples, such as clear exaroplesiotions, difficult codings or new
coding notes. Each coding category is given a nunidee each coding option for easy

identification.

1.6.8 Strategies employed to ensure quality data

The researcher independently codes a few emotisndgs in all three ethno-linguistic groups.
The codings are then shown and discussed withtardiaciplinary team consisting of a cross-
cultural psychologist and an independent indusp#aichologist. This is done to ensure that
alternate viewpoints could be incorporated (Magsal, 2008). After consensus was reached,
the coder completes all the codings, and highldtak difficult codings in the data. The
difficult codings are debated by the co-coding tearil the correct coding matrix is decided
on (Morseet al, 2008). The co-coding team then sets rigoraarsdstrds by which to evaluate
the data set consistently (Gateal, 2013). Applying rigour and transparency in datalysis

is key to quality in qualitative analyses (PolitB&ck, 2013).
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1.6.9 Statistical Analysis

Phase 2

After the previous steps have been completed, tstepinitiates. The qualitative analytical
framework is analysed quantitatively by using logear analysis. Log-linear analysis is a
statistical method that examines the structuraltieiship between two or more categorical
variables, similar to Pearson’s Chi square stat{gf) (van der Heijden, de Falguerolles, & de
Leeuw, 1989). According to Field (2013), Log-lin@aalysis can be used even if the categories
are cross-classified. Goodness of fit was foundugh significant likelihood ratiogp(< 0.05),
strong beta values and low degrees of freedom sgletegorical fields minus oneji¢ld,
2013; Knoke & Burke, 1980). Onlgarsimonious models are selected. Salient differ®nc
between the emotion episodes among different elihgaistic groups and their contexts are

reported on.

1.6.10 Ethical considerations

Research ethics are critical guides to any resgaggacts, especially to protect the participants
who are involved (Miller, Birch, Mauthner, & Jess@012). Ethical consideration in the study
remains a prominent guide for the duration of teeearch. The researcher maintains a
professional standard throughout the study. Bdiargling out questionnaires, participants are
informed of the purpose of the study, and a fudtttisure of what the research entails regarding

them.

Each patrticipant is given a consent form that natlitheir rights, and their participation-role
in the research. Participants are allowed to digtdhemselves at any point of the research.
The incentives, potential risks and research benafid limits of confidentiality were laid out
(American Psychological Association, 2010). Funmhere, anonymity is pursued, in
accordance to the POPI act (Republic of South Afrk©13). Anonymity is only broken only

if the researcher is ethically compelled to. Theeegcher assigned an anonymous number to
each participant, by which the data will be cod&d Microsoft Excel. Data will be stored in

a locked, safe room. Coders and co-coders will aifprm of confidentiality, and will not be

allowed to disclose any information that could basidered private.

Furthermore, the APA code of ethics (APA, 20103usnmarised by Goodwin and Goodwin
(2014) that provides five ethical principles thali guide the researcher:
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* The researcher will act with beneficence and noteficance, by constantly weighing
up the benefits of the research, while seekingdueae the greatest good in the
research;

 The researcher is obligated by fidelity and respmiity to be aware of their
responsibility to society, as well as their roleiltastrate the highest standards of
professional behaviour;

* The researcher is compelled by integrity to bedllythonest in the entire research
endeavour,;

* The researcher should act with justice to treatyeparticipant in the research with
fairness and aim to maintain the highest levelxpiegtise that will reduce any form of
bias, and

* The researcher has a special need to enforce tdepg@eople’s rights and dignity by
being vigorous in their attempt to ensure the weltd the participants, and furthermore

protecting the rights of the participants

This study forms part of the VLIR-UOS, (project noen ZEIN2009PR363) for which ethical
clearing has been granted by the North-West Unitygssethics council.

1.7 Chapter division

The chapters in this mini-dissertation are preskasefollows:
Chapter 1: Introduction.
Chapter 2: Research article.

Chapter 3: Conclusions, limitations, and recommegads.

1.8 Chapter summary

Chapter one, in summary, focuses on the mismatiecfture and recent findings surrounding
self-construals and engaged and disengaged ematidiuth Africa (Markus & Kitayama,
1991; Kgantsiet al, 2015). Within this chapter, the Componential Eoro Approach is
introduced as an encompassing point by which wystngaged and disengaged emotions. The
framework methodology is also discussed to guidedmotion experiences of students to
meaningfully investigate engaged and disengagedienscamong different cultural groups in

South Africa. The following chapter will be an ewéon of this chapter. It will set out to
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achieve the research objectives set out in chapter Chapter two will be in the form of a

research article.
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INVESTIGATING ENGAGED AND DISENGAGED EMOTIONS AMONG SOUTH
AFRICAN BLACK AND WHITE STUDENTS

Orientation: Emotions are characterised by numerous synchroom®gponents and can also
be used to make significant inferences regardiagdrtially guided emotions and experiences.
Research purposeThis study seeks to investigate similarities arftegbnces between the
engaged and disengaged emotions of students efdlitf cultural groups.

Motivation for the study: Recent studies have indicated that the engagedlisedgaged
emotions as well as self-construal of students weperienced in contrast to the expectations
of literature. Self-construal has direct implicasofor people’s emotional, cognition and
motivational processes, and should be investigaiier.

Research design, approach and methodA sequential mixed-methodology was employed.
293 (n=293) students in a prominent South Africaiversity were requested to report the last
significant emotional event in two contexts, namebyne and university, in their own words.
The Emotion Episode Questionnaire was employed slo @motions according to the
Componential Emotion Approach. An analytic framekvaras developed to investigate the
episodes in terms of engaged and disengaged ermoliog-linear analysis was conducted in
the LEM program. Significant effects were reporbed

Main findings: Engaged and disengaged emotions were salientfferefit groups in South
Africa. However, no cultural differences were foundhe emotion experiences of students.
Context was shown to be the strongest contributanbotion episodes. At a componential
level, only appraisals meaningfully indicated ereghgnd disengaged emotions.
Practical/managerial implications: The emotion experiences of students across differe
cultural groups are comparable for both the home @mversity context. Future student
interventions should focus on mitigating negatigatextual circumstances and teaching social
support as a resource for student wellbeing. Furtbee, the self-construals of black and white
students have been shown to not differ. Theretasek and white students do not indicate a
strictly independent vs. interdependent preferexscis expected from literature.
Contribution/value-add: Self-construal was not shown to influence the gedaand
disengaged emotion episodes of black and whiteestsdn South Africa.Furthermore, the
understanding of the student experiences, and emptbcesses has been deepened at both a
global and componential level. Practical implicatidor student interventions include focusing
on the appraisal component rather than on othepoaents for student interventions. Context

was shown to most significantly influence the exgere of engaged and disengaged emotions
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among students. The university context is universatessful for students, while the home

context is a place of relaxation irrespective dfwral background.

Keywords: Engaged emotions, disengaged emotions, emotionsppGnential Emotion
Approach (CEA), self-construal, students, emotiopis@des, intrapersonal emotions,
interpersonal emotions, positive emotions, negatietions, university, appraisals, subjective

feelings, action tendencies.
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Introduction

The university setting is characterised by constesiing, anxiety and pressure (Bayram &
Bilgel, 2008; Bewick, Koutsopoulou, Miles, SlaaB&rkham, 2010; Shamsuddihal., 2013).

A large corpus of literature (upwards of 1 000ces) has been written on student anxiety in
the early 2000s (Pekrun, Goetz, Titz, & Perry, 2008 continues to be a problem (Begér
al., 2015). Research shows that about 10% of studexgerience serious levels of stress
(Abouserie, 1994; Abdel Wahed & Hassan, 2016; Deatie, 2014) and more than 50% of
students worldwide experience unhealthy levelshafety (Regehr, Glancy, & Pitts, 2013).

South African students also report high levelsaofjuishing (van Zyl & Rothmann, 2012) and
exibit high levels of suicide ideation (Bantjes,g€a, Mcgowan, & Steel, 2016). Furthermore,
a high percentage of students experience traureagots while studying (Hoffman, 2002;
McGowan & Kagee, 2013). Another concern will betthzese factors can influence the
employability of students and their transition ietaployment. Coetzee and Harry (2014) point
out that psycho-social competencies are vital fiblecéve transition of students to the
workplace. Even more, the success of universityesits has serious implications for the South
African economy, as student dropouts cost taxpayprd R4.5 billion annually (Gouws &
van der Merwe, 2004; Statistics South Africa, 2Q0T8H 6b).

To achieve academic success, students need tolyohave emotional commitment to their
studies, but also the emotional collaboration betw&udents and the learning environment of
the university (Christie, Tett, Cree, Hounsell, &@®une, 2008). The way in which students
cope with challenges has been shown to be emadtydioalused instead of being focused on
employing problem-solving coping strategies (BraaughZail, Mendoza, & Miller, 2009). The
conclusion can be drawn that these demands ofilrergity life has serious emotional effects
on wellbeing and ultimately student success. klso evident that emotionality in student

success becomes an important topic of research.

In order to improve the success of students, ihasessary to understand the emotional
experience of students, especially consideringpkaple of different cultural groups honour
contrasting values of importance, and approachatsias in their own way (Schwartz, 1992;
2014). If the motivations and emotions of differenltural groups differ (Markus & Kitayama,

1991; Schwartz, 1992), so can the emotion expezgentstudents in a similar context.
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In this regard, in their seminal work, Markus andtalama (1991) demonstrated that
motivations, cognitions, and emotions may vary leetv cultural groups through the way
individuals view themselves. It is one of the mastl-established cross-cultural theories with
application to a range of corroborating fields .(ineuro-biology; culture; life satisfaction;
cognition styles, wellbeing, self-regulation). Fatmore, this self-construal theory is

understood to be applicable universally, sinceucalt are found worldwide (Schwartz, 2014).

The key concept in Markus and Kitayma’s theoryhiattemotions are affected by self-
construal, which is imbedded in their cultural groiKitayamaet al, 2000). Self-construal
refers to the manner in which individuals constard make meaning of themselves in relation
to others (Cross, Gercek-Swing, & Hardin, 2011)rivia and Katayama (1991) distinguished
two types of self-construal: independent self-caradtand interdependent self-construal. Each
type of self-construal influences an individual’'sgaitive, motivational, and emotional
processes. Self-construal also influences the em®telicited in similar situations (Cross,
Gercek-Swing, & Hardin, 2011; DeAndrea, Shaw, & ibey 2010).

The self-construal theory is also applicable toSbeth African cultural groups. White South
Africans tend to identify with independent self-stmal while Black South Africans tend to
identify with interdependent self-construal (Ea8houw, 2000; Valchev, van de Vijver, Nel,
Rothmann, & Meiring, 2013). This means that the vidgck and white South Africans
experience emotions could fundamentally differa@ma et al. (2000) explain that emotions
that bind people to others are engaged emotionge wimotions that bring social distance
between people are disengaged emotions. Furth#nigpthey state that independent self-
construal leads to a view of self being autonomans self-regulating while interdependent
self-construal conceptualises a person’s self ¢oréhationships around them (Basaeal.,
2002).

Individuals in cultures with an interdependent -elfistrual express more socially engaged
emotions such as love while individuals in cultuedups with an independent self-construal
exhibit more socially disengaged emotions suchriae pr hatred (Markus & Kitayama, 1991;

Marian & Kaushanskaya, 2004). Emotions that aredimetcted at others can therefore not be
considered to be truly engaged. This implies thadteons that bind people socially are called

engaged emotions. Conversely, emotions that ispidele from others are called disengaged
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emotions (Kitayama, Markus, & Kurokawa, 2000). Egerhand disengaged emotions are also

identifiable in intrapersonal- and interpersonddéi®ed emotion experiences.

Levenson (1999) described intrapersonal emotiorth@se components of emotions that are
experienced internally, while interpersonal emotemisodes are those components that are
expressive in nature and involves others. It hes béen argued that emotions should only be
studied in an episodic, holistic manner in ordeinfer the meaning of emotion (Mulligan &
Scherer, 2012). By investigating emotions holidtycas an episode, it is possible to gain
insight into the emotion’s social salience, benterpersonal or intrapersonal. This will also
indicate that the emotion is engaged or disengage@ specific context. Hence the
classification of emotion episodes as intrapersandl interpersonal will already infer on the
prevalence of engaged and disengaged emotions.

However, the application of this theory to inveateydifferences in emotions in cultural groups
does not come without its research challengeestly, emotions are difficult to define (Scherer,
2005). Although many holistic definitions have bgeaposed (e.g. Kleinginna & Kleinginna,
1981), an accompanying theory of emotions is reguito include the holistic emotion
experience while not under-emphasising any compafemotions. In this regard, the CEA’s
(Componential Emotion Approach) conceptualisatiffers a solution to investigate all that
emotions encompass. There are five componentsiritexbict to form emotions. The five
components are appraisals, subjective feelingerfafonfused with emotions), expressions,
action tendencies, and regulation. Emotions forrough the unique interplay of these five
components. In order to fully investigate the ptemee of engaged or disengaged emotions
between cultural groups, the CEA can be utilisdte TEA makes it possible for an in-depth
investigation of all the aspects of emotions. Tais be achieved by allowing students to write
their emotions in their own terms. It allows thesrepress their emotions more authentically

than with a pre-defined set of emotion terms.

Secondlyrecent studies (Kitayama, Park, Sevincer, Karas&wdskul, 2009; Santamaria,
Manuel, Hansen, & Ruiz, 2010; Vignolesal, 2016) have brought into question some aspects
of Markus and Kitayama’s (1991) theory. Kgantsintaine, and Temane (2015) utilised a
guantitative study with a set of 55 emotion terhret represent the emotion domain. Students
were asked to rate the frequency of experienchase terms in different contexts with a sten

rating. The results of this study suggest thastieconstrual dichotomy becomes indistinct in
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South Africa, with both black and white South Afwt groups reporting emotions that are
contrary to the expectations of the classicallyaratbod theory of self-construal. The study
also found no distinguishable difference in engaged disengaged emotions between black
and white South African groups. On the other hasignificant differences in home and
university contexts were found (Kgantdi al, 2015) with the university context associated
with disengaged emotions and the home context eéedavith engaged emotions for all the
groups investigated. It therefore becomes impomantto investigate the effect of cultural
groups on the prevalence of engaged or disengagedions only, but also to take into

consideration the effect context has.

