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Abstract

This study examined the development and maintenance of student identity, focusing on the experiences of younger (18–24; n = 5) and older (25 and over; n = 3) undergraduate students. Utilising a qualitative research design, the study interpreted insights through two focus groups using a semi-structured interview. Results were analysed using Braun and Clarke’s (2006) thematic analysis. Findings revealed that belonging and connectedness are central to student identity formation, yet experiences are highly individualised and influenced by diverse life experiences and social dynamics. Age-based differences were prominent, with students’ perceptions creating clear divides. Despite these divisions, both groups shared academic goals and mutual respect that could create potential pathways for enhanced intergenerational interaction. The study underscores the need for institutions to implement inclusive practices that address age-specific challenges to encourage cohesive academic communities to improve connectedness and belonging that create a positive student identity.
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In existing literature exploring student identity, two essential factors in its development and maintenance are a strong sense of belonging and connectedness, closely linked to academic success and overall well-being (Crawford et al., 2024; Jetten et al., 2017; Mavor et al., 2014). Humans are inherently wired for connection and belonging, traits rooted in evolutionary history (Martino et al., 2017). Belonging involves feeling accepted and connected to a group, community, or place (Allen et al., 2021; Dost & Mazzoli Smith, 2023; Haim-Litevsky et al., 2023). For students, belonging is cultivated through connections with peers, social groups, or the institution, which shape their integration into their academic community, with research highlighting the need for universities to understand and strengthen these connections to improve belonging, well-being, and encourage positive student identity (Allen et al., 2024; Dost & Mazzoli Smith, 2023; Maunder, 2018). 
Haim-Litevsky et al. (2023) revealed that belonging and connectedness are linked to well-being, with meaningful participation enhancing this connection. Similarly, group identification encourages belonging, further strengthening well-being and increasing university participation (Fernández et al., 2023; Mili & Towers, 2022; Dost & Mazzoli Smith, 2023). Additionally, Pedler et al. (2022) found that students with a stronger sense of belonging enjoy their education and are more motivated to continue, a finding echoed by Dost and Mazzoli Smith (2023) and Fernández et al. (2023). However, Ajjawi et al. (2023) found that belonging is a complex and individualised concept, with unique personal, social, and academic factors shaping each student’s experience (Dost & Mazzoli Smith, 2023). While some students may feel a strong connection to their peers and institutions, others struggle to find their place due to differences in age, life circumstances, and experiences (Hayman et al., 2024; Khojanashvili et al., 2025). Furthermore, Thompson et al. (2021) noted that connections beyond the university, such as with friends and family, also encourage a strong sense of belonging, offering vital support networks that alleviate the pressures of academic life. This further emphasises the diverse factors that complicate cultivating student identity. Crawford et al. (2024) noted that encouraging belonging remains challenging in educational institutions, with further literature calling for a better understanding to help facilitate individualised experiences (Ajjawi et al., 2023; Andrade et al., 2024; Martin et al., 2014; Morrow-Howell et al., 2020).
The increasing diversity of today's student population adds another layer of complexity of connectedness and belonging (Dias-Broens et al., 2024). Higher education has become more accessible and inclusive, resulting in diverse students (Allen et al., 2024; Morrow-Howell et al., 2020). The UK saw 2.94 million students enrolled in 2022/23 (Bolton, 2025), up from 1.99 million in 2000/01 (HESA, n.d). The student body now includes individuals from a broader range of age groups, life experiences, and cultural backgrounds (Allen et al., 2024; Morrow-Howell et al., 2020). Traditionally, students were primarily seen as young adults transitioning from secondary education into full-time higher education (Bye et al., 2007; Mallman & Lee, 2016), with research often categorising them in the age range of 18 to 21 (Thompson et al., 2021; Worsley et al., 2021). 
However, this definition has evolved with increasing accessibility and inclusivity of universities (Allen et al., 2024; Morrow-Howell et al., 2020). Older students comprised 37% of UK university entrants in 2019/20 (Hubble & Bolton, 2021). This shift reflects broader societal trends, with individuals returning to education later in life, typically for career or personal development (Lairio et al., 2013; Mallman & Lee, 2016; McCune et al., 2010). Older students often face distinctive challenges, such as balancing work, family, and academic responsibilities (Andrade et al., 2024; Saddler & Sundin, 2020). Hayman et al. (2024) found that, despite academic engagement, older students struggled socially due to conflicting responsibilities, limiting opportunities for meaningful connections and weakening their belonging. This reflects complex identity negotiations as they navigate academic and personal roles, requiring tailored support and strategies to help them maintain a positive sense of self (Andrade et al., 2024; Martin et al., 2014; Morrow-Howell et al., 2020).
While younger students traditionally pursue higher education for career and personal development, they also increasingly face role-balance challenges (Bennett et al., 2023; Lenaghan & Sengupta, 2007). Younger students' transition into higher education often represents their development into adulthood, marked by new responsibilities, independence, and changes in their social networks (Lairio et al., 2013; Thompson et al., 2021). However, they also balance work, financial pressures, and family responsibilities (Bennett et al., 2023; Lenaghan & Sengupta, 2007), reflecting role balance challenges typical of older students (Creed et al., 2015). This suggests that the complexities of the student experience can be shaped by individual circumstances, not just age (McCune et al., 2010). Morrow-Howell et al. (2020) emphasise the need for universities to adapt to demographic changes and be more inclusive of students of all ages. 


Students of all ages now navigate complex educational journeys (Martin et al., 2014), where the shift from the traditional model has created a diverse student body facing multifaced challenges that influence connectedness and belonging (Allen et al., 2024; Medani et al., 2024; Oduwaye et al., 2023). Despite efforts to support students, research calls for more comprehensive institutional support to promote positive student identity, belonging and well-being (Ajjawi et al., 2023; Andrade et al., 2024; Crawford et al., 2024; Martin et al., 2014; Morrow-Howell et al., 2020). It seems essential to address the diverse needs of today’s students to encourage connectedness and belonging, ultimately promoting a positive student identity for all ages (Ajjawi et al., 2023; Cotton et al., 2017).

The concept of identity has been widely explored in psychological theories (Santrock, 2022). This study will use Social Identity Theory (SIT), self-categorisation Theory (SCT) and Self-Determination Theory (SDT) to understand how students experience higher education and shape their student identity. These frameworks will aid in analysing how older and younger students navigate their place within the university environment. As Tajfel and Turner (1979) described, SIT outlines how individuals form a sense of self through social group involvement, which influences self-esteem and encourages belonging (Hogg & Vaughan, 2022; Sutton & Douglas, 2020). This often involves favourably comparing one’s in-group to out-groups and maintaining a positive self-view (Mili & Towers, 2022; Sutton & Douglas, 2020; Tajfel & Turner, 1979). SIT is widely applied across disciplines, providing insights into social dynamics, intergroup conflict, group conformity and prejudice (Al Ramiah et al., 2011; Hogg et al., 2017; Hornsey, 2008). Jetten et al. (2017) found that SIT explains how being part of groups that provide meaning, belonging, and support can improve well-being, highlighting that positive social identities offer valuable psychological resources (Hogg & Vaughan, 2022; Jetten et al., 2017; Sutton & Douglas, 2020). Given the significant role of social group memberships in students' connectedness and sense of belonging (Fernández et al., 2023; Jensen & Jetten, 2016), SIT seems a valuable framework for examining student identity.