However, the current research study’s approachsghsiinct advantages over that of Kgantsi
et al. (2015). Since self-construals influence emotiobarkus & Kitayama, 1991), it is
possible to determine not only what emotions apeggnced, but also how they are interpreted
by the person by asking participants to descriléale emotion episode through the CEA.
The interpretation of emotion is influenced throwghindividual's self-construal (Markus &
Kitayama, 1991). Furthermore, the meaning of theotem is engrained in the emotion
episodes as a whole. Consequently, the self-calsgunvestigated along with the emotion
episode’s social salience. In the study of Kgastsal (2015), self-construals of different

cultural groups were inferred by literature.

One of major critiques against cross-cultural redess that it enforces a usually western view
of psychology on other contexts (Jack & Westwod@f)9). In the case of Kgantsi al (2015)

55 emotion terms representing the emotion domam applied to the South African context.
However, since the participants did not expresstiem®in their own terms, researchers cannot
take into account complex cultural and linguistibtieties that emerges in every culture
(Fontaine, Poortinga, Delbeke, & Schwartz, 2008ytlifermore, the pre-set emotion domain
could possibly enforce the emotion domain on theigpants, as their own interpretations
could not be used. To overcome this challenge is tbsearch study, students are free to
indicate emotion episodes in their own words by mseaf the CEA. The Componential
Emotion Approach has been validated internationallgver 30 countries and 25 languages
(Fontaine, 2013). Students can answer the operdeqdestions in their home language,
allowing for deeper freedom of expression. Furthaen cultural nuances in the emotion
episodes of students can be investigated at bgkbbal and componential level. the The data

can be used transformatively through a sequentigéaamethod approach to research, as
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discussed in depth in later sections of this chraptieus it can be understood from the above
that this research study can clearly identify eoritiepisodes’ social salience along with group
similarities or differences, and that it bypassestations of the methodology of Kgantdi al.
(2015).

Thirdly, the relationship between positive and negativetemaepisodes and engaged and
disengaged emotions needs to be explored (Kitaydmla 2000; Fontaine & Scherer, 2013b).
Literature predicts that positive emotions are & dssociated with interdependent self-
construal, while negative emotions are to be aasedti with independent self-construal
(Kitayamaet al, 2000).Fourthly, variation in the prevalence of positive and negaémotion
episodes is also associated with cultural diffeesnéndependent groups tend to experience
more positive emotion episodes, while interdepenhdgmoups tend to demonstrate no
preference for positive or negative emotions (Karaget al, 2000). To further explore
possible differences and similarities in engaged disengaged emotions between cultural
groups, it is important to investigate the positarel negative valence of emotion episodes.
Positive and negative emotions are always investijalongside the social salience of those
emotions (Kitayamaet al, 2000). The investigation of the effect of pagtiand negative

emotion episodes on engaged and disengaged emtitenefore becomes essential.

In light of the above, the purpose of this studpimvestigate the applicability of self-construal
theory in South African students by investigatimga&ged and disengaged emotions in black
and white students. As stated earlier, these emotoe best investigated within the emotion
episode of which they form part. It is also impattéo investigate engaged and disengaged
emotions in different emotion components. Furtheemthe effect of cultural group, context,
and positive and negative emotion episodes on eugagd disengaged emotion components

needs to be investigated.

This next section will give a deeper overview o fiterature related to the study. Firstly,
students and their experiences in South Africa lllinvestigated. It will be followed by an
overview of emotions and self-construal and théuarices on each other. This section will
conclude with the investigation of the applicatadiself-construal to the South African context.
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Literature review

Students

High dropout rates among students in South Afriegsts taxpayers upwards of R4.5 billion
(Viljoen, 2012; Statistics South Africa, 2016; 20)6Getting a throughput of students is
becoming a problem of economic survival for uniites (Delle Fave, Brdar, Wissing, &
Vella-Brodrick, 2013; Mayo, Helms, & Codjoe, 20@4%)the cost of keeping an existing student
is five to ten times cheaper than acquiring a new @ayoet al, 2004). Understanding what
contributes to student wellbeing and success andyhamics of constructs related to success
is crucial for universities, especially in light tife many challenges South African students

face.

The many challenges students face (Olwage, 20 E2cédll & Keim, 2007) are often too
difficult to deal with (Bewicket al,, 2010; Pillay & Ngcobo, 2010). The increased psgocial
stress students experience can negatively influabademic success, mental health and their
quality of life (Regehet al, 2013; Robotham, & Julian, 2006). This is refecby the high
percentage of student dropouts. According to Letsakd Breier (2008), students have
abnormally high dropout rates of up to 60% ovenaith only 5% of black and coloured
students successfully completing their studies (i€dwn Higher Education, 2013). Concern
for failure is also common, especially with blacgugh African students (Munro & Samuel,
2015). It is clear that universities have demandingronments.

The difficulties that South African students face also unique. More than 70% of students
experience traumatic events during studies (Hoffn2802) while upwards of 90% students
had experienced a traumatic event by the time shasted studying (McGowan & Kagee,
2013). Pillay and Ngcobo (2010) investigated therses of stress for South African students.
They reported academic work and fear of failurdeisig the biggest pressure followed by
financial concerns, especially for rural studeRtaancial stress is also a large problem facing
South Africa (Young, 2009), with NSFAS bursarieteafonly covering the academic costs,
leaving students without food or accommodationg€woil, Comm, & Mathaisel, 2013; Letseka
& Breier, 2008; Pillay & Ngcobo, 2010). Literaturedicates that low socio-economic income
students generally experience more stress thamsofAbdel, Wahed, & Hassan, 2016). On
average, black South African students are showrat@ higher levels of anxiety than white
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South African students, especially due to sociaienac differences (Young, 2009; Young &
Campbell, 2014).

Literature points to motivational differences afid¢nts from different cultures. Success was
shown to motivate western students, while failureidance motivated eastern students to
perform better (Hamamura, Meijer, Heine, Kamayd{@i, 2009; Shu & Lam, 2016). It was
also demonstrated that students with an indepersgdirtonstrual tends to remember positive
events more and negative events less than stugéhtan interdependent self-construal (Shu
& Lam, 2016). Students’ motivations and emotiores larked together (Markus & Kitayama,
1991).

Scholars are increasingly acknowledging the roleewofotions in universities (Sheehan,
McDonald, Spence, & 2009; Spelman, 2010). Resaarabually focused on certain feelings
as part of other factors. There are overwhelmimgbre studies on student anxiety than the
relative dearth of other student feelings or emm&ti@Pekrun, Elliot, & Maier, 2006). Since
students employ emotionally focused rather thanblpro-focused coping strategies
(Broughamet al, 2009), emotions are good predictors of acadeantt learning success
(Pekrunet al, 2006). Emotions that relate to academics andean& achievement are called

achievement emotions (Pekrun, 2016).

Students experience achievement emotions such ps, lride, anger, anxiety, shame,
hopelessness or boredom in university settingsig@et al, 2008). Schutz and Pekrun (2007)
maintain that these emotions are critical to sttalemotivation, learning, performance,

identity development, and health. Stated in theatieg, the emotional cost of dropping out of
university, and failing is significant (Parker, 299 Furthermore, the presence of positive
affective emotions (such as joy, hope, pride, tyrdé, contentment, relaxation, and relief) has

been demonstrated to help digest performance se®gterson, Brown, & Jun, 2015).

Self-construal

Markus and Kitayama’s self-construal theory popsé&t the study of the self in Psychology
(Crosset al, 2011). Markus and Kitayama (1991) differentiatewd types of self-construal —

independent and interdependent. Each self-constypal influences a person’s cognitive,
emotional and motivational processes (Markus & ¥ataa, 1991). According to their theory,

exposure to either Western or non-Western cultiosiers independent or interdependent self-
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construal and influences how people think, feetl aat motivates them. Western cultures
foster independent self-construal, while non-Westeultures foster interdependent self-
construal. Markus and Kitayama (1991) proffer thlhipeople’s cognitions, motivations and
emotion processes are affected by their self-coakss it is a universal feature (Cregsal,
2011).

To demonstrate the differences between the twecsel$truals, their motivational process can
be illustrated in the following way: with indepemdeself-construal, the self is seen as an
autonomous entity. With independent self-constrymrsonal accomplishments are the
primary motivators of the self, while group goalse asecondary. Conversely, with
interdependent self-construal, the self consistidsgposition of relationships with regard to
others in the group. Self-achievement is synonymwitk group achievement. With an
interdependent self-construal, harmony is the prynrmaotivator of the self, while personal

accomplishments have a secondary position (Tatasl, S Kirkman, 2012).

Asking the question “who am 1?” will probably besavered by westerners with an independent
self-construal by what distinguishes the persomfaihers or by characteristic traits that are
constant to the person, such as being “Friendigang, resilient”. Other individuals are used
to bringing contrast between the individual andeash'l am more focused than my friends”
(Markus & Kitayama, 1991; Crosst al, 2011). The question “who am [?” will, in stark
contrast, likely be answered by an individual wath interdependent self-construal by his

relation to important relations (Markus & Kitayani®91).

Differences between the two types of self-constalab emerge through contrasting self-
descriptions. The self-description of individualshaan interdependent self-construal has been
shown to be more flexible to the surrounding sitrathan is that of individuals with an
independent self-construal (Kanagawa, Cross, & M&rR001). However, individuals from
interdependent self-construal tend to have a farenmaxcurate self-perception (Balcetis,
Dunning, & Miller, 2008). This further shows thaterdependent individuals are more prone
to influence from the people around them. It alsoves that individuals with interdependent
self-construals have a more accurate view of themse Conversely, individuals with an
independent self-construal are more fixed in teelf-perception, though that view may be an
unrealistic or bloated view of self. The relatioipsbetween an individual's self-construal and

cultural groups have also clearly been established.
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According to Croset al (2011), “...the connection between independentmiktruals and
individualism and between interdependent self-colast and collectivism is clear — so clear,
in fact, that it can be difficult to distinguish teeen self-construal and individualism—
collectivism” (p. 2). Individuals from individuali€ groups experience more disengaged
emotions, as their primary motivators are self{ttaged. Conversely, individuals from
collectivistic cultures experience more engagedtems as the primary motivator is other-
orientated (Kitayamat al, 2000; Kitayamat al, 2006; Matsumoto, Yoo, & Nakagawa, 2008;
Stoeber, Kobori, & Tanno, 2013). Cross-cultural @mogal value research has shown that
cultures universally display either a self-focusadpther-focused value (Fontaine, Poortinga,
Delbeke, & Schwartz, 2008), corroborating the urgaénature of the self-construal theory of
Markus and Kitayama (1991).

Context has also been shown to significantly infleeeself-construal. Trafimow, Triandis, and
Goto (1991) found that private contexts provideeaier understanding of self-construal than
do public contexts (Chang & Feng, 2016). Self-careds also differ with regard to
relationships or role contexts (Boucher, 2011).d8nis from both independent and
interdependent self-construal groups reported batte interdependence at home toward their
mothers and more independence at university tonatgacher (Gian, Phalet, GUngor, &
Mesquita, 2016). Furthermore, the switch was mageificant for the individualistic group
than the more collective group (§kan et al, 2016). Relational differences have also been
found in other research (Churehal, 2012; Chen, Boucher, & Tapias, 2006).

Emotions

Emotions are an especially challenging field talgt{Mulligan & Scherer, 2012). Terminology
and theories differ vastly in the field, causingnftsion in semantics (Scherer, 2005). There
are three major approaches to emotion researchnwitsychology (Fontaine & Scherer,
2013b), namely the componential approach (Scha@84; Fontaine, Scherer, & Soriano,
2013), the dimensional approach (Shaver, Schwaitzon, & O’Connor, 1987) and the basic
emotion approach (Ekman, 1999; Izard, 1977). Preshig limited cross-research was done on

the three approaches of emotions.

To add to the complexity, each approach to emoti@ssits own set of theories, often with

only limited agreement between them. As an examlein the dimensional approach, the
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range of minimal dimensionality required to accelaimeasure emotions vary from two-(e.g.,
negative affect model (Watson & Tellegen, 1985)ed¢h (Fontaine, Poortinga, Setiadi, &
Suprapti, 2002; Shavest al, 1987) and even four-dimensional models (Jonkan der
Merwe, Fontaine, & Meiring, 2011; van der Merwe, 120 Gillioz, Fontaine, Soriano, &
Scherer, 2016). Recently, Fontaine (2013) demamestithat the three approaches to emotion
research (componential, dimensional and basic em@tpproach) are not incompatible and

can be meaningfully combined under the componeagiploach.

The predominant theory from the componential apgroés the CEA based on the
Componential Process Model (Scherer, 1984; Schezéil; Scherer, 2009). The
Componential Approach to Emotions (CEA) model hdlis emotions are seen as a set of
automatic processes that are triggered by evenishvare relevant to a person’s goals and
needs (Scherer, 2001; Fontaine & Scherer, 2013iy. GEA consists of the simultaneous
interaction of five major emotion components, namappraisal, action tendency, bodily

reaction, expression, and subjective feeling (Sah&©84; Scherer, 2001).

Each of these emotion components relate to sulmegsite the body. Appraisals relate to the
information processing part of the central nerveystem; Action tendencies relate to the
Executive part of the central nervous system; Bodiction relates to the support part of the
central nervous system (Scherer & Fontaine, 20X8a);0-endocrine system and autonomic
nervous system; Expression relates to the actiohgathe somatic nervous system; and
Subjective Feeling relates to the monitoring pathe central nervous system (Scherer, 2005).
According to the CEA, the unique interaction betw#gse components causes the emotions
experienced by an individual. The meaning of enmterms can be identified through the
unique expression of components of the CEA. Thepmmants and its subsystems change

relatively over time.

To illustrate the emotion process, an antecedasbée triggers an emotion process that relates
to the person’s goals. It creates i) an appraisalpraisals continuously monitor the
environment and create a complete interpretatiositofational antecedents and potential
consequences for the individual which drive theeotamotion processes (Scherer, 1997
Scherer, 2001). Appraisals are dynamic and fouodakito the entire emotion episode.
Appraisals happen automatically and aren’t necégsanscious (Fontaine & Scherer, 2013c;
Scherer, 2013), even though they can be ratiorcdgi®r, 2001).
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The appraisal is followed by ii) an Action tenden@gtion tendencies are the emotional fuel
that creates the impulse to create action (Fonté&irfecherer, 2013c). Action tendency is

defined in the CEA according to Frijda (1987, p213007) as “readiness to engage in action
for establishing, maintaining or breaking the rielatvith particular aspects of the environment

(“action tendency”), or as readiness to engagelational action generally”.

Once the action tendency has been stimulatedcitiseh set of physiological responses. Firstly,
iii) bodily sensations emerge. Bodily sensatiores amderstood to be physiological changes
that help the person prepare for adaptive respdssterer & Fontaine, 2013a). According to
the CEA, these are sympathetic arousals (e.g. besdrtslowing down, sweating),
parasympathetic arousal (e.g. stomach troublese@infy shivers), or temperature related
(feeling hot, blushed, or feeling cold) (SchereFé&ntaine, 2013a).

More visibly, iv) expressions take place. Expressi@are studied from the basic emotion
paradigm (Cordaro, 2014; Ekman, 1992; Tomkins, 198#ich assumes emotions are limited
to a few discreet and distinct types. Expressiake three forms. Facial expressions (Ekman,
1999) (such as smiling, frowning, a jaw drop etedcal expressions (Banziger, Hosoya, &
Scherer, 2015; Scherer, Johnstone, & KlasmeyeB)2®hich range in terms of e.g. intensity
(spoke louder), phonation regularity (tremblingog)i and vocalisation length (fell silent)
(Scherer & Fontaine, 2013b) and motor expresswhgh include gestural, posture or body
movement (Dael, Mortillaro, & Scherer, 2012) (swahthrowing one’s arms up in the air,
folding one’s arms, putting one’s hands on onelsshi The fields of vocal and motor
expressions are under-researched (Baal, 2012; Banzigeet al, 2015).

Thirdly, subjective feelings emerge within the persAccording to the CPM, feelings (often
confused with emotions (James, 1884; Scherer, 2D0Bys awareness of the continuing
emotion process in order to monitor it (FontaineS&herer, 2013b). Examples of terms
describing feelings are, amongst others, sad, hapmyy, contempt, disgust and joy. Finally,
the emotion is v) regulated. The regulation of eors can either be up or down. Up-regulation
refers to making more of an emotional situation.ekample would be a person making a fuss
of bad service to set a president. The functioma#n-regulation is to supress or calm an

emotional situation. Viewing the emotion as a whmiavides a global meaning to the episode.
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Self-construal and engaged and disengaged emotions

Emotions are influenced by self-construal in twoysvaFirstly, the same episodes cause
different emotional responses in independent atatdependent self-construal. Secondly, the
proclivity to showing socially aligned emotionsimgluenced by its self-construal (Markus &
Kitayama, 1991). Engaged and disengaged emoti@foansed on either social bonding or
creating distance from social bonding (Kitayaetal, 2000). Engaged emotions bring about
connectedness to others. Feelings such as lojeyaate examples of engaged emotions, since
it is bonding. Engaged emotions affirm an interaeest self-construal. Disengaged emotions
bring about a separateness or autonomy of theithdill For example, feelings such as pride
bring about a separation between the person arsial context. Disengaged emotions affirm

an independent self-construal (view of self) (Kémeaet al, 2006; Rothman & Magee, 2016).

In order to investigate the classification of erap# as being engaged or disengaged, the
classification of Levenson (1999) can be utilisedvenson’s view of intrapersonal and
interpersonal emotions correlates closely with gedaand disengaged emotions. Emotions
that are disengaged from others can be viewed lasgteplace within the individual
(intrapersonal) while engaged emotions (having éhetions as a result of engaged with
others), can be viewed as an interpersonal-rekatection. This current research will view
intrapersonal and interpersonal emotion episodeseims of meaning of the emotion

experience.

Each CEA component can be evaluated in terms ofged or disengaged emotions. By
breaking down each CEA component to its dimensiins,possible to evaluate whether an
emotion instance is engaged or disengaged. Aftenavaluated the Subjective Feelings,
Facial Expressions, Vocal Expressions, Action Teogle Appraisals and Regulation
components of the CEA, it was found that they dignad socially. However, Motor
Expressions and Gestures cannot be evaluatednis t&fr engaged and disengaged emotions
(Scherer & Fontaine, 2013b).

Of the range of components that are aligned withaged and disengaged emotions, some
provide clearer bases by which to evaluate theaksalience (Fontaine, Scherer, & Soriano,
2013). Research by Boiger, Mesquita, Tsai, and M&arf2012) on the action components
(action tendencies, regulation and apprai3al$ emotions found a definite cultural effect on

students’ emotion episodes, while Kgamsal (2015) demonstrated that subjective feelings
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can be used as a way of evaluating engaged anagdiged emotions. The three components
that best indicate the engaged or disengaged efatte CEA are Subjective Feelings,
Appraisals, and Action Tendencies. Finally, sine-sonstrual influences emotions, it isn’t
possible to determine the socially aligned stateamfisolated coding without taking into
consideration its context, so the emotion compaetit have to be evaluated in terms of the

episode as a whole.

South Africa and self-construal

White Afrikaners are of western European descemt,aae renowned for their pursuit of civil
liberty (Kaplan, 2014). The majority of Afrikaneese Protestant Christians. Protestantism
affirms that all of life is both a gift from God dnwvorship to God. The development of
Protestantism brought about a sense of respomgital one’s actions (Abulof, 2015; Barker,
2008). These factors have been closely associatbdawd attributed to the forming of an
independent self-construal (Cohen & Hill, 2007; $aon, 2000).

In contrast, Black South African groups form aremdependent self-construégton & Louw,
2000). Central to the cultural construction of black gyeun South Africa is the concept
Ubuntu which is a belief that a human being is a hungindbecause of other human beings
(Broodryk, 2007; Mkhize, 2008). Culturally, blackogps are bound to each other, and their
responsibility to one another. Research done bghéalet al (2013) indicated that white and
black South African groups fall on the opposing ®md the individualism—collectivism
continuum, with white groups reporting an indiviisaview of self and black groups a
collectivist view of self. The study also foundtiadian and Coloured populations present an
in-between placement on the individualism—collastiv continuum. This corresponds with
what Eaton and Louw (2000) found, namely that whitelents automatically reported more
independent self-descriptions, while black studergported more interdependent self-
descriptions. Thus it is expected that black Soifiicans would display more engaged
emotions, and white South Africans would displayrendisengaged emotions. However, the

field of engaged and disengaged emotions is uressarched in South Africa.
Against this background the following objectivesrevéormulated:

* To determine the prevalence of intrapersonal atetpersonal emotion episodes in a

sample of university students.
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» To determine the effect of cultural groups and ernton intrapersonal and
interpersonal emotion episodes in a sample of usityestudents

» To determine the prevalence of positive and negatimotion episodes in a sample of
university students.

* To determine the effect of cultural groups, contéxtrapersonal and interpersonal
emotion episodes on positive and negative emofisodes in a sample of university
students.

* To determine the effect of cultural group and cenhts positive and negative emotion
components in a sample of university students.

* To determine the prevalence of engaged and disedgamotion components in a
sample of university students.

* To determine the effect of context and culturalup® and positive and negative
emotion episodes on engaged and disengaged enumioponents in a sample of

university students.

Research design

Research approach

This research study utilised a sequential mixedhowetapproach (Greene, Caracelli, &
Graham, 1989). The sequential mixed method appresthils approaching the research
sequentially, employing both qualitative and quatitte approach. This research was
conducted in two phases. In the first phase gui@iamotion episodes at university and at
home were explored by means of open-ended quediionseans of which participants could
reflect on their own unique experiences. A crosgiseal design was used to obtain these data.
De Voset al (2011) describe a cross-sectional design asroméiich a number of people are

compared at a single point in time.

From these qualitative descriptions an analyticainework was used as design to code the
emotion episodes. This paved the way for the dateetquantitatively analysed in phase two.
This practice is in accordance with the designescidbed by Greenet al (1989) in which
data from the qualitative phase is used to dev#iepquantitative phase. This also fits the
argument of Creswell (2009), namely that the quaiinte phase is used to facilitate the

interpretation of the qualitative findings.
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A framework analysis methodology was employed tjusece the data analysis process. This
guided the process by investigating emotion epssatording to the existing theory of
engaged and disengaged emotions. The frameworksamahethodology is eclectic in its
epistemology, and borrows from different traditiomghin the field of social science such as

grounded theory and phenomenology (Richie, Spe&cé'Connor, 2003).

Ontologically, the framework analysis methodologyclosely aligned with subtle realism
(Snape & Spencer, 2003). Hammersley and Atkins8A8F)Lexplicate that the subtle realism
paradigm holds that the social world’s existendadependent of the individual. However, it
is accessible in qualitative research through g@pents’ interpretations (Hammersley, 2002).
Emotions are deeply internal phenomena (Scheredl)20However, with engaged and
disengaged emotions involving the outside worléy ttamework methodology is able to
accurately investigate the complex and dynamic avevithin and around the participant

through its robust and systematic approach (o, 2013).

Research strategy

Of the data, 293 (n=293) questionnaires could bsed in two contexts, namely home and
university (586 emotion episodes in total). Theges@les were employed as multiple
gualitative cases to develop the analytical framé&wBrior to data collection, students were
given a presentation explaining the purpose oféksearch. Students were made aware of what
was expected from them, the voluntary nature oféisearch, and their rights as participants.
A time was then given for any questions or concéoms the students. The researcher handed
out questionnaires based on the language preferdribe students. Students who were in a
rush or had other responsibilities were also feeedmplete the questionnaire at home and
bring it back to the researcher. Questionnairesewarclosed in a secure box to ensure

anonymity.
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Research method

The research method consists of the researchgettitrée and establishing researcher roles,
sampling, research procedure, data collection nasthaata recording, strategies employed to

ensure data quality and integrity, ethical congitiens, data analysis, and reporting style.

Research setting

The research setting occurred in a single highecatibn institution and included a historical
white student population and a historical blackdsetu population. The data was collected in
classes at the end of a lecture. The classroomes@ronment that is familiar to the students.

De Voset al. (2011) point out that a safe environment helpgifate participant co-operation.

Entrée and establishing researcher roles

Entrée was established prior to the research sRelynission from all key authority positions
were gained by means of a gatekeeper. A gatekeepdnoe seen as an individual who holds
the authority to provide access to the prospecggearch field and the participants, and who
is also the link between the researcher and thecipants (de Vot al, 2011). Ethical
clearance was obtained from an Ethics committabetiniversity to ensure that participants
would not be disadvantaged by the research pro&s=ondly, lecturers at the university

granted permission for the use of their class time.

The researcher played a few roles during the psodd®e researcher paid specific attention to
the sampling, data collection, analysis and cogiragesses. Prior to the research study, the
researcher spent significant time planning for shedy, anticipating possible pitfalls in the
research methodology. The researcher fulfilledofeof administrator, printing and preparing
booklets. During data collection, the researchdiilled the role of presenter and expert
towards the students, addressing questions andnineg the information of the research study
to the students. Next, the researcher fulfilledrtie of transcriber and coder. These processes

were done rigorously to ensure that the data aisadysl transcription were done accurately.

Research participants and sampling

A total of 293 (n=293) students participated irstiiudy and a total of 586 emotion episodes
(home and university emotion episodes combineadaas the qualitative cases. Considering
that two contexts were covered per participantstmaple is sufficiently large for purposes of
the research study. Purposive sampling was usecbltect the data. Within purposive
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sampling, the sample is based on the judgemenhefrésearcher (de Vat al, 2011).
Purposive sampling was utilised in order to ensm@ugh participants per cultural group were
approached. Participants were chosen based om#eassary characteristics (Creswell, 2009;

2013). The following characteristics served asqueaisites for participation:

» Participants had to be registered at university.

» Participants had to be full-time students.

» Participants could be under- or postgraduate staden

» Participants were from different ethno-linguisticogps, namely Black English-
speaking, White English-speaking and White Afrikeapeaking students.

» Participants were willing and able to participatdumtarily in the research.

» Participants were literate in either Afrikaans aigksh.

The characteristics of the participants are preskmt table one.
Table 1

Characteristics of the participants (n=293)

Iltem Category Frequency Percentage
Gender Male 199 67.9
Female 91 31.1
Missing 3 1
Age 18-20 years 138 47.4
21-23 years 137 47.0
24-27 years 13 4.4
28-40 years 3 1
Missing 2 0.6
Ethno-linguistic group White Afrikaans 134 45.7
White English 66 22.5
Black English 93 31.7
Academic year Grade 12 (Matric) 144 50.5
Diploma 9 3.2
BA 64 22.5
BCom 46 16.1
BSc 8 2.8
Honours 13 4.6
Masters 1 0.4
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Research participants totalled 293 (n=293) Afrilaand English university students. Students
of both under- and postgraduate level were sampled.majority of students were from the
North West Province. The cultural groups are disted as 31.7% (n=93) Black English,
22.5% (n=66) White English and 45.7% (n=134) Whitekaans. In terms of gender, females
comprise 68.6% (n=199) of the sample and male811¥=91). The overwhelming majority

of students were 20 years old with the mean ag6.@8 years.

Data collection methods

Multiple qualitative cases of emotion episodes veaikected by means of the Emotion Episode
Questionnaire. The Episode Grid was developed thithEmotion Research Project at Ghent
University in Belgium as part of an initiative dfet International Society for Cross-Cultural

Research on Affect that resorts under the SwisedAfbciences Centre (Jonletral, 2011).