SCT, developed from SIT by Turner et al. (1987), focuses on the cognitive process of categorising oneself within a group, extending SIT by emphasising group cognition rather than the motivational and intergroup focus of Tajfel and Turner's (1979) SIT (Hogg & Vaughan, 2022). SCT suggests that behaviour is influenced by the salience of personal or social identities, with prominent identities leading to self-stereotyping, where individuals adjust their actions to align with relevant identity norms (Hogg & Vaughan, 2022; Kruglanski et al., 2012). While SIT provides a framework for understanding group behaviour and intergroup relations, SCT focuses on the cognitive mechanisms of group membership (Hogg & Vaughan, 2022; Sutton & Douglas, 2020). Combining both theories helps explain the complexities of student identity development and maintenance, as seen in broader studies (Choi & Hogg, 2020; Daynes-Kearney & Gallager, 2024; Haslam et al., 2000; Mili & Towers, 2022; Seering et al., 2018). However, Hornsey (2008) argues that SIT and SCT focus too heavily on individual processes, potentially overlooking the broader social, environmental, and institutional factors that shape group dynamics and student identity. 
Deci and Ryan’s SDT (1985) explores human motivation and personality, proposing that individuals achieve self-determination, the ability to make choices and direct their actions, when their fundamental needs for competence, relatedness, and autonomy are fulfilled (Deci & Ryan, 2000; 2017). The theory suggests that people are more satisfied and motivated when engaging in activities that align with their interests, promote self-expression and personal growth, and encourage meaningful connections (Deci & Ryan, 2000; Deci & Ryan, 2017). Since student identity involves academic achievement, social connections, and self-direction (Dost & Mazzoli Smith, 2023; Fernández et al., 2023), and there is substantial research applying SDT to undergraduate students’ motivations (Chiu, 2024; Müller et al., 2021), SDT provides a valuable framework for understanding how students develop and maintain their student identities.
However, the applicability of SDT across cultures has been questioned (Nalipay et al., 2020). Given the increasingly diverse student population (Mili & Towers, 2022), SDT may not universally apply to all students. Nalipay et al. (2020) examined the cross-cultural relevance of SDT in 92,325 students from 11 societies (64.5% Western, 35.5% Eastern) by studying how support for basic psychological needs influences student success in Western and Eastern cultures. While autonomy and relatedness support were crucial across both cultures, competence support was more important in Western cultures. However, the proportion of Western students may limit the generalisability of the findings. Magson et al. (2022) argue that SDT applied to Indigenous and non-Indigenous Australian populations, supporting its cross-cultural relevance, as Sheikholeslami and Arab-Moghaddam (2010) confirmed. 
Student motivations and their alignment with the need for belonging are deeply connected to psychological needs outlined in SDT (Deci & Ryan 1985). In a longitudinal study by McCune et al. (2010), older and younger students revealed differences in motivation for university admission. The study included 45 participants from a single university who participated in semi-structured interviews and questionnaires. Findings indicated that older students were primarily driven by career advancement, often influenced by their previous work experience and significant life events. Younger students were driven by intrinsic interest rather than career prospects, viewing university as a space for self-discovery, growth, and independence, often relocating for study and social opportunities (McCune et al., 2010). This aligns with SDT, as their motivation is linked to relatedness and autonomy, while older students' career focus reflects identified regulation (Hagger et al., 2014; McCune et al., 2010). Despite a small sample, Bye et al. (2007) found similar results in a study of 108 participants, showing older students favoured intrinsic interest and correlated positively with academic attitudes.
Additionally, McCune et al. (2014) highlighted that both age and interest in the subject contribute to motivation and that motivation and interest are linked to greater happiness in learning, further supporting SDT’s premise that fulfilling psychological needs enhances motivation (Deci & Ryan, 2000; 2017). Ang et al. (2019) found that students' motivations, particularly those related to career development, skill acquisition and enjoyment, are closely associated with belonging and engagement, further shaping their identity and influencing their overall satisfaction. This connection emphasises the link between motivation, identity, and belonging, underscoring the importance of fulfilling psychological needs for academic and personal growth (Deci & Ryan, 2000; 2017). 
Research shows that a strong sense of belonging is key to student identity, well-being, and academic success (Jetten et al., 2017; Mavor et al., 2014). From the SIT perspective, belonging is essential for self-identity formation through group memberships (Hogg & Vaughan, 2022). A study by Maunder (2018) used quantitative survey methods with 135 undergraduates who completed questionnaires to measure key aspects of their university experience. The study found that peer attachment was the strongest predictor of university adjustment, with students with strong peer relationships having higher academic and social group integrations. SIT suggests that when students develop strong peer attachments, as observed in Maunder’s (2018) study, they form a collective identity that provides emotional support and guidance (Hogg & Vaughan, 2022; Iyer et al., 2009). Given the significant influence of peer attachment on belonging, Maunder (2018) recommended interventions to strengthen peer connections, enhancing well-being, retention, and student adaptation to university life. However, although participants were recruited from various courses, the study was limited to a single university, which may affect the generalisability of its findings. Additionally, it did not account for age, limiting insights into how experiences of belonging and peer attachment may vary across different age groups. However, Dost and Mazzoli Smith (2023) emphasise the role of peer and staff interactions in encouraging belonging and well-being, with peer connection being a significant factor in this process. 

Fernández et al. (2023) and Mili and Towers (2022) highlight the crucial role of group identification in shaping students' sense of self, which their perceptions can influence (Jayadeva et al., 2022). Jayadeva et al. (2022) recruited 295 undergraduate students across six European countries over 54 focus groups to explore how students perceive others to see them and how that creates impact. A common stereotype students reported was being seen as hedonistic and lazy, prioritising socialising over academics, a view often portrayed in the media (Hubbard, 2013). This perception alienated some students, especially those who did not conform to these norms, while others felt pressured to conform, reflecting ingroup norms in shaping behaviour (Hogg & Vaughan, 2022). However, Jayadeva et al. (2022) did not address many limitations, which could lead to bias in their results (Ross & Bibler Zaidi, 2019). Moreover, Mavor et al. (2014) found that the pressure to conform to group norms negatively affected students' well-being by limiting resilience and promoting behaviours like drinking, relating it to SIT, where the concept of group norms shapes behaviour (Bar-on & Lamm, 2023). Mavor et al. (2014) suggested that a strong group identity can offer social support but harm well-being when norms are unhealthy. 

Contrariwise, Mallman and Lee (2016) found that, among 487 students, student experiences shaped identity negotiation, with older students facing stigma from younger peers for their academic focus, as Hayman et al. (2024) noted. This divide in groups and peer connections led to social exclusion from the broader university experience. However, older students prioritised roles like work and family over these social concerns. Mallman and Lee (2016) also observed that younger students felt intimidated by the academic focus of older students. These findings show how students categorise themselves based on age and educational priorities. Older students who do not conform to the younger student norm of prioritising social life are stigmatised. SCT explains how people categorise themselves and others into groups, leading to ingroup and outgroup differences. In this relevance, older versus younger students, with individuals assigning stereotypes to groups, leading to inclusion or exclusion based on perceived differences (Hogg et al., 2017; Hogg & Vaughan, 2022). This contrast in findings highlights how the experience of belonging and peer attachment may differ across student demographics and perceptions, particularly between younger and older students.

Transitioning into university can be challenging for younger students as they adapt to the academic community and cultivate belonging (Lairio et al., 2013; Worsley et al., 2021). In an extensive survey, Crawford et al. (2024) found that peer connection and support during transitions are crucial for encouraging a strong sense of belonging and reducing loneliness. SIT suggests that transitions involve shifts in group memberships, such as support networks. Since individuals derive psychological security from these groups, forming new connections for support becomes essential (Hogg & Vaughan, 2022; Sutton & Douglas, 2020). Worsley et al. (2021) used a qualitative method to study 38 first-year students' experiences at two universities. They found that challenges included developing independence from family support and social integration, leading to isolation and loneliness. Crawford et al. (2024) advised institutions to prioritise relational aspects of the student experience, as these enhance belonging in and out of the university environment.
Furthermore, Pokorny et al. (2017) highlight that family support significantly influences a student’s construct of belonging. The study recommended greater collaboration between students and universities for better support during the transition and life skills preparation. Similarly, Thompson et al. (2021), in a sample of 10 university students, found that students struggled with adapting to independent living, particularly in establishing social networks, which were recognised as key support. The lack of preparation for university life also contributed to distress over academic performance and prospects. However, the small sample size in both studies raises concerns about generalisability (Tipton et al., 2017), especially regarding individual differences. The limited sample may not capture the diversity of student experiences, such as those influenced by socioeconomic status, cultural background, or varying academic preparations. However, Fernandez et al. (2023), in a study involving 36 UK university students, further explores diversity, highlighting how gendered and socio-economic identities shape students' sense of belonging. 
Older students face significant challenges during the university transition (Hayman et al., 2024), particularly in navigating multiple identities (Martin et al., 2014). A study by Hayman et al. (2024) interviewed 12 mature students about their first-year transition, using Braun and Clarke’s (2006) thematic analysis, which is valuable for data interpretation (Kiger & Varpio, 2020; Nowell et al., 2017). While academically engaged, mature students struggled with social integration due to competing responsibilities like work and family, creating barriers to belonging. SCT suggests that shifting between roles can lead to role conflict because each role carries its own set of demands, and the pressure to fulfil these responsibilities simultaneously can cause stress and obstruct engagement (Hogg & Vaughan, 2022; Sutton & Douglas, 2020). Martin et al. (2014) observed similar challenges among part-time older students, reporting that balancing work and personal responsibilities made it harder to develop a positive student identity. Martin et al. (2014) recommended that institutions support mature students more effectively to enhance their engagement and success. Although no method or participant sample was documented in Martin et al. (2014) study, McCune et al. (2010) also found role conflict in their qualitative study of 45 students, where older students faced academic disruptions due to external factors. These studies underscore the need for enhanced institutional support to mitigate role conflict.

	However, younger students also balance similar challenges their older peers face (Bennett et al., 2023; Lenaghan & Sengupta, 2007). Bennett et al. (2023) found that between 2018 and 2022, financial stress among students under 21 increased by 55%, with many relying on part-time work to manage the rising cost of living. They often missed lectures, which created further barriers to academic integration. Creed et al. (2015) similarly found in their research on 185 university students (m = 22.7) that working while studying affects academic engagement and well-being as students struggle to balance work demands with their educational responsibilities. SCT explains this phenomenon through identity salience, where financial stress increases the prominence of the worker identity, reducing the importance of the student identity. This role conflict leads to cognitive overload, where students struggle to manage competing demands from both roles, hindering their ability to engage fully in academic life (Hogg & Vaughan, 2022; Kruglanski et al., 2012). This, in turn, limits opportunities for cultivating belonging. However, Creed et al.’s (2015) study had a homogenous sample, limiting the generalisability (Lakes, 2013).

Conversely, Andrade et al. (2024) used a qualitative analysis to study 11 older undergraduate students. They found that they developed strategies to manage multiple roles, with social support being key to balancing academic and personal responsibilities and encouraging belonging. However, negotiating these roles was demanding and impacted their mental health. SIT suggests strong connections to a student ingroup strengthen identity and resilience (Hogg & Vaughan, 2022). SDT explains that meeting psychological needs enhances motivation and well-being (Ryan & Deci, 2000). The stronger their identification with the student ingroup, the more motivated and resilient they become (Gillman et al., 2023; Hogg & Vaughan, 2022). This resilience is echoed by Cotton et al. (2017), who highlight that support systems, such as social integration, are key protective factors for student success. 

As the literature outlines, student identity, belonging, and connectedness are individualised and complex, with various influencers in their development and maintenance. This complexity is especially evident when examining differing age groups. While there is extensive research on student identity across a wide range of ages, a gap exists in qualitative studies directly comparing younger and older students regarding the factors influencing their belonging and connectedness that shape their identity. The first aim of this study is to address this gap by exploring these influences across age groups (18-24 and 25 and over) within the UWTSD psychology and counselling department through two focus groups. The second aim is to interpret and compare these influences across age groups by conducting a thematic analysis of the responses. Given the call for greater institutional understanding and support, the final objective is to provide deeper insights that contribute to existing research on how institutions can better support students across various age groups in developing and maintaining a positive student identity. 



