The EEQ was translated into Afrikaans for partioiigdo answer in their mother tongue. To
ensure that the translations were accurate, banklation was used to ensure that the meaning
was retained in Afrikaans using the successive Idpugent method (van de Vijver &
Poortinga, 1997). Back translation is an effectimethod for ensuring that translations
accurately reflect the question in its original o (de Voset al, 2011). Variability in
language preference allowed of deeper richnessataf as their emotions could be expressed

in their mother tongue.

A brief demographic section was included as a &esition of the questionnaire along with a
consent form. Questionnaires consisted of elevestgquns covering all CEA components that
form an emotional episode. Questions are designateasure all the components of the CEA
in two contexts: at home and at university. Pgstiats were able to respond in Afrikaans and
English. Students were requested to describe shsilgnificant emotion episode in the context

of home and of university. The questions of the EE€listed in table two.
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Table 2

Questions used to evaluate emotion episodes acaprth the Componential Emotion

Approach

Number Question

1.1 Which was the last emotion you experiencedatd? Please, describe

1.2 How long ago did you experience the emotions?”

1.3 Why do you think that this situation causedry@motions?

1.4 In an emotional situation people often haveoarfeelings. What were the feelings
you had during that situation?

1.5a People often express their emotions on tlame.fHow did you express your
emotions on your face in that situation?

1.5b People often express their emotions by thestyse. How did you express your
emotions by your posture in that situation?

1.5c People often express their emotions througin toice. How did you express your
emotions through your voice in that situation?

1.6 In an emotional situation, people often feedaction in their body. How did your
body react in that situation?

1.7 In an emotional situation, people often feelrarer drive to do something. What
did you feel driven to do in your situation?

1.8 What did you eventually do in that situation?

1.9 In an emotional situation, people often trgomtrol their emotions. How did you
control your emotions in that situation?

1.10 Did your answers to the previous questiony tldscribe your personal experience

during that situation? If they did not, what woytal like to add?

Describing emotions is a psychological act (HPC$274). Asking participants to describe

emotions can elicit unexpected emotional responBeensure the psychological well-being

of the students, a registered Industrial Psychetagas on-site to answer any question or give

counselling as was needed. Data collection condificethe period of approximately a month

in the higher education institution.
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Data Recording

Every questionnaire had a corresponding participantber to compare to the demographic
information and facilitate anonymity. To ensurettthee participants’ privacy was in line with
the POPI act, the private information was storgrhssely in a sealed box. Only the researcher
has access to the participant information. Sulechitiuestionnaires were entered into
Microsoft Excel by the researcher. The data wasstmbed according to the participant
number, context (home or university), ethno-lingaigroup (White Afrikaans, White English
and Black English) and CEA question. By transcigbihe researcher familiarised himself with

the data — an important requirement of qualitatiata (de Vot al, 2011).

Data Analysis

Phase 1

To analyse its applicability to the South Africasntext, an analytic framework method (Gale
et al, 2013; Smith & Firth, 2011) was employed to ersairobust standard by means of which
to test the self-construal theory of Markus andi@ma (1991). The framework methodology
is widely established in social, psychological armbss-cultural sciences, with a history of more
than 35 years’ application (Richie & Lewis, 2008ne of the strengths of the framework
methodology is its flexibility in research fields.is adaptable to multi-disciplinary research
and to inductive and deductive studies (Morse, &grMayan, Olson, & Spiers, 2008). The

analytic framework provides a clear step-by-stegess (Smith & Firth, 2011) for conducting

research. Furthermore, it is highly suitable far $tudy of emotions (Gakt al, 2013).

Analytical Framework

A framework was developed to analyse the emotioisoees in terms of engaged and
disengaged emotions among a student sample. A §geaategories were used to evaluate
engaged and disengaged emotion episodes of diffetdtural groups in different contexts.
The analytic process was applied as followsstly, whether or not emotion episode was
interpersonally directedsecondly whether the emotion episode was positive or megjaand
thirdly, whether or not three CEA categories were cleamlyaged. CEA categories that were
too open to interpretation and cannot noticeablytpm the social state of emotions were
discarded for the sake of accuracy of the framewsliknination of components were made in

light of the Components of Emotion Meaning Projett~ontaineet al. (2013). The three
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components and categories of analysis used weraiagls, action tendencies, and subjective

feelings.

Next follows a description of the categories fodiog in the analytical framework.

Codings

Codings were used to classify the data in ordeystematically compare parts with others in
the data set. An analytic framework was developexhtlyse each emotion episode. Microsoft
Excel was used to code the data set. Codings waleated according to five categories in the
following process¥irstly, codings were used to account whether the emajmsode was
interpersonal; intrapersonal; both intrapersonall anterpersonal; or neither clearly
intrapersonal nor interpersonal. Téecond stegvas to evaluate whether the emotion episode
was positive; negative; both positive and negabiveeither clearly positive nor negative. If
the emotion episode was not clearly interpersonaloth intrapersonal and interpersonal, the
episode was not coded further because engagedogmatie clearly interpersonal by nature
(Kitayamaet al, 2000). If the emotion was intrapersonal, it coalitomatically be understood
as being disengaged. Ttierd stepwas to code the three CEA components as beingyedga

disengaged; both engaged and disengaged; or neiéagly engaged nor disengaged.

An extra column for analytic memos was added inab@ing file for any notes, thoughts or
examples, such as clear examples of emotionsffaudli codings. Each coding category was

given a number for each coding option for easytifieation.

Strategies to ensure quality data

The researcher independently coded a few emotiasodgs in all three ethno-linguistic
groups. The codings were then shown and discusigbaw interdisciplinary team consisting
of a cross-cultural psychologist and an independ&histrial psychologist. This was done to
ensure that alternate viewpoints could be incotedréMorseet al, 2008). After consensus
was reached, the coder completed all the codimgsnearked all difficult codings in the data.
The difficult codings were debated by the co-codemm until the correct coding matrix was
decided on (Morset al, 2008). The co-coding team set rigorous standbydsvhich to
evaluate the data set consistently (Gatlal, 2013). Applying rigour and transparency in data

analysis is key to quality in qualitative analy¢eslit & Beck, 2013).
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The agreed upon precedents to ensure the qualiheafodings included:

The overarching focus of the episode is reportedFom example, emotion episodes
often focus on two or more aspects of the episbde primary focus or the overarching
focus is selected, because the secondary discssareninfluenced by the primary
coding.

Engaged and disengaged emotions need not be diréoteards humans. Clear
examples of appreciation, sorrow, grief, joy andeanwere directed towards pets or
even God. Although the emotions weren't directedaials humans, it was still socially
engaged.

If action tendencies were not reported on, but @naotgulation was reported, then the
action tendency was inferred based on the action.

Emotion episodes that do not provide enough inféionacannot be coded.

A number of students started to describe their m@pisode, filling in the contextual,
appraisal and subjective feeling questions buthmtest. In these cases, the contextual
information provides four of the five categories aufding, so it was included. The
uncoded category, action tendency was left out@fata coding process.

Sadness is generally engaged, while anger is ggndisengaged.

Shame is engaged and guilt is disengaged (Deamrs; E016)

This process will be illustrated in the terms of @@ample from two contexts. For the full

guestions, please refer to the method sectioneXbmple of a home emotion episode is given

in tables three and four below:

Table 3

Home context emotion episode example

Emotion Sadness, hatred, frustrated

Why My mum had to left for cape town & me for Patéhum, me, brother, sister
& father. We all ended up talking about Seeing eztbler soon again &
decided it's part of our lives to leave some behind

When 2 weeks back

Appraisal It's a goodbye session. Mostly everybates goodbye's & the emotions

associated with it
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Feeling Bad, angry, upset, happy, anxious, uneesgk, depressed, loveable,

grateful
Face Grumpy face. Whatever facial expression
Posture Cross arms, standing straight, just noddiyngead
Voice Soft and gentle as if | am going to bursbitgars right there
Body Headache, gooseflesh, discomfort in the belly
Action Run away. Make the year-end to be surrourmyeshy family. End studies

just to be with my family

Regulation Calm myself. Cried myself out and told myself | almost done at varsity.
Just keep your head high these last couple of wé&&kene's going to get
you under you had a goal in life and you gonnasfint and then leave for
home

Control Smiling even when | wasn’t in the mood aold everyone | am just fine, no

need to worry about me

Extra Yes

Table 4

Home context emotion episode coding
Number  Ethno Site Intra/Inter  Neg/Pos AP AT SF
84 WE Home 1 1 1 2 2

The episode was coded as interpersonal, whicle#&s tlecause the family is directly involved

in the episode, as the participant saide‘ all ended up talking about seeing each othen soo
again & decided it's part of our lives to leave soehind”. The situation was coded as
generally positive both in regulation and attituBecause the situation was interpersonal, the
CEA codings can be interpreted. The appraisal wdsa as engaged, as even goodbyes need
to be engaged to exist. Next, the action tenderayyawded as disengaged, because in order to
pass the sadness of the moment, the urge was tavggtfrom the situation even though the
goal is engaged. Next, the subjective feelings weded as disengaged. Though some of them
are positive, they are all interpersonally directegbset, happy, anxious, uneasy, weak,
grateful' or disengageddnger'. It is important to note that the frustration lwever, not
directed at the family, but at the situation.

This participant’s university coding is detailedtable five and six below:
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Table 5

University context emotion episode

Emotion Disappointment, hatred

Why We went to see our marks on the board. Me antedellow students. |

ended up going to the lecturer to find out aboutmayks.

When 3 days ago

Appraisal  because | felt | could've done bettestually like the module

Feeling Hatred, sickness offended

Face Turned red. Wanted to cry. Emotionless

Posture Relaxed. Arms hanging down just starréldeagground

Voice Voice tone was ‘as if | was about to cry’.€@word at a time with extremely
long pauses.

Body Nausea, sick, diarrhoea, sweating, hotness

Action Earth could just open and swallow me ingsen; run away;

Regulation Cried. Talk to my friends and eventually went te s&y lecturer

Control Hoped for the best and believed everythiagpened for a reason. | came so
far-1 can make it till the end

Extra Yes

Table 6

University context emotion episode coding

Number Ethno Site Intra/Inter  Neg/Pos AP AT SF
84 WE U 2 2 2 2 2

The university coding coded as both intra and pgesonal, because it is mentioned th&it

| could've done better | actually like the moduietlicating personal disappointment, but also
that the student sai@alk to my friends and eventually went to seelecyurer”. The episode
was coded as both positive and negative as thempéah Turned red. Wanted to crybut
also thoughtl came so far-I can make it till the endThe appraisal was disengagbdcause

| felt | could've done better | actually like theodule”, as was the action tendentyarth
could just open and swallow me in; scream; run d@waryd the subjective feelings ‘tlatred,

sickness, offended”

51



These examples provide insight that emotion epsade not necessarily simple to define, and
are extremely complex to the individual experiegdhem. Furthermore, it is possible to be
engaged, but have components or aspects of ardepespressed in a disengaged manner, or

vice versa.

Statistical Analysis

Phase 2

The qualitative analytical framework was analysadrgitatively by using log-linear analysis.
Log-linear analysis is a statistical method thareies the structural relationship between two
or more categorical variables, similar to Pears@tis square statisticyf) (van der Heijden,
de Falguerolles, & de Leeuw, 1989). According teldFi(2013), Log-linear analysis can be
used even if the categories are cross-classifiedd@ess of fit was found through significant
likelihood ratios p < 0.05), strong beta values and low degrees etlse values (categorical
fields — 1) Field, 2013; Knoke & Burke, 1980). Onparsimonious models were selected.
Salient differences between the emotion episodemgrdifferent ethno-linguistic groups and

their contexts were reported on.

Results

The prevalence of intrapersonal and interpersaomattien episodes in a sample of university

students was investigated, and is presented ia taven:

Table 7

The prevalence of intrapersonal and interpersomabgon episodes

Effect beta std err z-value exp(beta) Wald df p

Intra 0.15 0.08 1.77 1.16

Inter 0.72 0.07 9.83 2.06

Both -0.87 0.42 103.77 2 *0.00
* p<0.05

Students generally reported nearly twice as martgrpersonal emotions ([3=0.7233;
expl3=2.06; Wald=103.77; df=2; p=0,00) as intrapeasdl3=0.15; expl3=1.16) emotions and
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reported significantly less both intrapersonal emeérpersonal emotions (3=-0.87; expl3=0.42)

than purely interpersonal or interpersonal emotions

Next, the effect of cultural groups and context wagstigated for engaged and disengaged

emotions in table eight. All interaction effectsre/éound to be insignificant.

Table 8

Group and context’s interaction with intrapersoraid interpersonal emotions
Effect Wald Df p
Group Intra/Inter 6.29 4 0.18
Context Intra/Inter 92.92 2 *0.00

* p<0.05

The results show there were no significant cultgraup interactions with intrapersonal and
interpersonal emotions (p=0.18). Context did shaigaificant interaction with intrapersonal
and interpersonal emotions (p=0.00). The effectamitext on intrapersonal and interpersonal

emotions is reported further in table nine:

Table 9
The effect of context on intrapersonal and intespeal emotion episodes

Effect beta stderr z- exp(beta) Wald df p

value

Context Inter/intra

Home Intra -0.58 0.08 -7.03 0.56

Home Inter 0.53 7.21 1.70

Home Both 0.05 1.05

University  Intra 0.58 1.78

University  Inter -0.53 0.59

University  Both -0.47 0.96 9292 2 *0.00
* p<0.05

Within the home context, students report less jrrsonal and more interpersonal emotion
episodes (3=0.51; expl3=1.70; Wald=92.92; df=2; @0 while the reverse is observed in the
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university context. In the university context, stats report far more intrapersonal emotions
(R=0.58; expR=1.7817; Wald=92.92; df=2; p<0.05ntimerpersonal emotions.

Next, the prevalence of positive and negative eonogipisodes were investigated as reported
in table 10:

Table 10
The prevalence of positive and negative emotiosoeleis
effect beta stderr z-value exp(beta) Wald df p
Pos/Neg
Positive  0.62 0.31 1.97 1.85
Negative 0.13 0.31 0.43 1.14
Both -1.22 0.29 11.80 2 0.00
* p<0.05

Results indicate a general effect of positive aegative emotion episodes. Students reported
more positive emotion episodes (3=0.62; expR=W88d=11.80; df=2; p<0.05) than negative
ones (13=0.13; expRR=1.14) and episodes with botliymand negative emotions were reported
the least with (3=-1.22; exp3=0.29).

Next, the effect of cultural groups, context, ipteesonal and interpersonal emotion episodes
were investigated on positive and negative emogéiperiences in a sample of university

students. The results are reported in table 11:

Table 11
The effect of cultural groups, context, intraper@oand interpersonal emotion episodes on

positive and negative emotion episodes

Effect Wald df p
Group Pos/Neg 239 2 0.67
Context Pos/Neg 1.12 2 0.57
Intra/Inter Pos/Neg 17.47 4 *0.00
* p<0.05
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Results indicate that neither group (p=0.67) nartext (p=0.57) had a significant effect on
positive and negative emotion episodes. Intrapaisaomd interpersonal emotion episodes were
shown to have a significant effect on positive aedative episodes (p<0.05). The effect of
intrapersonal and interpersonal emotion episodgsositive and negative classified emotion

episodes is further investigated in table 12:

Table 12
The effect of intrapersonal and interpersonal e@es on positive and negative classified

emotion episodes

effect beta stderr z- exp(beta) Wald df p

value

Intra/Inter Pos/Neg

Intra Negative 0.19 0.33 0.58 1.21

Intra Positive  0.025 0.34 0.07 1.03

Intra Both -0.10 0.91

Inter Negative -0.19 0.36 -0.54 0.82

Inter Positive  0.49 0.35 1.39 1.63

Inter Both -0.32 0.73

Both Negative 0.00 1.00

Both Positive  -0.51 0.60

Both Both 0.55 1.74 1747 4 *0.00

* p<0.05

With regard to the effect of intrapersonal andripéesonal emotion episodes and positive and
negative emotion episodes, students reporting patemnal episodes tend to report more
negative emotion episodes ([3=0.19; expR=1.21; WiAldH; df=4; p<0.05). When reporting
interpersonal episodes, they tend to strongly midipositive episodes (3=0.49; expl3=1.63).
When the episode is both intrapersonal and integmed, more mixed episodes are reported
(R=0.55; expl3=1.74).

Next, the effect of cultural group and context asifive and negative emotion components

was investigated. The results are given in table 13
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Table 13

The effect of group and context on positive andhtiegy emotion components

Component Effect Wald df p
interactions

Appraisal Group Positive /Negative emotions 0.22 20.90
Context Positive /Negative emotions 741 1 *0.01

Act Tend Group Positive /Negative emotions 0.34 2 .850
Context Positive /Negative emotions 785 1 *0.01

Subj Feeling  Group Positive /Negative emotions 0.22 0.85
Context Positive /Negative emotions 703 1 *0.01

* p<0.05

Results indicate that cultural group had no eftecipositive and negative CEA components
for appraisals (p=0.90), action tendencies (p=0@53ubjective feelings (p=0.90). Context
was shown to have an effect on positive and negamotions in the CEA components for
appraisals (p<0.05), action tendencies (p<0.05) suojective feelings (p<0.05). These
significant effects of context and positive and ateg emotions (for the three emotion

components) are investigated further in table 14:
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Table 14

The effect of context on positive and negative iemabmponents

Component Context Pos/ Beta std z-value exp(beta) Wald df p

Neg err

Appraisal Home Neg -0.17 0.06 -2.72 0.84

Home Pos 0.17 1.19

Uni Neg 0.17 1.19

Uni Pos -0.17 0.84 741 1 *0.01
Act Tend Home Neg -0.18 0.06 -2.80 0.84

Home Pos 0.18 1.20

Uni Neg 0.18 1.20

Uni Pos -0.18 0.84 785 1 *0.01
Subj Feelings Home Neg -0.17 0.06 -2.65 0.85

Home Pos 0.17 1.18

Uni Neg 0.17 1.18

Uni Pos -0.17 0.85 703 1 *0.01

* p<0.05

Context had an effect on positive and negative emgtat a componential level. Similar results
were found in terms of context’s effect on positared negative emotions for all three CEA
components. For appraisals, results indicate tlae mpositive emotions (3=0.17; exp3=1.19;
Wald=7.41; df=1; p<0.05) at home and the oppogjeakeffect with the university context
and negative emotions (3=0.17; expR=1.19) are expmd. The same opposite relationships
emerge for home context and negative emotionsuanersity context and positive emotions
with all three CEA codings. With action tendencitg effect of home on positive emotions
was similar to that of appraisals (3=0.18; expl361VZald=7.85; df=1; p<0.05), with the same
result for negative emotions and university coni@®:t0.18; expl3=1.20). Results indicate a
general effect of positive emotions at home andcatieg emotions at the university (3=0.17;
exp3=1.18; Wald=7.03; df=1; p<0.05) for subjectiwelings.

Next, the prevalence of engaged and disengaged@rmanh emotion components were

investigated, which is reported on in table 15:
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Table 15

The prevalence of engaged and disengaged emoti@mation components

Component Eng/dis Beta stderr z-value exp(beta) Wald df p
Appraisal Engaged 0.32 0.16 1.97 1.38

Disengaged -0.35 0.70 3.88 1 *0.05
Act Tend Engaged 0.06 0.09 0.67 1.06

Disengaged -0.06 0.94 0.45 1 0.50
Subj Feelings Engaged 0.16 0.10 1.59 1.17

Disengaged -0.16 0.85 2.45 1 011
* p<0.05

In general, students report more engaged than ghgea emotions. However, at a
componential level, this pattern only emerges fgraisals (p=0.05). Action tendencies and
subjective feelings did not reveal significant eifnces between engaged and disengaged
emotions. Students report more engaged (3=0.1®=exp8; Wald=3.88; df=1; p<0.05) than
disengaged appraisals (3=-0.35; expl3=0.70). Thasew overall effect between engaged and
disengaged emotions and action tendencies (p=Ca@Yyall about as many engaged (3=0.06;
Wald=0.45; df=1; p=0.50) as disengaged action tecids are reported (expl3=0.94;
Wald=0.45; df=1; p>0.05). With respect to engaged disengaged subjective feelings there
was no overall effect (p=0.11). Overall about asnynangaged (3=0.06; expR=1.17;
Wald=2.45; df=1; p=0.11) as disengaged subjectigeliigs were reported (3=-0.16
Wald=7.85; df=1; p>0.05).

Finally, the effect of context and cultural groups engaged and disengaged emotion

components were investigated. Once again no culgmoap or interaction effect between
context and cultural group was identified. The répd effects are displayed in table 16:
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Table 16

The effect of cultural groups and context and pasind negative emotion episodes on

engaged and disengaged emotion components

Eng and disengEffect Wald df

Component interactions

Appraisal Group 0.45 2 0.80
Context 3.45 1 0.06
Pos/Neg 17.10 1 *0.00

Act Tend Group 0.8 2 0.70
Context 5.15 1 *0.02
Pos/Neg 83.82 1 *0.00

Subj Feeling Group 1.08 2 0.58
Context 14.43 1 *0.02
Pos/Neg 87.79 1 *0.00

* p<0.05

As reflected in table 16, cultural groups were shaw be non-significant for appraisals
(p=0.80), for action tendencies (p=0.70) and fdojective feelings (p=0.58). Context was
found to play a significant role with the engaget! alisengaged CEA Components. For

appraisals, the researcher recognises that the oalpmcceptable cut-off point for tipevalue

is 0.05, however it was decided to interpret tleisuit of (p=0.06) as marginally significant.

The other components were significantly influeneeith action tendencies (p=0.02) and

subjective feelings (p=0.02) being below the cutpaiint. Furthermore, positive and negative

emotions was found to play a significant role witie engaged and disengaged CEA

Components (p=0.00). These significant findingsiawestigated in depth and displayed in

table 17 below:
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Table 17

The interaction between context and engaged arehdaged emotion components

CEA Context or Social beta std z-value exp(beta) Wald df p
comp Pos/Neg salience err
Appraisals Home Engaged 0.27 0.14 1.86 1.31

Home Disengaged-0.31 0.74

University Engaged -0.27 0.77

University Disengaged 0.26 1.29 3.45 *0.06

Neg/both  Engaged -0.68 0.17 -4.14 0.51

Neg/both  Disengaged0.70 2.01

Positive Engaged 0.68 1.98

Positive Disengaged-0.84 0.43 17.10 *0.00
Action Home Engaged 0.21 0.09 2.27 1.23
tend

Home Disengaged-0.21 0.82

University Engaged -0.21 0.82

University Disengaged 0.21 1.23 5.15 *0.02

Neg/both  Engaged -0.83 0.09 -9.16 041

Neg/both  Disengaged0.83 2.29

Positive Engaged 0.83 2.29

Positive Disengaged-0.83 0.44 83.82 *0.00
Subj Home Engaged 0.38 0.10 3.80 1.46
Feelings

Home Disengaged-0.38 0.69

University Engaged -0.38 0.69

University Disengaged 0.38 1.46 14.43 *0.00

Neg/both  Engaged -0.94 0.10 -9.37 0.39

Neg/both  Disengaged0.94 2.55

Positive Engaged 0.94 2.55

Positive Disengaged-0.94 0.39 87.79 *0.00
* p<0.05
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Results indicate a marginally significant effect adntext on engaged and disengaged
appraisals, and a significant effect of positivaed amegative emotions on engaged and
disengaged appraisals. At home students report emaged appraisals (3=0.27; expl3=1.31;
Wald=3.45; df=1; p=0.06), and more disengaged aggdsawhen at university (expl3=1.29). In
negative episodes, students report more disengagmgmtaisals ([3=0.70; expRR=2.01;
Wald=17.10; df=1; p=0.00) and in positive episoddsdents report more engaged appraisals
(3=0.68; expl3=1.98; Wald=17.10; df=1; p=0.00).

Students report more engaged action tendencies.ZB=@xp3=1.23; Wald=5.15; df=1;
p=0.02) at home, and at university more disengag#idn tendencies. In negative episodes,
students report more disengaged action tendennigsnapositive episodes, students report
more engaged action tendencies (3=0.83; expR=2\28¢=83.82; df=1; p=0.00). With

subjective feelings, the same pattern emerged.

Results indicated a significant effect of contextsobjective feelings. At home students report
more engaged subjective feelings, and at univensdye disengaged subjective feelings (3=-
0.38; expR=0.68; Wald=14.43; df=1; p=0.00). In negaepisodes, students report more
disengaged feelings and in positive episodes, stadeport more engaged feelings (3=0.94;

expl3=2.55; Wald=87.79; df=1; p=0.00). None of tfeats involving group was significant.

Next, a discussion of the research objectives bvélpresented, limitations will be addressed

recommendations for future research will be maadkcamclusions will be drawn.
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DISCUSSION

The main objective of this study was to investigiite engaged and disengaged emotions of
black and white South African students. This wdldiscussed in light of the objectives of the
study. Lastly, limitation, recommendations, andadatusion will be presented.

Markus and Kitayama (1991) emphasise that selfticosls influence the emotional,
motivational and cognitive processes of individuédslependent self-construal views the self
as a bounded entity while interdependent self-caaksees the self as one in relation to others.
Furthermore, socially aligned or engaged emotiaugl{ as love) is exhibited more from
individuals with an interdependent self-construajle disengaged emotions (emotions that
create social distance between people’s self-asaisr such as anger is exhibited more by
individuals with an independent self-construal.

In order to adequately investigate engaged anchgesged emotions, the CEA was utilised to
gain the global meaning of emotion episodes fromividuals from different cultural
backgrounds in order to investigate the applicghdi self-construal and emotional differences
between groups. From the analytic framework deedp investigate the emotion episodes,
seven research objectives were constructed totigaés engaged and disengaged emotions at

both a global and componential level. Next, easleaech objective will be discussed.

Thefirst research objective was tietermine the prevalence of intrapersonal andpetspnal
emotion episodes in a sample of university studeBtisdents report nearly twice as many
socially directed emotions as inwardly directed saoms. Although not a direct measure of
engaged and disengaged emotions, it is a strornigatod of the salience of engaged and
disengaged emotions in the South African contegpeeially in this study’s construal of

intrapersonal and interpersonal emotions.

No previous studies have been conducted on insapal vs. interpersonal emotions directly.
Interpersonal emotions were theorised to indicaieiat engagement after realising that
emotions can be internally engaged towards theatsito, but not socially engaged. For
example, feeling anger engages the individual'stems into social disengagement. Engaged
emotions are necessarily interpersonal. Howevesendjaged emotions can be either
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intrapersonally or interpersonally disengaged. lramrhore, engaged and disengaged emotions

are by definition bonding or creating distance frotmers (Kitayamat al, 2000).

Emotions play a critical role in maintaining thecsd distances between people (Levenson,
1999). The prevalence of interpersonal emotionsitpdio gravity of social interaction for
student groups. An explanation for this is probahbt students use social capital and social
support to help cope with stress (Young, 2009)eeisfly with family relationships (Pillay &
Ngcobo, 2010; Siyengo, 2015). The prevalence efp@rsonal emotion is therefore expected

with normal-functioning student groups.

The second research objective wasdetermine the effect of cultural groups and context
intrapersonal and interpersonal emotion episodassample of university students. Contrary
to expectations, cultural groups influenced neitiénrapersonal nor interpersonal emotions,
which stands in contrast with the self-construadotly of Markus and Kitayama (1991).
Literature provides conflicting results. Some kiterre points to cultural differentiation towards
intrapersonal and intrapersonal emotions (Breugeéi@eelenberg, Gilovich, Huang, &
Shani, 2014). Comparatively, Liu (2009) found tkhath anger and negotiation strategies,

cultural group does not influence the experiencatodpersonal and interpersonal emotions.

Some research has construed intrapersonal emotmrse the components which are
experienced internally (i.e. appraisals, bodily ss#ions, subjective feelings), while
interpersonal emotions are those that are expeegsavenson, 1999). In these terms, higher
expression of emotions has been shown to leads® depressive symptoms, while less
expression of emotions has been shown to prom@iesigve symptoms (Burget al, 2012).
The similar expression of emotions between cultgraups further implies the similarity of
emotion experiences among students, which in tasngnactical implications for intervention

strategies, and emotion regulation strategies.