[bookmark: _Toc194417474]Chapter 2 - Methodology

This research focused on investigating how student identities are developed and maintained. Secondary research was first conducted by analysing existing literature and highlighting key gaps in the field. Using a qualitative design, primary research was conducted to investigate through two focus groups of two different age categories (18-24 and 25 and over), with semi-structured interviews designed to explore the research question. Each focus group was held in a neutral, comfortable, and private room within the University of Wales Trinity Saint David (UWTSD) at the SA1 campus, with sessions scheduled at convenient times for students. 
[bookmark: _Toc194417475]Pilot focus group 

The researcher conducted a pilot study to evaluate the suitability of the focus group questions. The pilot study was completed successfully within the 45-minute allocated time frame, and participant feedback indicated that the questions were well understood and promoted meaningful discussion. The questions required no adjustments as they effectively elicited in-depth responses. Based on the positive outcome of the pilot study, the researcher felt confident in the study design and proceeded with participant recruitment.
[bookmark: _Toc194417476]Participants

The study recruited eight undergraduate students aged 18 and above enrolled in psychology-related courses at the UWTSD: five participants in group one (n = 5) and three in group two (n = 3). The two focus groups were recruited via the department's Experimental Management System (EMS). As an incentive for their participation, participants were offered five-course credits. Based on existing literature that distinguishes and examines younger and mature students, participants were categorised into Group One (18-24) and Group Two (25 and over). Separate EMS sign-up links were provided for each age group. It was acknowledged that participants with birthdays one day apart could be placed in different age groups. However, the alternative was to leave an age gap between the two groups, which would have excluded some students from participating and deprived the study of valuable data. 

Prospective participants were informed that their involvement was voluntary, with no mandatory participation requirements. Other than age, no predefined inclusion or exclusion criteria ensured a diverse representation of students' experiences and perspectives. The participants were given brief information on what the study entailed before signing up, with details on what was to be expected.  Participants were asked to attend the designated room at the appropriate time. Participants in group one comprised two males, each aged 24, and three females aged 18, 21 and 21. Participants in group two consisted of three females aged 27, 29 and 30. To maintain confidentiality, pseudonyms and different numbers replaced the original participant numbers within the transcription and final report. 

[bookmark: _Toc194417477]Data collection


The study collected data from both focus groups. Drawing on existing research, the researcher developed a semi-structured interview correlating to each age category to investigate the development and maintenance of student identities, with the questions grounded in the literature to ensure alignment with key areas of this research (See Appendix A and Appendix B). The semi-structured interview consisted of seven open-ended core questions and additional prompts/examples to offer flexibility and encourage participants to provide in-depth responses and perspectives, ensuring a balanced yet adaptable structure ideal for exploring individual experiences (Braun & Clarke, 2022; Coolican, 2019; Nowell et al., 2017). If time allowed, four extra questions were prepared for use within the focus groups. A sample of the questions for both focus groups can be seen in Fig 1.  below. Each focus group was allocated 45 minutes and was audio-recorded using a digital recording device. The duration of focus group one was 45 minutes and 23 seconds, while group two was 29 minutes and two seconds. 
Participants from each focus group were welcomed and introduced to the researcher before the researcher provided them with information in a written sheet (see Appendix C), which briefly outlined the study, contact details of the researcher and the dissertation supervisor, and their right to withdraw. When participants clarified they wished to continue, they were given a consent form to read, tick boxes, and sign (see Appendix D) before data collection commenced. Demographic data (age and gender) was then collected using a demographic sheet provided to each participant (see Appendix E). Participants were assigned numbers and instructed to state them before speaking in each focus group to improve identifiability within analysis and confidentiality. The participants were then informed the audio recorder was being switched on. 
On completion of the focus group data collection, paper copies of the debrief form were disseminated (See Appendix F), and the researcher talked through the form with the group. Participants were asked if they had any questions or concerns and were also offered a sheet containing QR codes which directly linked to the various UWTSD student services departments (See Appendix G). Participants were thanked for their participation. After completing both focus groups, participant data was transcribed from the audio recorder and prepared for analysis on the researcher’s personal and password-protected laptop. 
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[bookmark: _Ref193450962][bookmark: _Toc194417478]Figure  1.  A sample of questions from the semi-structured interview.

[bookmark: _Toc194417479]Data analysis

Thematic analysis was employed to analyse the focus group data’s responses to interpret recurring patterns and themes using Braun and Clarke’s (2006) six-phase framework. This method was selected as it allows for a detailed and flexible examination of qualitative data, interpreting themes from both explicit and subtle patterns in data (Coolican, 2019; Kiger & Varpio, 2020; Nowell et al., 2017), enhancing the exploration of the complexities surrounding the identities of undergraduate students. The comprehensive nature of thematic analysis also allows for inclusivity, ensuring that participants' varied perspectives and experiences are fully captured (Kiger & Varpio, 2020; Naeem et al., 2023). According to Munday's (2006) research, focus groups are a robust and flexible tool for exploring the development and maintenance of identities. This methodology is ideal for understanding the diversity of student identities across different age groups, as it facilitates a rich and nuanced interpretation of how students perceive and construct their academic identities.

Both focus groups were recorded, transcribed, and analysed to interpret shared insights by the researcher. Identifiable information was replaced with pseudonyms and different numbers to maintain participant anonymity. Once data was transcribed, the researcher printed both transcriptions and consecutively read them to establish content familiarity. Initial codes and comments were noted in the margins of the transcripts to distil large data extracts into meaningful codes. These codes were then analysed to interpret and develop themes from patterns in the margins. Individual statements were reviewed to distinguish between personal views and shared opinions. Preliminary themes were reviewed and refined within the transcripts, with data corresponding to support these themes (see Appendix H and Appendix I). Each developed theme was validated against the data to ensure coherence. The final phase involved defining the themes and compiling a conclusive list of themes and subthemes (see Appendix J and Appendix K). One transcript was analysed thoroughly according to Braun and Clarke’s (2006) six-phase framework, and then the other. Once both analyses were completed, the interpreted themes of each were then compared and presented as shared themes and subthemes within one table (see Appendix L).
[bookmark: _Toc194417480]Ethical considerations  

This study received ethical approval from the UWTSD ethics board. All identifiable information was removed to protect participants. Participants were made aware of their right to withdraw at any point. All identifiable data was detained securely, with its transcriptions completed on a private laptop with password-protected files. Printed transcripts were stored in a locked cabinet. Pseudonyms replaced identifiable information within the final report. By the UWTSD data management protocols, the dissertation supervisor received all paper and electronic data upon the completion of the study. A detailed overview of the ethical considerations can be found in the complete ethics form (see Appendix M).
[bookmark: _Toc194417481]Chapter 3 - Results

The thematic analysis interpreted four key themes across both groups and corresponding subthemes, as outlined in Table 1, with the comprehensive version in Appendix L. Due to word limitations, this section will provide an overview of the two primary themes: a sense of belonging and identity navigation/negotiation. External influences will be briefly set out to provide context, with relevant subthemes cited in later sections to maintain a logical flow throughout the analysis. A brief overview of self-determination will also be included. A complete analysis of both can be found in Appendix N.

Key: Younger students’ supported quotes (group one) are in plain font; older students’ supported quotes (group two) are in bold.

[bookmark: _Toc194417482]Table 1.

Table of Themes, Subthemes, and Supported Quotes.

	Themes 
	Subthemes
	Supporting Quotes

	
External 
influences
	Family

	“…relies on their family and friends to cope with the stress that being a student brings, and you tell them to take away that coping mechanism, that could affect their education.” (Meredith, 350-354)
“…I need to go get her. That's my first priority after uni.” (Sarah, 143-144)


	
	
Norms/expectations
	“…cause at some place you can feel like you get pushed into one direction and not the other…” (Line 58, Derek)
“…peer pressure.” (Sarah, 58-59)


	
	Finance
	“…especially like the cost of living at the minute and, you know those who aren't living at home, students who aren't living at home and then their having to get accommodation and shopping for themselves and, looking after themselves, and it does add up.” (Lines 316-318, Derek)
“…double, triple, quadruple check, student finance that it existed, that it was real and that there was it was viable before I could even consider coming to university.” (Lines 100-102, Willow)


	
	Life experience
	“…my career's heading me in this direction, and to advance further, I might need to go a degree now or um, or my kids are getting to a certain age group now that I'm I am now able to pursue uh, higher education study.” (Lines 71-74, Stacey)
“…I feel like my age actually helps with, me dealing with the pressures of being a student…” …” (Line 185-186, Willow)


	
	Extrinsic motivation
	“…I think, a one of the biggest influencing is probably, competitiveness, as in you want a good job in life. Good starting degree.” (Lines 16-17, Sammy)
“It's like, well, like, if you don't wanna work in hospitality for another year, finish your degree.” (Lines 427-428, Rebecca)

	Sense of belonging
	
	

	
	Peer connection
	“Everyone is totally ok with going out and socialising, making new friends and talking to people.” (Meredith, 245-246)
“I don't drink, um, for many different reasons, so a lot of the socialisation, is going out to the pubs and things…” (Lines 127-130, Willow)


	
	Group memberships/dynamics
	“Um, as much as, I enjoy spending time with people in my class and, you know everybody's friendly or whatnot, but you can see very clicky behaviour no matter what age anybody is. Um, so that does impact you know, the uni life a little bit…” (Lines 380-382, Sammy)
“…being more of a mature student with maybe more mature friends, um, you’re more likely to, to sort of get on and do uni work rather than be influenced the other way.” (Lines 273-274, Rebecca).