On the other hand, context was shown to influent@personal and interpersonal emotions.
Intrapersonal emotions are more prevalent in th@0X®ersity context, while interpersonal
emotions are more prevalent in the home contertviBus research by Kgantsi al (2015)
shares the importance of context on engaged aedghged emotions in South Africa. Their
study included an “in general category” in whicle tdifference between engaged and

disengaged emotions were clearer than betweemikiersity and home. In their study there
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was only one group that did show a difference intext, and that group was not included in

this study.

This result can be interpreted in the sense tleastiess of the university forces individuals to
find creative solutions to problems, especiallthé problems are appraised to be of personal
importance and internally directed. Self-directedntrapersonal emotions are thus expected
to be more prevalent than externally guided emsti@nuniversity. The home context lends
itself to more interpersonal emotions and is thea®of the emotional buffer of family support
(Siyengo, 2015).

Thethird research objective was tietermine the prevalence of positive and negatinetion
episodes in a sample of university students. Stsdgenerally reported more positive than
negative emotion episodes. Literature reportsehgaged positive emotions and disengaged
negative emotions are experienced more prevalémily the opposing combinations (as was
found in objective two) (Kitayamat al, 2000; Kitayamaet al, 2006; Kgantset al, 2015).
The opposing combinations of engaged negative em®t&nd disengaged positive emotions
are generally reported less. Furthermore, the gtinesf the interpersonal and positive emotions

outweighs negative and intrapersonal emotionsigstudy.

The congruent findings of positive and negative gong and intrapersonal and interpersonal
emotions with previous literature (Kitayaratial, 2000; Kitayamaet al, 2006) only bolster
the salience of engaged and disengaged emotioBsuth Africa. Furthermore, students are
generally more positive than negative, which sutgg® general attitude of students. Negative
emotional spillage from emotional pressure from if@® especially for first-generation
students did not emerge from the data (Pillay & &by 2010). It is quite possible that the

positive home experiences may spill over into thizersity setting (Olwage, 2012).

The fourth research objective wat® determine the effect of cultural groups, context,
intrapersonal and interpersonal emotion episodgmsitive and negative emotion episodes in
a sample of university students. The results inditlaat cultural groups and context did not
have an effect on positive and negative emotiormsvé¥er, intrapersonal and interpersonal
emotions do have an effect on emotion valence. @éneintrapersonal emotions align with
disengaged emotions, while interpersonal emotidigh avith engaged emotions (Akutsu,

Yamaguchi, Kim, & Oshio, 2016; Kitayamet al., 2000). Valence similarly aligns with
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engaged and disengaged emotions (Kitayatma, 2000; Kitayamaet al, 2006; Tsai, Sun,
Wang, & Lou, 2016). Thus, to have interpersonal poditive emotions emerge alongside
intrapersonal and negative emotions falls exactllgiwliterature’s conception of engaged and
disengaged emotions.

Results do not indicate an effect of cultural groagositive and negative emotions (as shown
by objectives two and four), nor of cultural graupintrapersonal and interpersonal emotions.
Similar results of the non-influence of culturabgps and positive and negative emotions (Tsai
et al, 2016; Verduyret al, 2013) have been found in other contexts. Theke¢ed findings
have implications for the wellbeing of South Afmcatudents. The well-established Broaden
and Build Theory (Fredrickson, 2001) shows thattp@semotions advance the individual’s
personal resources ranging from personal, soaigllectual and psychological resources.

Results by Kitayamat al. (2000) indicate that the prevalence of positive aegative emotion
episodes were entirely due to the American independultural group, while there was
virtually no valence difference with the Japanedgerdependent cultural group. Similarly, the
intensity of positive and negative emotions, ad aglthe expression thereof has been found
to be related to independent groups (Lim, 2016;avigto & Ryff, 2011). South African
students express emotions closer to independentpgréhan to interdependent groups
indicated by previous literature. Further corroltiora lies with the prevalence of positive
emotions over negative emotions among all threaggoLiterature points to Eastern cultural
groups expressing more negative emotions thaniyp®@sitnotions (Heine & Hamamura, 2007,
Uchida & Kitayama, 2009), while the opposite isetrior western cultural groups (Park,
Uchida, & Kitayama, 2016) with which these findireye more in line.

Vignoleset al (2016) changed the investigation of self-congtingeen “how much” a group is

independent or interdependent to “in which waygjreup is independent or interdependent.
Since different factors can combine into uniqueepehdent and interdependent self-
construals, different cultural groups in South édrimay need to be investigated to determine

their cultural compositions.

When considering the results of objectives onetw &s a whole, an overall tendency can be
noticed at two levels. At a global level, contexteets interpersonal and intrapersonal

emotions, which can then have an effect on posdive negative emotions (Figure 1). This
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probably indicates that the level of stress of mtext influences the amount of social or self-

guided interaction, influencing engaged and disgagamotions in students.

Intra and interpersonal Positive and

Context . ) .
emotions negative emotions

Fig 1: Conceptual model of context on interpersaal intrapersonal emotions, and its effect

on positive and negative emotions

The fifth research objective was tetermine the effect of cultural group and content
positive and negative emotions components in a Eaofpuniversity students. Once again,
cultural groups did not have an effect on positwel negative emotion episodes, even at a
componential level. Context did not appear to éffamsitive and negative emotions in the
general episodes, but did affect CEA componentsiti?e and negative appraisals, action

tendencies, and subjective feelings were all imfb@el by context.

Positive and negative emotions play a significasie rin the composition of emotion
components (Scherer & Fontaine, 2013a). Theretbesprominence of positive and negative
emotion components in the results is congruent \iigmature. Once again the degree of
stressfulness of a setting (in this case, the usityesetting) should to a large degree determine
the prevalence of positive or negative emotionag®s. Similar findings have been discovered
in the workplace, and have been coupled to cowprtmtuctive work behaviour (Fidet al.,
2015).

Generally, more positive emotion episodes wererteddy students than negative episodes
(refer to objective 3). However, the majority ofgative emotion episodes were in the
university environment. This seems to confirm stgdhat the university is a psychologically
stressful environment (Malinga-Masumba, 2014; Nebyvender, & Tom, 2016) filled with
adjustments, and broad challenges for students d&rSamuel, 2015), especially for first
generation students (Siyengo, 2015). This is furtomfirmed by the high levels of tertiary
South African student’s languishing (van Zyl & Rweothnn, 2012) and has negative
implications for the physical health of the studefi2ich, Doan, & Evans, 2014; Doan, Dich,
& Evans, 2016). At least emotionally, the universéixperience seems to be comparable

between white and black students.
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On the other hand, it seems that the home conésxhs to play an emotional buffering role

for the emotion components. The home is usually ssea place of safety and social support,
which echoes Olwage’s (2012) results on the rolghef home for student’s resilience.

Similarly, family relationships have been showrb&the main source of meaning for South
African students (Delle Fawt al., 2013; Nell, 2014; Siyengo, 2015).

This has implications for the creation of intervens for students. If the emotional stressors
are similar, and the emotional experience is siitdollows that coping interventions can be
designed for culturally diverse students, especsaifice students’ coping strategies have been
shown to be emotionally driven rather than towagnddblem solving strategies (Brougham

al., 2009). Considering that context is the main @idehind positive and negative emotion
component differences, it can be maintained thasdahresults could be extrapolated to
emotionally stressful environments similar to timéversity, such as the workplace. However,
this deduction cannot be made towards culturaltyatied stressful situations such as the death

of a family member, as culturally appropriate inartions will be needed for such situations.

The sixth research objective was ttetermine the prevalence of engaged and disengaged
emotion components in a sample of university sttedekt a componential level, engaged and
disengaged emotions were only shown to be salightagpraisals. Both action tendencies and
subjective feelings did not show any meaningfufedédnces for engaged and disengaged
emotions. Contrary to the general findings wherdear distinction can be made between

engaged and disengaged emotions, no such dishrati@rges at a lower level.

The distinctness of engaged and disengaged aplgrager the other components may be
explained by the centrality of appraisals in the@gam process. According to the Componential

Process Model (Scherer, 1984) on which the CEAseb, the appraisal is the beginning point
of an emotion that leads to an action tendenclg@d by expressions. During the data coding
process, emotion episodes are often interpersomélexen positive, but then the three

components have divergent codings of engaged, ghggea or unclear. Emotion episodes are
rarely unanimous at a componential level. Howether point of engagement or disengagement
lies with the appraisal component which flows todgaan action tendency and expression or

regulation. The experience of coding the datasaisis confirmed through CEA research.
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Scherer and Fontaine (2013d) showed that meaningotabe made through individual
components alone. Components were shown to funtiiween two expected theoretical
functions of components. These are either duphgatie structures of other components (the
duplication model) or unique componential subsystdralping the regulation of emotions
through independent contribution (additive conttitm model). Due to the global meaning of
emotion working through the components (Scherero&t&ine, 2013d), it is unexpected that
engaged or disengaged emotions are universaliyeelim all the components. Furthermore, it
affirms the findings of appraisals affecting enghged disengaged emotions, and appraisals

and subjective feelings not aligning with engaged disengaged emotions.

In terms of student emotion experiences, it carg&ieed that help should be focused on
components that help directly with engaged andndidged emotions, namely, appraisals.
Lazarus’ (1984) seminal model for coping focuseacdy on appraisal and reappraisals
guiding coping processes. The emphasis on reapjg’aisle toward depression has also been
established through other cognitive therapy mosieth as CBT (Chen, Jordan, & Thompson,
2006), behavioural models, (Regehral, 2013) as well mindfulness models such as MCBT
(Troy, Shallcross, Davis, & Mauss, 2013) and MB®Rr{das, Thorsheim, Hjeltnes, & Binder,
2016).

Future student interventions will have to focusteaching students better problem-focused
coping strategies, especially those that promotmitiwe flexibility (Johnson, 2016). The
negation of depressive symptoms that are most iassdavith stressful environments are best
mitigated through these coping methods above (Ghémggan, & Chio, 2012; Craig & Austin,
2016; Hundt, Mignogna, Underhill, & Cully, 2013; M, Evans, Rao, & Garber, 2015).

Theseventh research objective waslgiermine the effect of context and cultural groapd
positive and negative emotion episodes on engagediaengaged emotion components in a
sample of university students. Cultural groups wdad affect any engaged and disengaged
emotion components. These results are in stronigasino the expectations of literatuksafon

& Louw, 2000;Kaplan, 2014; Valcheet al, 2013), namely that white South Africans should
experience more disengaged emotions and black 3dutian groups should experience more
engaged emotions. It further puts into questionapglicability of Markus and Kitayama’s

self-construal in South Africa.
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One post-hoc explanation may be social class gitgisibetween students of different cultural
groups. The largest growing groups in South Afaca the Black middle- and upper-classes
(Visagie & Posel, 2013). It is possible that witmiar access to resources, the lives of the
students are quite comparable. Studies on so@ak ¢hdicate that individuals from upper-
classes tend to exhibit more pride, envy, contemmot anger while individuals from lower-
classes less to display more shame, envy, and ssepne(Ashton-James, & Tracy, 2012;
Shariff, Tracy, & Markusoff, 2012; Steckler, & Trg2014). Thus, high social classes tend to
exhibit independent self-construals, and lower aociasses tend to exhibit interdependent
self-construals. Students tend to be from a highess background, which may contribute to

the similar emotional experience.

Alternatively, acculturation may be at work. In tight of more than 20 years of integration
and democracy, South African groups could have finecoeither strictly individualistic nor
strictly collectivistic. The process of accultucatiimplies a change in the sense of the self
(Ryder, Alden, Paulhus, & Dere, 2013) which is calnio self-construals. It is quite possible
that Afrikaners are more collectivistic than exjgelcand with the creep of westernisation, black
South Africans are becoming more individualisticptevious research (Kitayaratal, 2000;
Kitayamaet al, 2006), subjective feelings were culturally imfhced. Mesquita, Boiger, and
de Leersnyder (2016) indicate that emotions aréu@lnormative to achieve tasks with
maximum wellbeing. These findings are confirmeatiyh people’s emotional adaptation by
a process of acculturation (Consedine, Chentsoutebu & Krivoshekova, 2014; de
Leersnyder, Mesquita, & Kim, 2011). The culturahreffect brings into question the strength
of culture over that of context, especially in teraf student wellbeing in South Africa.

These results regarding subjective feelings al@énwith literature in terms of the non-effect
of cultural groups (Liu, 2009). In terms of acti@mdencies, these findings contradict previous
research. Action tendencies (or action readinesH)dorised to generate a range of possible
action states and creates the motivation to maa the current state to the desired emotional
state (Frijda, Ridderinkhof, & Rietveld, 2014). Hewver, very little cross-cultural differences
have been found with regards to action tenden€igglé, Markam, Sato, & Wiers, 1995) and
research has only been conducted in terms of diffes of emotion words (Mesquita & Leu,

2007). In terms of appraisals, the results alsdradict previous literature, as it is expected

69



that the appraisals of different groups shouldedjfespecially in terms of primary appraisals

where personal wellbeing is goal (Kitayaetaal, 2000; Markus & Kitayama, 1991).

Since students in this sample showed no effeculbfie on intrapersonal and interpersonal,
and positive and negative emotions on engaged eetighged emotions, it can impact the
understanding of the emotion functioning acrosslestis. It can be understood that student
interventions related to emotion constructs cantdilered similarly for different cultural
groups. This is because culture does not influémeexperience of different emotions among
students in the university context. Although noeeffof culture is observed, it is naive to
assume that the cultures at play are similar. Toégrin the emotion episodes of students seems
to be both similar and important. Markus and Kitagés (1991) theory allows for deep-rooted
cultural differences, However, in the day-to-daperxence of emotions, the different groups

show similar experiences.

On the other hand, context did significantly affesjaged and disengaged emotions for action
tendencies and subjective feelings and only mallgifier appraisals. As described in the
Componential Process Model, appraisals lead atgimtencies which trigger expressions such
as subjective feelings. The process is under constappraisal (Scherer, 1984; 2005). These
results are the inverse of results relating to @bje six. The components which form the
expression are deeply influenced by context whppraisals act simply as an evaluative
function of the situation, which only allows for mdext having marginal influence on

appraisals.

In all objectives investigated in this study, contguiding the prevalence of engaged or
disengaged emotion has been the central signiffeatdr at play. However, considering that

only appraisals meaningfully displayed engaged disdngaged emotions, and that context
had only a marginal effect on appraisals, contegsdot have the primary effect on appraisals.
This result may be explained by the unconsciousraadf appraisals. Appraisals are goal-

driven, and happen at both an unconscious and ioussievel (Scherer, 2005). It could mean

that not all appraisals would be influenced by dbatext it finds itself in. Much like seeing

something scary can automatically cause a frigigfardless of context.

Positive and negative emotion episodes signifigaaffiected all three emotion component’s

social salience. This reveals that the understgndimd structure of positive and negative
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emotion episodes remain constant on a holistic antkast to the degree of investigation in
this present research, componential level. In tevhissudent interventions and wellbeing, this
provides insight into how to address stressfulasituns. Although addressing positive and
negative emotion episodes above the context shmildore meaningful in the promotion of
emotional wellbeing of black and white South Afncatudents, context influences the
prevalence of positive and negative emotions. Thege both context and positive and
negative emotions should be considered when dyradtiressing disengaged emotions and the
effects thereof (Volet & Mansfield, 2006). As debed in objective three and five, the
university setting is associated with more negaginetion episodes, while the home context

is associated with more positive emotion episodes.

In engaged and disengaged literature, wellbeingostulated to be the driver of emotions
(Kitayamaet al, 2000; Kitayameet al, 2006). Independent social placement provides the
optimal happiness for independent self-construbllennterdependent social placement leads
to the optimal happiness for interdependent selstroal (Kitayameaet al, 2006). Thus the
emotions experienced attached to independent émdlépendent self-construals that promote
wellbeing for the respective self-construals argedgaged positive emotions and engaged
positive emotions. However, the findings point tmaged positive emotions being relatively
equally important for all groups granting furthasight into the creation of interventions or

student retention programmes.

When considering the results of objective fivedgen, a conceptual model can be postulated.
Context can have an effect on positive and negatmetions, and both context and positive
and negative emotions can have an effect on engagkdisengaged emotion components. It
may be helpful to note that only engaged and disgad appraisals emerged from the results.
Subjective feelings and action tendencies did tedrly indicate the social salience of the
episode. The following model (Figure 2) can be @nésd to illustrate this process at a

componential level:

Positive and negative
emotions Engaged and

Context Disengaged
components
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Fig 2: The effect of context and positive and negagémotions on engaged and disengaged

emotions

Limitations and Recommendations

Limitations

Although clear results surrounding engaged andndmged emotions emerged, several
limitations are observed with the current stu@ystly, a black Setswana group was not
included, which would have perfectly mirrored thedy by Kgantset al (2015). To a degree,
this may have affected the data, since the groppessing themselves in Setswana would have
most probably reflected themselves within theiretaultural form.Secondly engaged and
disengaged emotions were inferred from the framkwbthe data. Engaged and disengaged
emotions as well as independence and interdepeadeere not asked directly, they were
inferred through the analytic framework. Due tetfaict and the data type, dimensions such as
emotion intensity could not be investigated inplgulation group. Future research could gain
a lot of ground by directly measuring the type mdiependence or interdependence of the

groups alongside motivation, or engaged and disgadjamotions.

Thirdly, as with the previous research, the population tis of students, and not a
representation of all white and black groups. Rnevicross-cultural research has shown that
psychological traits are not as among student @joms as with other populations.
Furthermore, the black group is also not represeetaf all black groups in South Africa. For
an in depth analysis, a population of at leastukiZisiXhosa and Setswana speaking
individuals would be needed along the tradition&lyopean African groups of South African
Afrikaans and Englishzinally, a possible shortcoming was that gender was rmouated for

as some research has pointed to gender differendesms of values, emotions and coping
(e.g. Broughanet al, 2009).

Recommendations

From these results, recommendations can be maderéatice and future research. For
practice, recommendations include utilising thedifigs in this present study to augment
current student retention strategies, and to iateghe findings into further student wellbeing,
emotion and retentions strategies. Nuanced emotiere elicited in different contexts,

revealing quite a number of practical implicatidies universities, and counsellors alike.
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Implications to student wellbeing include the sgaifect of context, specifically a stressful
context (such as the university) over other fagteush as cultural groups, have on emotions.
Furthermore, a focus on the buffering effect ofiglogupport, particularly that of the home is
to be emphasised to student wellbeing. Intervestieed not be as focused to being culturally
sensitive in order to be successful. In terms okileg at engaged and disengaged emotion
components, the importance of appraisals over aeponents for counselling and coping

strategies may be key to successful interventions.

The results that stand against the well-establiskeftconstrual theory of Markus and
Kitayama (1991) has practical implications for omderstanding of the cultural composition
of different groups in South Africa. These groupsitivations, wellbeing, and emotions are
not as clearly differentiated as is expected froeoty. South African cultural groups may have
unique independent or interdependent factors camdpiheir cultural compositions. The non-
effect of groups over emotion episodes, as wethasprevalence of positive emotions over
negative emotions sheds some light on this topituré research may have to investigate
emotion episodes in light of larger samples, ad asto directly investigate independent and

interdependent self-construals in South Africa.

Conclusion

In conclusion, the salience of engaged and disesthagnotions emerged in the target
population. The framework methodology along wite EEQ produced sufficient information
on emotion episodes to determine not only the sedieof engaged and disengaged emotions,
but also of positive and negative emotion episodibs.last question in the questionnaire was
generally left open by respondents, nam@&yd your answers to the previous questions fully
describe your personal experience during that siture? If they did not, what would you like
to add?’

Importantly, no cultural effect was found for engdgnd disengaged emotions between black
and white South African students in this sampleesehresults confirm the findings of Kgantsi
et al. (2015). According to literature, white South Afrt students were expected to express
more disengaged emotions, and less engaged emtiteonblack South African students. Post-
hoc explanations were provided, including accuttara social class similarities, and the

general westernisation of black groups. A generatitye emotion preference and
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differentiation indicated that the similarity of &b African black and white groups nudge

towards the findings of previous literature of itemhally independent Western cultural groups.

Context was shown to be the main driver of engaged disengaged emotions, while
independent and interdependent emotions were faaniahfluence positive and negative
emotions. The stressfulness of different contexdeevpostulated to explain these differences,
as negative intrapersonal emotions were assoamrtadhe university context, while positive
interpersonal emotions were associated with theehoomtext. The home was found to be an
emotionally protective environment, while the umgity was found to be an emotionally
draining environment for all three cultural grougdhese findings were consistent with
previous literature on stressors as well as ressufar students (Olwage, 2012; Pillay &
Ncgobo, 2010).

Furthermore, some componential differences emehged the data. Unanimity among the
components regarding engaged and disengaged esatere not found. Results emphasised
the importance of appraisals in the emotion procs# was the only component that clearly
displayed engaged and disengaged emotions. It Ilsagstl®e only component that was only
partially affected by positive and negative emadioiction tendencies and subjective feelings
were found to be affected by context and positind aegative emotions. Implications for
further student interventions include focusing omponents that are of primary importance
in the emotion process, namely appraisals instéagéandary or end-results of the emotion
process, such as with subjective feelings. Progigiractical interventions to students on how
to effectively deal with difficult emotional situahs both from a socially supportive and
cognitive, problem-solving approach would providieetive coping strategies for students in

the South African context.
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CHAPTER 3
CONCLUSIONS, LIMITATIONS AND RECOMMENDATIONS

This chapter provides conclusions regarding theirigs of the research article in chapter two.
Conclusions are drawn with regard to the reseatgbctives as set out in chapter one.
Furthermore, the limitations of this research staydiscussed. Furthermore, this chapter will
conclude with recommendations for the organisati®mvell as for research opportunities that

emerged from this research.
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3.1 Conclusion

The general objective of this study was to invedgdhe prevalence of engaged and disengaged
emotions among black and white students in Soutit#&fTo conduct this study, the researcher
employed a sequential mixed method approach, withralytic framework methodology to
investigate emotion episodes of students from tletbeo-linguistic groups. The EEQ was
employed to investigate each component of emotgnsrding to the CEA. Students reported
the last significant emotion episode they had erpeed at home as well as at university. The
students generally reported their emotions adetyuste¢heir own words, meaning the EEQ
adequately encapsulates emotion episodes. Thguiastion in the questionnaire was generally
left open by respondents, naméeRid your answers to the previous questions fulgctibe
your personal experience during that situationthiy did not, what would you like to add?’.
Furthermore, the analytical framework providedghss into the composition of engaged and
disengaged emotion episodes. Thus, a few resulte feend relating to the engaged and
disengaged emotions of the student groups.

Concluding on the general objectiérstly, engaged and disengaged emotions clearly appear
in the emotion episodes of black and white studéertiss is evidenced by the prevalence of
interpersonal and positive emotions reported bydesits. Secondly no cultural group
differences were found regarding engaged and daggty be it at a global emotion episode
level or at a componential level, placing into digesthe validity of Markus and Kitayama’s
(1991) self-construal theory in the South Africaontext Thirdly, context was the most
significant influence the experience of engageddisdngaged, positive and negative as well
as intrapersonal and interpersonal emotioRsurthly, both black and white students
experienced more positive than negative emotieifthly, appraisals were the only component
to saliently exhibit engaged and disengaged emotiastly, context as well as positive and

negative emotions showed an influence on emotiompoments.

Concluding on objective one as stated in chapter on
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Objective 1: To conceptualise self-construals, emotions, engagelddisengaged emotions,

positive and negative emotions and students inhS#fica according to literature.

Self-construals

According to Markus and Kitayama’s (1991) semitgdry, the self-construal, or perception
of the self directly influences an individual’s ewigon, motivation and emotion processes.
Spending time among independent groups (such atemvesultures) would lead one to
establish an independent self-construal, which #eeself as an autonomous entity with the
self as the primary motivator. On the other hapénsling time in interdependent groups (such
as eastern cultures) should foster an interdepéntm of the self, so that the self is not seen

as a bounded entity, but as one in relation torst{téross, Gercek-Swing, & Hardin, 2011).

The self-construal theory is one of the most esthétl cross-cultural theories and has been
validated in multiple disciplines. Recently, Vigeskt al. (2016) demonstrated that different
factors can combine that bring a unique elemengach cultural groups’ composition of
independence or interdependence. Furthermore, 3dutan groups have been shown to fall
on the independent side for Afrikaners and Englisiups and on the interdependent side for

black South African groups (Valchev, van de VijMdel, Rothmann, & Meiring 2013).

Emotions

Emotions were conceptualised in accordance with Gbenponential Emotion Approach,
which is based on the Componential Process Mod8iderer (1984; 2005; 2009). According
to the CEA, emotions are interrelated, multi-comgagral processes that work within a person
that dynamically act as a survival mechanism fat gferson. These components are appraisals,
action tendencies, motor, vocal and facial expoessi bodily sensations and subjective
feelings. The CPM explains that an emotion episactirs as follows: an antecedent event
triggers an appraisal that is interpreted in lightan individual's goals. The appraisal then
triggers an action tendency or action readiness,stdnich provides the impetus for the person
to act out appropriately through the necessaryesgions, feelings or bodily sensations. Once
the expression has regulated the emotion, the @pisocover. During this time, the individual

can reappraise the situation in terms of his g(@dserer, 2009).
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Engaged and Disengaged Emotions

Engaged and disengaged emotions were conceptuslys&itayamaet al (2000) as being
emotions that are socially aligned. Engaged emst{snch as love) are emotions that bring
about connectedness with others, while disengagedi@ens (such as pride) bring about social
distance between people. Engaged and disengagetioesnare also aligned with self-
construals (Kitayamat al.,, 2006). Engaged emotions are expressed morelmftpaople with

an interdependent self-construal. Disengaged em®#ce expressed more often by individuals
with an independent self-construal (Kitayaatal., 2000).

Positive and Negative Emotions

Positive and negative emotions are also known @ithotion valence. Positive and negative
emotions have always been studied alongside engagkdisengaged emotions (Tsai, Sun,
Wang, & Lau, 2016). Positive emotions have beenwshto generally be experienced
alongside engaged emotions, while negative emotawasgenerally experienced alongside
disengaged disengaged emotions (Kitayatrel, 2000; Kitayamat al.,, 2006). Exceptions to
this norm also occur, but to a far lesser degresitive disengaged emotion (such as bliss) and
negative engaged emotions (such as shame and ayalglso reported by different groups.
Literature was inconclusive of the effect of cudtsiron positive and negative emotions. The
expectation of the self-construal theory (Markuk&ayama, 1991) is that cultures should
influence the experience of positive and negatimeteons. However, some studies have not
confirmed this expectation (Verduyn, van Mecheleumerlinckx, & Scherer, 2013; Tsat al.,
2016).

South African Students

Students are faced with numerous challenges inhSé@itica. Apart from the standard
pressures students worldwide face, such as higislef anxiety (Regehr, Glancy, & Pitts,
2013), South African students exhibit high levdi$anguishing (van Zyl & Rothmann, 2012)
as well as high levels of suicide ideation (Bantjesgee, Mcgowan, & Steel, 2016). Up to as
much as 70% of South African students also facemedic events (Hoffman, 2002).
Furthermore, black and coloured South African stislealso report significantly higher
dropout rates and anxiety than white students (jo&nCampbell, 2014). Due to socio-
economic difficulties, financing studies or evemply getting money for food is a challenge
for many students (Letseka & Breier, 2008; PillayjN§cobo, 2010; Young, 2009).
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Students experience a large amount of academitedelamotions known as achievement
emotions (Pekrun, 2016). These emotions, such @, hpride, anger, anxiety, shame,
hopelessness or boredom are critical to studergsvvation, learning, performance and health
(Schutz & Pekrun, 2008). Managing these emotioregsgeod predictor of academic success.
This is because students have been shown to erapiofionally focused rather than problem-
focused coping strategies (Brougham, Zail, Mend&2adijller, 2009). Emotional commitment

to studying is more important than ever, as thehBligcducation sector has been characterised
by unrest and physical and emotional violence wWith#MustFall Movement (Karodia, Soni,

& Soni, 2016; Luescher, 2016)

Concluding on the specific objectives in chapter 2:

Objective 1 To determine the prevalence of intrapersonal aberpersonal emotion episodes

in a sample of university students.