	
	Institutional support
	“…coming from a different university, it is uni specific.” (Line 582, Stacey)
“…really caring and really thoughtful…” (Line 343, Willow) 


	
	Relatedness

	“…belonging, you know, through the enjoyment of a similarity that they all had, you know, with the course they were doing.” (Lines 203-206, Sammy)
“…I’ve like managed to probably find someone who, um… I feel like I can stick with, and all of us is as awkward as each other, and both autistic, so it's, um (laughs), um, it's worked out like nice for me.” (Lines 155-157, Rebecca)


	



Self-determination
	

Intrinsic motivation
	“…I really wanted to know more about the topic and I really wanted to study the topic, so I just decided to come to uni.” (Lines 48-49, Stacey)
“I wanna, be someone who can help people…” (Line 7, Sarah)


	
	
	

	
	Adaptive competence and resilience 
	“…if you're working full time and doing full time a degree, pat yourself on the back because that's impressive, I mean, like I said, I only work three days and I'm struggling.” (Lines 301-303, Sammy)
“…so it's it's a struggle to kind of balance everything. I had a lot less to juggle when I was younger. Um, so yeah, I think it's just it's there’s a lot more to handle now…” (Lines 194-195, Rebecca)


	
	Autonomy
	“If you, leave school at 18 say, after doing your A levels and then move to somewhere completely different, you're independent.” (Lines 26-27, Gavin)
“…I have the space now to choose who I want to be, where I want to be, and I have the direction for that.” (Lines 90-91, Willow)


	Identity Navigation/Negotiation
	Role management
(balance and conflict)
	“I think it's really hard to find that balance between work and so yea as that role…” (Lines 315-316, Derek)
“…having a partner and feeling like you have that role to contend with, like you, you feel guilty for not spending time with them…” (Lines 224-225, Willow)


	
	Defining the student 
	“…typical uni student wants to go out drinking on a weekend, someone who's in their 40s with two kids at home can't do that…”  (Lines 386-387, Sammy)
“…maybe people at age 25 were a bit more driven and we know exactly what the end goal is.” (Lines 38-39, Willow)


	
	Transitions and exploration
	“…taking that step back to take those two forward to actually find something that you want to do.” (Lines 56-57, Derek)
“So yeah, it's very much, maybe take a few years to figure out what you wanna do.” (Line 415, Rebecca)





Key: Group one 18-24 (G1), Group two 25 and over (G2). 

[bookmark: _Toc193448964][bookmark: _Toc194417483]Theme 1: External Influences

External influences were interpreted to encourage and obstruct students’ positive relationships and belonging in and out of the academic environment in both groups. Subthemes included family, norms and expectations, finance, life experience, and extrinsic motivation. For example, family as a support system was valued across all ages 
 in its provisions to create a strong sense of belonging. Students emphasised that a lack of family support can obstruct their ability to engage with their education. Family was also seen as an obstacle to building relationships, as students struggled to balance family roles with student life. Family pressure in terms of balancing time was also a conflict. External influences collectively contributed to the student experience overall. This section will highlight these influences, exploring how they connect to other interpreted themes.  
[bookmark: _Toc194417484]Theme 2: Sense of Belonging

A sense of belonging was interpreted as prevalent among all participants. The subthemes emphasise how students’ connections, academic environments and support systems influence feelings of inclusion and engagement. 

Subtheme 2.1: Peer connection


	There were apparent differences in peer connection between both groups, which showed positive and negative experiences.
A lack of peer connection was predominantly shared in G2, which led to a shared disappointment between students. “I did had the idea if I go uni I will make a friend and she will be there for life and this and that, but I was disappointed” (Sarah, Lines 307-310). Willow felt sadness over this, which suggests a desire for connection. Sarah highlighted that she and others had other priorities, such as family, that surpassed making connections, showing how external influences affect connection opportunities. Students who did not engage in social norms created further barriers to peer connection. “I don't drink, um, for many different reasons, so a lot of the socialisation, is going out to the pubs and things…” (Willow, Lines 127-130). Although some small connections were made, Willow viewed them as service-level connections with external relatedness, and a lack of peer connection was dominant. However, Willow and Sarah acknowledged that these relationships were still developing, furthering their internal need for connection and belonging. 
Positive experiences were mainly interpreted in connections with peers in G1. Meredith shared angst about meeting new people before joining the university. However, she expressed positive experiences with her peers. “Everyone is totally ok with going out and socialising, making new friends and talking to people.” (Lines, 245-246). Meredith also noted that her peers were a good support network, enhancing her connection. Students experienced a strong sense of community and belonging through shared experiences, relatedness and an inclusive environment, with Derek describing the connections as camaraderie. Relatedness of enjoyment of the course and intrinsic motivation also seemed to encourage opportunities for connections and engagement in university when Sammy shared her partner’s experience. “…through the enjoyment of a similarity…” (Line 205). Although some comments denote a lack of connection, students discussed a strong peer connection overall, with remarks that opportunities for stronger connections were presented in smaller class settings with larger classes leaving some students, like Stacey, feeling lost. “…we are given the opportunity to socialise, which then allows us to enjoy coming in to uni and giving us that sense of belonging.” (Sammy, lines 207-208).
Peer connections showed a clear age divide, with younger students experiencing strong belonging and older students feeling disconnected. Both groups emphasised the impact of peer interactions on their sense of belonging.

Subtheme 2.2: Group memberships/dynamics

The data, mainly from G1, interpreted extensive opinions on how group memberships and dynamics affect belonging. G2 made a small mention of social and age-related groups.
G1 highlighted that the student experience can be challenging due to the complexities of group dynamics. While inclusive groups were mentioned, as discussed in peer connections, groups contributing to excluding belonging were also recognised. Sammy acknowledges that while the university environment is generally friendly, social divisions persist, creating a "…clicky…" atmosphere (Line, 382). This exclusivity makes it difficult for her to develop belonging within the university community. Stacey echoes this, noting also that pre-formed friendships make integration difficult, leading to feelings of disconnection and loneliness.  “…I agree with that and it's somebody that's come in, when friendships were already formed in the classroom” and “…often feel quite lonely as a student, um, amongst my peers” (Lines 393-395). This suggests group dynamics contribute to students feeling excluded, impeding the development of belonging within the university community.
G1 students noted that age shapes group dynamics. “…age-related groups did kind of start to form?” (Stacey, lines 491-492). G1 perceived mature students with work or family duties as having difficulty connecting with younger peers focused on socialising. Parental relatedness for group formation was also noted. G1 students felt intimidated by older students' life experiences and academic drive, creating a clear age divide and weakening belonging. 
In G2, as discussed in peer connections, students felt excluded as they did not relate to social norms, reducing their opportunities to integrate into social groups, which impacted their belonging. Further mention of groups formed by age was shared. Rebecca suggested that group dynamics may vary by age, with mature students forming academically focused partnerships while younger students engage more in socially driven groups. “…being more of a mature student with maybe more mature friends, um, you’re more likely to, to sort of get on and do uni work rather than be influenced the other way.” (Lines 273-274). These sentiments relate to G1 opinions. 
Group dynamics challenge belonging.  G1 highlights the impact of group dynamics, particularly age-related divisions, on belonging. G2 also acknowledges age divides. This shows that formed groups impact peer connection and university integration.

Subtheme 2.3: Institutional support 

Institutional support was interpreted as a crucial subtheme in shaping students’ experiences and identities, with participants viewing UWTSD’s support services as encouraging and inclusive.

G2 had positive experiences with support services, encouraging inclusion and reinforcing their sense of self in the university. Willow’s statement, “…really caring and really thoughtful…” (Line 343), is shared with Rebecca’s response “…everything they can to help…” (Lines 331-332). Sarah’s experience with the university’s support services also reflects a positive, inclusive environment. While Sarah does not provide specific details about her interactions with support, her comment suggests she accessed support and found it empathetic. The supportive and non-judgmental environment promoted safety, value, and connection to the academic community.  
G1 shared the same positive view towards their support at the university, with Derek specifically mentioning his satisfaction with the well-being service. However, Stacey shared a lack of institutional support she received during a bereavement at her previous university, leaving her feeling isolated and disconnected from her institution., stating, “…when I did reach out, I got ignored…” (Line 640). However, Stacey expressed a more positive and included experience with UWTSD, stating that support was university-specific. This demonstrates how support between institutions can impact students' relationship with their university. 
A contrast of support was found between ages regarding support for diagnoses. Sammy (G1) found the process easy, stating, “…through the university that I was able to get a dyslexia diagnosis….” (Line 611). However, Willow (G2) faced barriers, noting, “…I've never actually had a diagnosis. So now I'm having to jump through different hoops and things. And, I feel like that's a barrier of a certain age…” (Lines 350-352). Sammy's easy access to support may strengthen her feelings of belonging, as the diagnosis provided validation and additional resources. However, Willow faced age-related barriers that disrupted her access to similar support that seemed to impact her student experience, especially if that diagnosis is required to obtain further support for her academics. This may create a disconnect from the university environment. 

Institutional support was pivotal in belonging to both groups for curating a positive student identity. While the support in UWTSD was universally valued, differences arose in the ease of access to services, with some students facing challenges related to age.

Subtheme 2.4: Relatedness

Most participants shared the interpreted subtheme of relatedness and its importance in forming connections and curating a strong sense of belonging. 

G2 emphasised the importance of relatedness in making connections. A shared neurodevelopmental condition that encouraged a connection for Rebecca.  “…both autistic…” (Line 157). Willow also shared this when a connection was made through shared work-related experiences. “…she’s in healthcare, I was working with uh, domestic violence, and we’ve sort of bonded over that.” (Lines 286-287). However, the depth of this connection is questioned. Willow describes her connections with peers as work-based, implying service-level relationships.  She also expressed disappointment in her lack of connection with peers. This alignment through shared work experiences may explain why Willow’s connections with peers remain surface-level, as her sense of relatedness is grounded in professional rather than personal student bonds. 

G1 participants emphasised the importance of connection through shared enjoyment and like-minded peers. However, Sammy made a point about how this concept is individualised. There was an acknowledgement that differing relatedness through life experiences between ages can create barriers to connection across age groups. “…older students it's hard to… you know uh, relate to them because our experiences are different.” (Meredith, Lines 459-460). She further explained that older students, particularly parents, may connect more easily with one another, as younger students without children may find it harder to relate. For younger students, relatedness through age and life stage differences can create obstacles to forming relationships. 
Both groups emphasised how maturity and age influence relatedness and belonging: “…being more of a mature student with maybe more mature friends, um, you’re more likely to, to sort of get on…” (Rebecca, lines 272-273, G2) and “…level of maturity being a student being a student and your intentions for going to university can impact how you flow with other age groups within students…” (Stacey, lines 522-523, G1). Rebecca (G2) noted that older students connect better with peers of similar maturity. Stacey (G1), despite being younger, related to older students through shared topics and similar maturity, encouraging connections across age groups. This contrast reveals how individual perceptions and differences can influence the ability to relate across age groups. 
Though mentioned briefly in G1, relatedness through intrinsic motivations also seemed to evoke belonging through formed connections, as mentioned in the subtheme peer connections. Even though extrinsic motivation was not directly linked to formed connections, both groups shared some relatedness. However, this did not impact connections made through differing ages. Perceptions between older and younger students seemed to deter this. 
The participants showed how relatedness impacts students’ experience and its importance in making strong connections with peers to encourage belonging. Despite some similarities, age, perceptions and life experience seemed to be a prominent divide. 
[bookmark: _Toc194417485]Theme 3: Self-determination

The theme of self-determination was interpreted across both focus groups. The subthemes included intrinsic motivation, adaptive competence and resilience, and autonomy. The theme interpreted similarities, like shared motivators. It also interpreted differences in how younger and older students perceive and navigate student life. Perceptions also differed in autonomy, where younger students were perceived to be developing independence, and older students were seen to have greater self-direction due to life experience. Self-determination shaped the student experience, with diverse experiences shared across both groups. 
[bookmark: _Toc194417486]Theme 4: Identity Navigation/Negotiation


Identity navigation/negotiation was interpreted as a dominant theme, with most participants sharing various perceptions and experiences.


Subtheme 4.1: Role management (balance and conflict)

Role management was a prominent subtheme, with participants in both groups sharing the challenges of balancing academic responsibilities with other roles. 

Stacey (G1) shared how role conflict can influence a student's ability to focus academically, stating, “…does influence, um, work, working on your degree course…” (Line 290). Derek further echoed the difficulty in balance. This highlighted how managing work alongside academic responsibilities was particularly demanding. Sammy also expressed the strain, saying, “…I only work three days and I'm struggling” (Lines 302-303), while Rebecca (G2) discussed the added pressure of a part-time job. These ongoing challenges significantly impacted their overall well-being as they struggled to manage both academic and work/financial-related stressors. Both groups considered work essential, as student finance was insufficient to cover living expenses. Sammy (G1) noted, “…I have to work because student finance just isn't enough to live off.” (Lines 323-324). Rebecca (G2) also shares a similar response, showing how both age groups balance additional roles alongside being students. 

Family conflicts were noted across most participants in both groups. While G1 did not specifically mention a parental role, Sammy (G1) acknowledged the challenge of university, saying, "…quite difficult even with kids no matter what their age is…" (Lines 80-81). Willow (G2), a parent, echoed this, adding, “…mother guilt is real.” (Line 240). Other family roles mentioned by students also presented challenges, with further pressures of balancing partners and household responsibilities. 

Willow (G2) noted that while her age helped her manage university stress, having fewer roles likely contributed to enhanced resilience, exposing the impact of balance and conflict of multiple roles. However, Willow faced family pressures, especially regarding quality time: “…I'm feeling a lot of pressure…” (Lines 226). Family conflicts and responsibilities were key challenges for both younger and older students.

Balancing family and work commitments was also linked to social roles, with age-related differences affecting students' experiences. Sammy (G1) noted, "…they're not able to do the same things as like, say, myself who’s 21” (Line 385), while Sarah (G2) stated, "…more priority than making friends" (Lines 260-261). These comments showed similar perceptions of how age and family responsibilities influence social opportunities and students' sense of belonging. 

Both groups faced role conflicts that strained their time and energy, showing role management as a shared challenge across all students.

Subtheme 4.2: Defining the student


Defining the student was interpreted as a subtheme, with participants from both groups highlighting the influence of age on how students are perceived.

The stereotype of younger students being more focused on the social side of university life was evident in both groups. Sammy (G1) remarked, “…typical uni student wants to go out drinking on a weekend…” (Lines 386-387), while Sarah (G2) added, “…live life not realising the uh… importance” (Line 59). She further emphasised, “But some are still in the party age so…” (Lines 61-62). However, this stereotype was personally rejected by the younger group, who accentuated their academic focus over social activities. As Gavin (G1) put it, “…university stigma…” (Line 564), a stereotype unanimously shared by the younger participants. This highlighted that, while such perceptions still exist, the nature of student life may have evolved, showing an outdated societal perception of a typical student. 

Mature students were perceived as having more life experience and responsibilities, which contributed to their greater academic focus. Sarah (G2) noted, “…that's why I think like over 25 is more serious towards career than under 25” (Line 65), while Willow (G2) explained that life experiences motivated her to pursue further education. Mature students were also seen as more confident and grounded in their identity and life choices. Willow (G2) shared, “…choose who I want to be, where I want to be, and I have the direction for that” (Lines 90-91). This sense of autonomy is echoed by Gavin (G2). Despite this, some, like Stacey (G1), expressed she shared a similar maturity level. 

Both older and younger students perceived age-related barriers despite sharing similar academic goals and challenges. Older students were seen as more mature and focused, while younger students were stereotyped as prioritising social activities. However, both groups faced similar pressures and motivations and were academically driven, with age-based stigma influencing their interactions.

Subtheme 4.3: Transitions and Exploration
Transitions and exploration were interpreted as key aspects of the student experience across both groups.
For younger students, the university experience appeared to be a transition from adolescence to adulthood, marked by self-discovery and identity exploration, as reflected by participants in both groups. Meredith (G1) shared her experience with older students and stated, “…didn't know what they wanted to do when they were younger and some of them did, but they've later found out it was the wrong choice….” (Lines 107-109). Gavin (G1) highlighted that younger students are becoming independent and meeting new people. Derek (G1) adds that they are an opportunity for individuality and "…finding your own place in the world…" (Lines 32-33), emphasising the uncertain sense of self in younger students, as explored in other themes. This is echoed in G2. “...they are… very much figuring out who they are now.” (Rebecca, Line 72).
Mature students were perceived as grounded in their choices due to life experience and limited in their exploration due to age. As Gavin (G1) put it, “…they're secure in who they are…” (Line 482), and Rebecca (G2) “…got their stuff together…” (Line 78). Mature students were often viewed as more confident, secure in their identity, and highly focused on academics over social pursuits. This is reflected in G2. Collective advice for younger students from G2 emphasised the importance of gaining life experience, as it was believed to provide more precise direction, goals, and motivation for success in university. As Rebecca (G2) put it, “…figure out what you wanna do” (Line 415). This suggests that exploration is less in their transition as life experience has defined their goals. However, these perceptions caused divisions, making younger students feel daunted by older students' experiences.

Transitions and exploration were key to both groups' experiences, influencing self-discovery, identity, belonging, and their university journey.













[bookmark: _Toc194417487]Chapter 4 – Discussion


This study examined how student identity develops and is maintained among older and younger students, addressing a gap in existing qualitative research. Eight undergraduate participants participated in two focus groups, and thematic analysis interpreted themes where comparable insights were uncovered between both age groups, revealing shared and distinct experiences. The first insight was that belonging and connectedness are integral to student identity, relating to relevant literature. The second was how belonging and connectedness were individualised and influenced by many factors. Lastly, how age and perceptions created divides and significantly impacted belonging and connectedness between the ages. 

The first significant finding is that belonging and connectedness are integral to developing and maintaining student identity for both age groups. The data interpreted younger students generally experienced stronger connections and a greater sense of belonging in some shared relatedness and smaller class settings, where they had more opportunities to socialise and build relationships. This sense of community aligns with research by Maunder (2018), indicating that strong peer attachments enhance university adjustment, supporting a collective identity that provides emotional support and academic integration, as SIT suggests (Hogg & Vaughan, 2022). Research further justified by findings by Crawford et al. (2024) and Mavor et al. (2014). However, the literature does not account for the finding that smaller class settings encourage belonging. Finn (2019) found the benefits of small classes, including improved student engagement and belonging, showing that smaller classes provide a stronger identification with the community. SIT proposes that an individual’s self-concept is primarily shaped by group affiliation (Tajfel & Turner, 1979). In the small class environment, students formed a cohesive in-group, developing a collective identity with peers (Hogg & Vaughan, 2022). 

In contrast, older students often struggled to establish strong peer connections, feeling excluded due to social norms and age-related differences. These challenges limited their opportunities for engagement, leading to feelings of exclusion and a diminished sense of belonging within the university community. Hayman et al. (2024) noted that older students struggle with social integration and balancing work and family commitments, as personal responsibilities hinder relationship-building. Similarly, Martin et al. (2014) observed that academic engagement is disrupted for older students due to personal obligations, limiting social participation. As a result, older students often navigated university life with a different sense of identity, prioritising academic achievement and external responsibilities over social experiences, further supporting the findings of Hayman et al. (2024).