According to literature, engaged and disengagedtiens are by nature interpersonal, or
socially aligned (Kitayama, Markus, & Kurokawa, B)OEngaged emotions bind people

together while disengaged emotions bring aboutasatistance from people. This study

construed intrapersonal emotions as those direte@rds the self, while interpersonal

emotions are those directed towards others. Inrasinto some studies (e.g. that of Levenson,
1999) that construe intrapersonal emotions asdhgonents that are experienced internally,
while interpersonal emotions are encompassed byaimponents that are expressive in nature.
Students across all three cultural groups rep@xedessing nearly twice as many interpersonal
emotions as intrapersonal emotions. Through thislys construal of intrapersonal and

interpersonal emotions, the prevalence of engagedddesengaged emotions are quite clear
among students in South Africa in this sample wh&ckiery much in line with findings by

Kgantsi, Fontaine, and Temane (2015).

Objective 2: To determine the effect of cultural groups and ernbn intrapersonal and

interpersonal emotion episodes.

The construal of engaged and disengaged emotiom®tisdentical to intrapersonal and
interpersonal emotions. However, the framework w@dhogy was designed to point directly

to engaged and disengaged emotions. Results shbatezmlltural groups did not have an effect
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on intrapersonal and interpersonal emotions. Thadegs diverge from previous literature
on engaged and disengaged emotions (Kitaya&tal, 2000; Kitayama, Mesquita, &
Karasawa, 2006; Rothman & Magee, 2016) and oncsel$truals (Crosst al, 2011; Markus
& Kitayama, 1991).

Context was shown to significantly influence integpnal and interpersonal emotions.
Intrapersonal emotions are very prevalent in thigarsity context. The university setting is
known to be a stressful environment (Shamsudtal, 2016) and that anxiety is experienced
by many students (Regetlat, al, 2013). Furthermore, disengaged and intrapersamations

are usually negative (Kitayaned al, 2000; Kitayamaet al, 2006).

The home context was shown to imbed interpersanatiens, which means that for both white

and black students, the home setting plays an emailly buffering role. One can conclude

from objective four that students report more pesiemotion episodes at home. This type of
social support has been shown to be a significasitige emotional resource for students in
South Africa (Delle Fave, Brdar, Wissing, & Velladglrick, 2013; Olwage, 2012).

Hence these results are incongruent with regarculimral differences, but congruent with
regard to the role of context with previous literat of intrapersonal and interpersonal and
engaged and disengaged emotions.

Objective 3 To determine the prevalence of positive and negatiwmotion episodes in a

sample of university students.

Literature indicates that dialectic (positive andgative) emotional variation is almost
exclusive to western cultural groups. Eastern cedtiend to display practically no positive or
negative preference (Kitayaneaal, 2000). Furthermore, emotion valence is stroadjiyned
with engaged and disengaged emotions. Positivegexdgamotions (e.g. love) as well as
negative disengaged emotions (e.g. anger) areromdae common (Kityamat al, 2000;
Kityamaet al., 2006). Positive disengaged emotions (e.g. kdisd)negative engaged emotions

(e.g. shame) occur far less in all population gsoup

The present study showed that positive emotiorodpis were reported significantly more than

negative emotion episodes, further solidifying thaience of engaged and disengaged
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emotions. In terms of previous literature (Kitayaetal, 2000), this is a feature of western,
independent groups, not of interdependent groumssiply pointing to the cultural

composition of the groups.

Objective 4 To determine the effect of cultural groups, cohtemtrapersonal and
interpersonal emotion episodes on positive and trega@motion episodes in a sample of

university students.

Cultural groups are theorised to affect positivd aegative emotion episodes among South
African students (Markus & Kitayama, 1991; Valcleal, 2013). However, no cultural effect
was found regarding positive and negative emotidhss puts into question (along with the
findings of the three previous objectives) the aatlility of Markus and Kitayama’s self-
construal theory, to South Africa. This findingnet entirely incongruent with literature, as
some studies (e.g. Tsaii al, 2016) have found similar results in terms otunal groups and

dialectic emotions.

Results showed that context did not affect postive negative emotion episodes. This finding
stands against the self-construal theory of Marknd Kitayama (1991), but has been
corroborated in different recent studies (Verdeyral, 2013; Tsaket al, 2016) in differing
contexts. The self-construal theory directly inflaes cognition, motivation, and emotion.
Positive and negative emotions are only associatédemotion differences in self-construal;

thus these results are not unexpected.

Objective 5: To determine the effect of cultural group and eghbn positive and negative

emotion components in a sample of university stisden

Previous literature emphasised the importance sitige and negative emotions for emotion
components (Scherer & Fontaine, 2013a). Accordingaherer and Fontaine (2013), positive
and negative emotion valence describes the secostvariance of emotion components. To
date, no studies have been conducted to directlgsare positive and negative emotion

components in terms of cultural groups or context.
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However, according to the self-construal theoryw#s expected that cultural groups and
context should influence the experience of posiéimd negative emotion components. Black
students were expected to experience more poaitigidess negative emotion components than
white students. Furthermore, cultural groups playedsignificant role with to positive and
negative emotion components. Results show thategbmtid affect positive and negative
emotion components. Therefore, in the universitptext, more negative emotions were
reported and at home more positive emotions wegerted. These results are in line with
previous literature (Kitayamet al, 2000; Kitayamat al, 2006).

Objective 6: To determine the prevalence of engaged and diggigamotion components in

a sample of university students.

Engaged and disengaged emotions have only beeledtada holistic level (Kgantst al.,
2015; Kitayamaet al, 2000; Kitayameet al, 2006; Rothman & Magee, 2016). Previous
literature consistently indicates the prevalencengfaged and disengaged emotions in different
groups. However, engaged and disengaged emoticodgs have not been investigated in
terms of the CEA as this study has done, and iferémt contexts. Only three emotion
components that most soundly indicate social sedi@tcording to literature were investigated
in accordance with to the framework. These comptnerre appraisals, action tendency and
subjective feelings.

Results showed that, of the three emotion compsneamnily appraisals clearly indicated
engaged and disengaged emotions. Neither actiateneres nor subjective feelings clearly
indicate engaged and disengaged emotions. Theiaggxmay be explained by applying the
Componential Process Model on which the CEA is #hgSeherer, 2009). According to the
CPM, appraisals are central to activating the epngdrocess. An antecedent is appraised to be
for or against the individuals’ goals. The apprhlsads to an action-readiness state, which
then is expressed by the face, motor, and vocakegn. The centrality of appraisals should
more clearly indicate the engaged or disengagdd stathe rest of the process. Previous
investigation by Fontaine and Scherer (2013) fosimdilar results regarding engaged and
disengaged emotions and other expressions throsigthplinguistics. Although subjective
feelings and action tendencies can meaningfullyntiie engaged and disengaged states,
students did not report any meaningful differeringbe expression of engaged and disengaged

emotions.
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Objective 7: To determine the effect of context and culturalugrs and positive and negative
emotion episodes on engaged and disengaged enumimponents in a sample of university

students.

As the results referred to in all previous objeesivcultural groups once again produced no
effect. Literature supports the alignment of cuwdtugroups and socially directed emotions.
Thus these findings once again stand in contrate@xpectations of literature (Kitayareia
al., 2000; Kitayamaet al, 2006; Valche\wet al, 2013), even if only at a componential level.
Other studies have found similar results for tlre¢hlemotion components (Liu, 2009; Frijda,
Markam, Sato, & Wiers, 1995). For action tendenaies appraisals, however, findings stand
in contrast to previous literature surrounding sabye feelings (Kitayamat al, 2000;
Kitayamaet al, 2006).

Results did indicate that context played a sigaificrole with regard to engaged and
disengaged action tendencies and subjective fexlibgt only marginally for appraisals.
Bearing in mind that objective six found appraigalbe the only component that meaningfully
displayed engaged and disengaged emotions, cowtelyt marginally allows for real

interaction at a componential level.

Positive and negative emotions were shown to adkd¢hree emotion components. Previous
literature of dialectic emotions showed similarules surrounding emotion components
(Fontaine, Scherer, & Soranio, 2013). These finslidgmonstrate that positive and negative
emotions strongly indicate that engaged and diggty@motions are influenced at both a
holistic level (objectives one to four), as well @&tsa componential level (objectives five to

seven).

3.2 Limitations

This current research contributed with regard gagied and disengaged emotions in black and
white students as well as to the cultural compasitf the three cultural groups. However, a
few limitations in the scope of this article wereegent.Firstly, future studies should also
investigate black Setswana groups to gain moreratzdata on black South African groups.
Setswana-speaking students should be requestesggond in their own language for more

reliable and rich data.
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Secondlythe engaged and disengaged emotions and thesysmipconstruals were inferred
through the methodology — not investigated directihirdly, in order to get a better
representative South African sample, at least IsidgiXhosa and Setswana individuals need
to be investigated alongside the Afrikaans and iEhgjroupsFourthly, a non-student sample
could provide clearer results than that those sfuaent sampld-ifthly, gender differences
were not accounted for as the majority of partistpavere female, which may have influenced
the findings.

Finally, not all five emotion components were investigdtadthis study. Although grounds
were provided for this decision, future studies Idoinvestigate the social alignment of
expressions, bodily sensations and emotion regulalincluding these components in research

would bring the comprehensive emotion experient®éontext with emotion episodes.

3.3 Recommendations

In order to conclude on recommendations (objectdw/etated in chapter 1 the following):

Recommendations for the organisation:

This research study investigated engaged and digedgemotions in black and white South
African students. Recommendations can be made tinresearch. For universities as well
as for organisations with new student intakesydiselts in this research study can be used for
student support programs, for student counsellaogy for improving student retention
strategies.

Firstly, South African students do experience eedagnd disengaged emotions. The results
indicate that, irrespective of the cultural growjifferent contexts have similar emotional
effects on students. Black and white South Afristudents do not experience noteworthy
differences in their experiences of engaged anehdasged emotions. Context influenced the
experience of engaged and disengaged emotions timemmeany other factor such as cultural
group. These results on influence can also be dgteto the experience of positive and
negative and intrapersonal and interpersonal em&ti®his indicates that the stressfulness
situations have a more significant negative efi@etstudents than do other factors. The

university context was associated with more disgadaemotions, while the opposite was
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experienced in the home context. The home conigith is associated with less pressure and

stress than university, was shown to be very hetpfthe emotional wellbeing of students.

Future counselling and student support programsildhemphasise the utilisation of social
support as a resource for buffering emotions irftiere as results show that emotionally, the
university and home experience is comparable betwg®ups, regardless of cultural
differences. Stated differently, student counsglland support programs should be more
geared to the situational influence on the stuteant the cultural sensitivity usually expected.

Furthermore, appraisals were shown to be centthtexperience of engaged and disengaged
emotions at a componential level, unlike subjectieelings and action tendencies. These
results indicate that teaching students cognitiaseld coping strategies should achieve more
significant results than other forms of coping t&tgées. Students have been shown to elicit
emotionally focused coping strategies rather thaoblpm-focused coping strategies
(Broughamet al, 2009).

Recommendations for future research at a theoretiddevel:

For future research, this research confirmed thdirigs of Kgantset al (2015) and found no
supporting evidence of self-construal differena@®ag students in South Africa. Engaged and
disengaged emotions did emerge from the data,datltural differences were observed. This
is directly in contrast with the expectation oéfture (Crosset al, 2011; Markus & Kitayama,
1991). These results have implications for our ustdading of different cultural groups in
South Africa.

Although results point to both black and white $oafrican groups exhibiting traits usually
ascribed to western, independent groups (throughptbvalence of positive emotions over
negative emotions), research directly investigatimgcultural composition of South African
groups needs to be conducted, especially in lighhe cultural changes South Africa has
undergone in the past 10 years. It is quite possitat through acculturation or westernisation,
black and white South African groups have their amigue factors that combine to make it
independent or interdependent (Vignadesl, 2016). Furthermore, directly investigating self-
construals among non-Setswana South African blackps would be very beneficial for a

bigger picture on different cultures in South A#ic
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It is noteworthy that motivations, values and e expression are inexorably linked to
self-construals (Crosst al, 2011). Research into cultural differences iniwations, values,
cognitions and emotional expression would provideiable insight into the state of South
African cultural groups.

The results indicate that engaged and disengagetars are mostly influenced by context.
Conducting research on engaged and disengagedoasati contexts differing in degrees of
stressfulness would provide clarity as to whethes ihe emotion supportiveness of a context
or the stressfulness of a context that influenbeskperience of engaged and disengaged and

positive and negative emotions.

No previous research has been conducted on emaiimponents in relation to engaged and
disengaged emotions. This current study could dotys on three of those components,
namely appraisals, action tendencies and subjefgelmgs. Future research could investigate
all the different emotion components in terms ojaged and disengaged emotions. In order
to do so, the episodic approach to studying emstisnvell-suited, as the global meaning of

an emotion episode is required to analyse diffeeemition components.

At a componential level, this research found thalty eappraisals displayed engaged and
disengaged emotions, while subjective feelingsatin tendencies did not saliently indicate
engaged and disengaged emotions. The role of appgan engaged and disengaged emotions

should be investigated further.

Finally, from the objectives, different conceptuabdels were postulated from the results. At
a global level, context affected interpersonal amchpersonal emotions, which then had an
effect on positive and negative emotions, whila abmponential level, context had an effect
on positive and negative emotions, and both corgegtpositive and negative emotions had
an effect on engaged and disengaged emotion como@though these findings were

applicable to appraisals only). These results atdiclifferent emotion processes for the same

emotions at different levels, and may indicate arday to future research.
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