The second insight was that Belonging and connectedness were highly individualised, shaped by factors such as life experiences, external pressures, and unique social dynamics, aligning with Ajjawi et al. (2023) and Dost and Mazzoli Smith (2023). These influences varied across age groups, with older students often experiencing role conflict as they navigated academic, work, and family responsibilities, which could create barriers to integration and engagement (Hayman et al., 2024; Martin et al., 2014). Similarly, younger students faced challenges balancing work and academic commitments, with financial strain being prevalent, as seen in Bennett et al. (2023). However, despite the balance and conflict, family was seen as a strong support system integral to maintaining belonging and engagement, a finding supported by Pokorny et al. (2017).
Group dynamics in both age groups influenced student belonging, as SIT highlights its role in shaping identity (Hogg & Vaughan, 2022). These dynamics, shaped by age, social behaviours, and peer groups, created a complex landscape for relationships and integration within the university. The most prominent insight was how age and perceptions contributed to group divides that hindered cross-age connectedness and belonging. Younger students often felt intimidated by older students’ life experiences and academic drive, aligning with Mallman and Lee (2016). Both groups perceived younger students as socially oriented. However, younger students rejected this, feeling stereotyped and pressured to conform, echoing Jayadeva et al. (2022), who found that students can feel alienated for not fitting expected norms. Conversely, older students felt distanced from younger peers due to generational gaps and differing priorities. The perception of an older versus younger divide made integration into the broader student community more difficult. SCT explains this by highlighting ingroup-outgroup distinctions, where individuals classify themselves and others based on perceived similarities and differences (Turner et al., 1987). In this case, age becomes a salient identity marker, reinforcing social divisions and shaping student interactions (Hogg & Vaughan, 2022; Kruglanski et al., 2012).
However, these divides were not absolute. Some small connections were made between ages regarding relatedness, showing a promising potential for age integration. McCune et al. (2014) emphasised that interest in a subject contributes to motivation. Motivation, in turn, is linked to a greater sense of belonging and engagement, as Ang et al. (2019) found, where motivations related to enjoyment influence students' identity and satisfaction, reinforcing the idea that shared academic interests can help students connect despite age and curate greater belonging. This supports SDT’s premise that fulfilling psychological needs enhances motivation and personal growth (Deci & Ryan, 2000; 2017). Furthermore, the research found that shared academic goals and mutual respect for each group’s experiences could bridge the gap. Although the study did not directly address how shared academic endeavours could reduce these divides, it did imply that the factors shaping belonging and connectedness were complex and multifaceted, influenced by age and individual experiences.
Despite valuable insights, this study had several limitations. The small sample size from UWTSD’s psychology and counselling department limits generalisability to a broader student population. Additionally, the gender imbalance, with three of five younger students and all older students being female, may have influenced perspectives, though no clear gender-based divide was interpreted in responses. A more diverse sample could have provided alternative viewpoints. Furthermore, the study did not explore institutional support in-depth, which may have offered more insight into how universities can directly address students’ needs. While findings suggest institutional support facilitated belonging, the extent to which this applies beyond this specific university remains unclear. Future research could examine how institutional support shapes student belonging across different institutions and explore relational dynamics between age groups in more depth.

The study revealed that while both younger and older students face similar challenges in developing and maintaining their student identity, how they experience belonging, and connectedness is shaped by their age, life stage, and external responsibilities, with age-based divides in belonging being prevalent. However, the study also revealed that relatedness could bridge these divides, allowing meaningful interactions across age groups. The findings highlight the need for universities to consider these age-based differences when encouraging inclusive environments that support and maintain identity development. By recognising the distinct needs and experiences of younger and older students, institutions can create inclusive environments where all students feel connected and valued, ultimately supporting their academic journey and curating a positive student identity. 
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Interview schedule and questions for group one

Interview Schedule

· Introduce myself as the researcher.

· Welcome and thank participants for attending.

· Let participants know they are welcome to the water bottles and chocolate provided.

· Start with a brief icebreaker to encourage conversation and make participants feel comfortable.

· Explain the purpose of my research: a qualitative study exploring the development and maintenance of student identity in both older and younger students.

· Outline the focus group process: I will ask questions related to the research topic.

· Remind participants that their participation is voluntary and that they have the right to withdraw at any time.

· Assure them that all data collected will remain anonymous and confidential.

· Remind participants that the focus group will last 45 minutes and check if that timeframe works for everyone.

· Present the information sheet and ask participants to read it.

· Once they are comfortable, present the consent form for signature if they agree to participate.

· Ensure that participants complete the basic demographic form.

· Inform participants that they have been assigned a number, which they should state before speaking in the focus group to improve analysis and maintain confidentiality.

· Remind participants that the session is being recorded and ask if everyone is comfortable.

· Explain to participants when the recording device is being switched on.


START RECORDING DEVICE AND PLACE IN THE MIDDLE

Interview Questions 

Motivations:

1. What do you think are the main motivators for students of your age group (18-24) to enrol in university?
PROMPT – How might these differ for mature students (25 and over)?

2. What types of barriers or de-motivators might people of your age group (18-24) experience while considering applying and actually applying for university?
PROMPT – These can include finances, family responsibilities, attitudes of significant others, etc. 

Student experience and belonging:

3. In what ways might experiencing student life shape students of your age group’s (18-24) sense of belonging as a student?
PROMPT – How might academics, social activities, participating in events, living on campus, and balancing other responsibilities change the understanding of being a student? 
EXAMPLE – Individuals may have an idea of what it is like to be a student, but when they become students themselves, that idea may change, so how do you think being a student has influenced a student’s feeling of belonging or connection to their university or to a group of students they are a part of?

4. How might students of your age group (18-24) deal with particular expectations and pressures of being a university student?

Roles:

5. In what ways might different roles outside of the university impact the student experience for students in your age group (18-24), and which of these roles do you think should be prioritised while studying for a degree?
PROMPT – Such as being a worker, parent, partner or friend
PROMPT 2 – Why? (if not already explained)

Peer connections and group dynamics:

6. What types of relationships do students in your age group (18-24) typically form with students of any age, and how might these impact their student experiences?

Institutional support:

7. How do you feel the university supports students of your age group (18-24)?

    IF NECESSARY, LEAVE THESE OFF…

8. What are the positives of starting higher education for your age group (18-24)?

9. What are the negatives of starting higher education for your age group (18-24)?

IF THERE IS TIME…

10. On reflection, what advice would you give to a new student?

11. Would you like to share anything else about your student experience that we have not covered here today?
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Interview schedule and questions for group two



Interview Schedule

· Introduce myself as the researcher.

· Welcome and thank participants for attending.

· Let participants know they are welcome to the water bottles and chocolate provided.

· Start with a brief icebreaker to encourage conversation and make participants feel comfortable.

· Explain the purpose of my research: a qualitative study exploring the development and maintenance of student identity in both older and younger students.

· Outline the focus group process: I will ask questions related to the research topic.

· Remind participants that their participation is voluntary, and they have the right to withdraw at any time.

· Assure them that all data collected will remain anonymous and confidential.

· Remind participants that the focus group will last for 45 minutes and check if that timeframe works for everyone.

· Present the information sheet and ask participants to read it.

· Once they are comfortable, present the consent form for signature if they agree to participate.

· Ensure that participants complete the basic demographic form.

· Inform participants that they have been assigned a number, which they should state before speaking in the focus group to improve analysis and maintain confidentiality.

· Remind participants that the session is being recorded and ask if everyone is comfortable.

· Explain to participants when the recording device is being switched on.


START RECORDING DEVICE AND PLACE IN THE MIDDLE

Interview Questions 

Motivations:

1. What do you think are the main motivators for students of your age group (25 and over) to enrol in university?
PROMPT – How might these differ for younger students (18-24)?

2. What types of barriers or de-motivators might people of your age group (25 and over) experience while considering applying and actually applying for university?
PROMPT – These can include finances, family responsibilities, attitudes of significant others etc. 

Student experience and belonging:

3. In what ways might experiencing student life shape students of your age group’s (25 and over) sense of belonging as a student?
PROMPT – How might academics, social activities, participating in events, living on campus, and balancing other responsibilities change the understanding of being a student? 
EXAMPLE – Individuals may have an idea of what it is like to be a student, but when they become students themselves, that idea may change, so how do you think being a student has influenced a student’s feeling of belonging or connection to their university or to a group of students they are a part of?

4. How might students of your age group (25 and over) deal with particular expectations and pressures of being a university student?

Roles:

5. In what ways might different roles outside of the university impact the student experience for students in your age group (25 and over), and which of these roles do you think should be prioritised while studying for a degree?
PROMPT – Such as being a worker, parent, partner or friend
PROMPT 2 – why? (if not already explained)

Peer connections and group dynamics:

6. What types of relationships do students in your age group (25 and over) typically form with students of any age, and how might these impact their student experiences?

Institutional support:

7. How do you feel the university supports students of your age group (25 and over)?

    IF NECESSARY, LEAVE THESE OFF…

8. What are the positives of starting higher education for your age group (25 and over)?

9. What are the negatives of starting higher education for your age group (25 and over)?

IF THERE IS TIME…

10. On reflection, what advice would you give to a new student?

11. Would you like to share anything else about your student experience that we have not covered here today?
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Study information sheet
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Study consent form
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Demographic form
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Debrief form
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UWTSD student services
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Transcript Group one analysis – younger students (18-24)
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Transcript Group two analysis – older students (25 and over)
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Notes for thematic analysis: Development of themes
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Thematic mind map
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Table of themes, subthemes, and supported quotes for both focus groups

Key: Younger students’ supported quotes (group one) are in plain font; older students’ supported quotes (group two) are in bold.

Table 1.

Table of Themes, Subthemes, and Supported Quotes.


	Themes
	Subthemes
	Supporting Quotes

	
External 
influences
	Family

	“And it'd be easy for you or like someone to say, to completely prioritise education and to just, put family and friends on a back burner for about 3 years, but if that student, relies on their family and friends to cope with the stress that being a student brings, and you tell them to take away that coping mechanism, that could affect their education.” (Lines 350-354, Meredith)
“I do think that's important but I I think like you said, um, family sometimes, I live up home, I don't live in accommodation, and, in in its own ways presents challenges with being a uni student um, cause I’m quite relied on at home” (Lines 360-362, Stacey)
“…not as much repercussions that with family friends whereas mature maybe there, it's more limited to them so they will be taking it a lot more seriously, then say someone coming straight from college maybe.” (Lines 554-556, Derek)
“…my uh, kids were the barrier for me to stay so long.” (Lines 108-109, Sarah)
“…I'm over 25, my priorities at home with my partner and sorting my life in the house and things like that…” (Lines 130-131, Willow)
“…I need to go get her. That's my first priority after uni.” (Lines 143-144, Sarah)
“…there's a lot to balance between, keeping a three-bed house clean and spending time with my partner, um, spend time with my family…” (Lines 191-193, Rebecca)
“…I'm feeling a lot of pressure coming from my family.” (Line 226, Willow)
“…they need 24/7 attention. They, like if they're sleeping and I'm not next to them, they will get up in the night and then my whole hour is wasted. And again, to put them to sleep.” (Lines 242-244, Sarah)
“…I got more priority than making friends.” (Lines 260-261, Sarah)
“…you're not alone, you are with family, you have plenty of support with everything. You have house help, help with kid and everything, like too much support I can hire someone to, you know, look after my house and things like that, you know, to cook for me to clean for me and everything. But, for here, there is nothing like that. I think. And, isolation is a big part that plays in your life compared to, uh, back home.” (Lines 370-375, Sarah)

	
	
Norms/expectations
	“…cause at some place you can feel like you get pushed into one direction and not the other…” (Line 58, Derek)
“But I do have like a strong belief that college kind of based that off like a a commission in a sense that, to, they need X amount of students to go to university for themselves, that good report, um, and then as soon as that you say that you don't wanna to go to university cause of that added pressure, they kind of just, push you aside um, that's what I thought in my own experience and then that that pressure of ya have to go and do this, you have to pick this subject and get these grades, can be quite overwhelming.” (Lines 146-152, Derek)
“There's the 25 plus why they want to go back because it's not that external pressure…” (Lines 153-154, Derek)
“I think there still is like a little bit of a stigma between 18 year olds coming fresh from college because it's kind of seen now all that just going to uni just for the night life and the uni life, quoted quoted uni life. Where necessary its’ not really the case, I think this, times, times have now changed where people do like to, their own company and are actually here to learn, definitely feel that in our class.” (Lines 495-499, Derek)
“… I would be considered a young student, but I've never done full on night life, I wish I had, but I haven't…” (Lines 505-506, Stacey)
“I also think um I've never been one for going out, um, well, a little bit when I was, uh you know, probably 16/17 but I don't drink or, do any of that really. And uh I didn't go out. And uh… when you tell that to some of the mature students… sort uh like [pause] like a stigma towards you, I suppose, because they they would have when they were younger, they would have been going out, and getting on it…” (Lines 526-530, Gavin)
“It's just that university stigma isn't it.” (Line 564, Gavin)
“…from interacting with younger students from my experience, um, maybe they think that they something they have to do, so the motivation isn't always necessarily there yet or it's not always in the right place…” (Lines 35-37, Willow)
“...not as sure about what they actually want to do but they just have to at the age of 18 or even 17 they have to pick…” (Lines 44-45, Rebecca)
It's like they have to what their parents… guided them towards…” (Line 57, Sarah)
“…peer pressure.” (Lines 58-59, Sarah)
“…a lot of the socialisation, is going out to the pubs and things, and if you don't drink, you don't really get to go and do that and, you just sort of naturally pull away.” (Lines 128-130, Willow)
“…people in my class, they do vape and a cigarette, so, they have little meet up, outside the building…” (Lines 165-166, Sarah)
“…my friends, uh, they are going out for a Christmas shopping…” (Lines 172-173, Sarah)
“…I think a younger um, like, class would find might find a friends who might be more likely to encourage them to go out drinking with them, and then do some more social things rather than, kinda knuckle down and go to the library.” (Lines 270-272, Rebecca)
“…I grew up in India and I didn't have any… we have no such thing as depression, anxiety and stress recognised, no ADHD or no OCD or something, any of that, nothing is recognised like, it, it is there, just get on with it, you know, then like you don't feel to have… these pressure…” (Lines 367-368, Sarah)

	
	Finance
	 “…especially like the cost of living at the minute and, you know those who aren't living at home, students who aren't living at home and then their having to get accommodation and shopping for themselves and, looking after themselves, and it does add up.” (Lines 316-318, Derek)
“…like you said, I fully agree with that. I mean, I've just moved out on my own well coming up to the year now. Um so I, like you said, I have to work because student finance just isn't enough to live off.” (Lines 322-324, Sammy)
“…let's say like more the financial side when I've I looked at myself, I feel like I don't really qualify for any of the the bursaries or don't really fit the criteria to actually receive anything. But, at times I do need like a bit of help with that. But because I don't qualify, I feel like I can't really go and ask for it.” (Lines 596-599, Derek)
“…with the bursaries, I do agree like there is a very specific criteria that you have to fit in, in order to be accepted for them, and it is quite like a limited verse like quite a limited… amount of things that you need to be qualified to do. Um, I mean, with like the support now with the one-to-one, it was only because of the diagnosis that I was able to receive that extra support. But with the financial side of it, it has made it a little bit easier in order to get that support but then like the extra bursary’s and you know like the travel costs or the technology, or even the books, sometimes you just don't qualify for them, you know cause you work part-time, you know.” (Lines 619-626, Sammy)
“…absolutely terrified at the idea of not earning my own money because I've relied on myself since I was 18 to make money.” (Lines 98-99, Willow)
“…double, triple, quadruple check, student finance that it existed, that it was real and that there was it was viable before I could even consider coming to university.” (Lines 100-102, Willow)
“…finance, with um… uh, I think the student finance doesn't quite cover sort of all, my bills…” (Lines 113-114, Rebecca)
“…having a partner and paying bills, living in a house, it is a lot more, um, yeah, it's a lot more expenses, which doesn't necessarily get completely covered just student finance.” (Lines 116-118, Rebecca)
“…I've sort of stringently excelled sheeted my way into a budget.” (Line 184, Willow)
“For a lot of people to get one shot at a degree cause people can't afford to, you know, to pay for themselves.” (Lines 410-411, Rebecca)

	
	Life experience
	“…it's where more mature students tend to be in life events, um, their choice to come to uni…” (Lines 69-70, Stacey)
“…my career's heading me in this direction, and to advance further, I might need to go a degree now or um, or my kids are getting to a certain age group now that I'm I am now able to pursue uh, higher education study.” (Lines 71-74, Stacey)
“Some, like older adults, didn't have that opportunity growing up to go to university, whether be because like,  they had family or they weren’t in the right like country.” (Lines 105-107, Meredith)
 “…me personally through through my own personal experience, um, I started off in college and then took a massive gap out of education…” (Lines 129-130, Sammy)
“…that's what I thought in my own experience and then that that pressure of ya have to go and do this, you have to pick this subject and get these grades, can be quite overwhelming. Um, so maybe that that's why I kind of acknowledge it, from a more mature side.” (Lines 150-153, Derek,)
“…I’m fortunate enough to do that and also that I had that life experience as well that's kind of give me that bit of background, not academically, but as a person…” (Lines 157-158, Derek)
“…could it be like because, they've had more times, they've had more time to get experience on things…” (Lines 426-425, Sammy)
“…yea, so it can be quite overwhelming at times when you can't even get your words out because like I say they've had that experience and they feel like that, they can engage with the subject more because they've kind of lived through that. Um, but then everyone has different experiences like something someone who's 60 plus might have a completely different experience of an 18 year old but doesn't mean that they're any different.” (Lines 434-438, Derek)
“…some older students it's hard to… you know uh, relate to them because our experiences are different.” (Lines 459-460, Meredith)
“I see uh, like the parents, sort of getting along better. And, because they have that experience of being a parent and raising a child, but someone in the younger group, probably don’t have children yet, they can't relate to older students as much.” (Lines 460-463, Meredith)
“…like an 18 year old, if they're going into a class with, a lot of mature students, who uh, you know, just got a lot of life experience, their, well, hopefully they're secure in who they are. I imagine it would be quite daunting. Not to say that 18 year olds, um, an 18 year old couldn't be secure in who they are, but you're you're still in that developmental, period.” (Lines 480-484, Gavin)
“…I feel like the more mature, they might this might be their last chance to make a change in their in their lives and their careers, whereas 18 to 24 there still is a little bit time to to if if,, to deviate…” (Lines 551-553, Derek)
“…through my own personal experience, uh, I used to struggle quite badly academically in college and school.” (Lines 608-609, Stacey)
“…in my previous education, like school and college it they were all like, you know, no, you're fine, you just you're taking too long to do something or you're just not understanding it, you're not doing enough reading, and it's just like there was no support provided at all.” (Lines 612-615, Sammy)
“Whereas when I was in a much much bigger uni, I, I, I can't tell you a single name of any of my lecturers. So then trying to get that initial point of receiving support was much much more difficult because I had to actively find, the area of support which sometimes I I wouldn’t even know how to, where to, what whatever, which was a much much harder thing. And then when I did reach out, I got ignored so…” (Lines 636-640, Stacey)
“…experiences you have in though life or work or in education makes you wanna go back and learn more and come back out with more again…” (Lines 14-17, Willow)
“…being 18 and not having gone through certain things. If maybe somebody who’s over the 20, age of 25 hasn't been to university when they were 18, then they might be a really solid reason for that including trauma and all sorts of things.” (Lines 84-87, Willow)
“…by the time we get to 25 and maybe a bit older and even a bit older still, that might be the time when you’ve maybe found some support…” (Lines 87-88, Willow)
“…because of my age, and because I've sort of stringently excelled sheeted my way into a budget.” (Line 184, Willow)
“…I feel like my age actually helps with, me dealing with the pressures of being a student…” (Line 185-186, Willow)
“…even if you didn't, you know, get your A levels or do particularly well in school when you were younger, once you're sort of like, 21/22 ish, you know, they don't really care about your, um, qualifications.” (Lines 322-324, Rebecca)
“…obviously I grew up in India and I didn't have any… we have no such thing as depression, anxiety and stress recognised, no ADHD or no OCD or something, any of that, nothing is recognised like, it, it is there, just get on with it, you know, then like you don't feel to have… these pressure, what we feel in UK…” (Lines 367-370, Sarah)
“Like you, sometimes it's better to go and have the experiences like, as well as there are barriers when you grow older, it's it's good to go and experience things.” (Lines 401-403, Willow)
“So yeah, it's very much, maybe take a few years to figure out what you wanna do.” (Line 415, Rebecca)
“If you're not sure, go work at a bar for a bit. Like, yeah, it sucks in the long term, been there. But you you do meet interesting people and you learn about all sorts of jobs and things…” (Lines 417-419, Willow)

	
	Extrinsic motivation
	“…I think, a one of the biggest influencing is probably, competitiveness, as in you want a good job in life. Good starting degree.” (Lines 16-17, Sammy)
“…I'd say it's more like, setting yourself up for the future and the thought of doing it now or never and getting it out of the way basically, so you have more time in the future to earn money working better jobs.” (Lines 39-42, Meredith)
“…my career's heading me in this direction, and to advance further, I might need to go a degree now…” (Lines 71-72, Stacey)
“…further your um… employability, but also your wage…” (Line 21, Willow)
“I don't wanna be working in hospitality for the rest of my life.” (Lines 28-29, Rebecca)
“…from interacting with younger students from my experience, um, maybe they think that they something they have to do, so the motivation isn't always necessarily there yet or it's not always in the right place…” (Lines 35-37, Willow)
“…things are different and you are looking to have a family and then provide them…” (Lines 63-64, Sarah)
“For the better future.” (Line 108, Sarah)
“It would help, I think it would help motivate people to actually do well in their degree if they don't wanna be doing those little minion jobs as I call them, the minimum wage sort of like…” (Lines 421-423, Rebecca)
“It's like, well, like, if you don't wanna work in hospitality for another year, finish your degree.” (Lines 427-428, Rebecca)

	Sense of belonging
	Peer connections 
	“And then like coming like here, um, it’s much more quaint and much more personal, so there’s more of that opportunity, but that has its own challenges as well that, there's more pressure for me to make friends…” (Lines 169-171, Stacey)
“…so like and he made all of his friends through uni, he didn’t know anybody, just like us, um, but when I saw that he was had the ability to meet new people and, almost gave him, like a sense, like you said, belonging, you know, through the enjoyment of a similarity that they all had, you know, with the course they were doing.” (Lines 203-206, Sammy)
“…be it that we have a lot smaller classes, we are given the opportunity to socialise…” (Lines 207-208, Sammy)
“So, you know it gives you like a sense like you said, belonging and happiness that you are recognised as an individual person here.” (Lines 214-216, Sammy)
“…comparing uni to back in college, on the social part of it, um, in college, you would typically like just go into groups and not socialise with anyone outside your friend group. But in uni the whole class is just one big collective and you feel comfortable sitting next to anyone and talking to anyone, and you don't really see people like whole groups isolating themselves away from everyone.” (Lines 241-245, Meredith)
“Everyone is totally ok with going out and socialising, making new friends and talking to people.” (Lines 245-246, Meredith)
“It’s also not just the uni itself and what services they provide, but what your classmates can provide as well.” (Lins 273-274, Meredith)
“So far my class it's we've set up like a couple of group chats and no matter the time of day or like what anyone else is doing, you could, say what you're worried about or what you have problems with and they would be someone there to help you. It's just that, sort of support network you build in the class.” (Lines 278-281, Meredith)
“Yea, number 3, I completely agree with number 1 and number 5. It’s like a comradery in a way that you can separate yourself from people that you've known for school growing up with, but now you've shifted to being people who, who are like-minded who may share the same morals and beliefs and values. And then that's just so important going forward, cause then you're going into career with these people who are in this similar, line of work and then you're always going to be able to share that.” (Lines 288-283, Derek)
“…i'm 29 I, I don't drink, um, for many different reasons, so a lot of the socialisation, is going out to the pubs and things, and if you don't drink, you don't really get to go and do that and, you just sort of naturally pull away.” (Lines 127-130, Willow)
“…if you're under 25, maybe, not like that for everybody. And they sort of go and hang out and do things.” (Lines 132-133, Willow)
“…I feel like in my class there was quite quite a bit of um, uh, age demographic that there's people, um… quite a lot of mature students, basically, um and I've… um, like, closest to, um, one of the younger students who’s 20.” (Lines 152-154, Rebecca)
“…not drinking and not having, like, for example, uh, people in my class, they do vape and a cigarette, so, they have little meet up, outside the building that I don't do.” (Lines 164-166, Sarah)
“…I think… my I think, um, all my friendships would be, until uni with my with my classmates. But I'm not sure because we got a long way to go, so, for now, like first and past, and uh,  I think they are until university and you don't have any, uh… like a peer pressure or something outside uni. So, maybe it can change in future and I can be like a real good friend with someone where I wanna hang out with outside uni and uh, make friends with.” (Lines 254-258, Sarah)
“For now it’s, until uni. I talk to everybody. I say hi to everybody and things like that, but, you know in my, in my head for my personal circumstances, I got more priority than making friends.” (Lines 259-261, Sarah)
“…I think a younger um, like, class would find might find a friends who might be more likely to encourage them to go out drinking with them, and then do some more social things…” (Lines 270-271, Rebecca)
“...I'm finding that I can make a correlation between people I'm in uni with and a relationship with a colleague.” (Lines 276-277, Willow)
“…it feels like that sort of, you see them, hello, you're polite, you do make a relationship, you're not stone stonewalling them…” (Lines 277-278, Willow)
So, it feels like an outside reason… that we've made friends.” (Lines 291-295, Willow)
“…I think those relationships that, like, I guess that we're building… feel like they have their place…” (Lines 295-296, Willow)
“…I thought, oh, like maybe I'll make some friends like you’re supposed to in uni like that you have forever, cause that's that the envision you have in your head, and it was a little bit sad when I came here and it wasn't quite like that…” (Lines 297-300, Willow)
“I did had the idea if I go uni I will make a friend and she will be there for life and this and that, but I was disappointed to find like I felt disappointed because uh, it's not like that, everybody have, their own priorities…” (Lines 307-310, Sarah)
“…I did like loads of fun things together even with studying together.” (Line 312, Sarah)


	
	Group memberships/dynamics
	“…comparing uni to back in college, on the social part of it, um, in college, you would typically like just go into groups and not socialise with anyone outside your friend group. But in uni the whole class is just one big collective and you feel comfortable sitting next to anyone and talking to anyone, and you don't really see people like whole groups isolating themselves away from everyone.” (Lines 241-245, Meredith)
“Um, as much as, I enjoy spending time with people in my class and, you know everybody's friendly or whatnot, but you can see very clicky behaviour no matter what age anybody is. Um, so that does impact you know, the uni life a little bit…” (Lines 380-382, Sammy)
“…someone who's in the same class as you, but maybe a little bit older than you, um… who has other commitments, you know, like work and family and children, they're not able to, do the same things as like, say myself who’s 21, you know, not making any judgments or anything, but you know typical uni student wants to go out drinking on a weekend, someone who's in their 40s with two kids at home can't do that, you know, but… there is within class, there can sometimes be very almost like clicky behaviour. You know, it does put you off a little bit from, socialising a little bit, but you know everyone's friendly in their own way, but you can still distinguish that there is individual groups in that class.” (Lines 383-391, Sammy)
“…I agree with that and it's somebody that's come in, when friendships were already formed in the classroom. That, um, that presents quite a lot of challenge. I can very often feel quite lonely as a student, um, amongst my peers.” (Lines 393-395, Stacey)
“…I just think that um, I suppose, as like you said there can be that clicky sort of nature that happens…” (Lines 396-397, Stacey)
“…the friendships the students themselves form amongst each other is quite diverse. I don't think that there are age barriers. Um, I wouldn't necessarily say, well not in my experience anyway, I think everybody is quite um, friendly with one with one another, but I think like like I said, in my experience, coming in as somebody and, the kind of I feel like I've disrupted the sort of dynamics that are already at play. Um, I think that, personality impacts quite, um, quite a lot. And I feel, like I said I can feel quite lonely as a result of it.” (Lines 411-416, Stacey)
“…I think that someone who's like, very much in the middle of the younger, more, more mature side of things and, is quite prominent in our class because I'd probably say about 6% of our class is like, maybe 30, 40 plus? Um so you can see like a little bit of a divide, we get on really well, but there is a divide where I might where I might see that some of the younger 18 to this age group might feel, outspoken because, the older more mature group, just, um, just maybe talk too much because they're more involved with this and that might just, harm that relationship.” (Lines 418-424, Derek)
“…could it be like because, they've had more times, they've had more time to get experience on things…” (Lines 426-425, Sammy)
“…they don't even give us a chance to go, OK, let me figure this out…” (Lines 431-432, Sammy)
“I see uh, like the parents, sort of getting along better. And, because they have that experience of being a parent and raising a child, but someone in the younger group, probably don’t have children yet, they can't relate to older students as much.” (Lines 460-463, Meredith)
“I imagine for, like an 18 year old, if they're going into a class with, a lot of mature students, who uh, you know, just got a lot of life experience, their, well, hopefully they're secure in who they are. I imagine it would be quite daunting.” (480-482, Gavin)
“And the classroom dynamic is much different and um, almost kind of like what you said we, um, we recently did group work and you've kind of seen, when work was dependent on groups, age-related groups did kind of start to form? I wouldn't say that it happened purposefully, but there were, like, you could see like age demographics within the groups that formed…” (Lines 489-493, Stacey)
“…i'm 29 I, I don't drink, um, for many different reasons, so a lot of the socialisation, is going out to the pubs and things, and if you don't drink, you don't really get to go and do that and, you just sort of naturally pull away.” (Lines 127-130, Willow)
“…not drinking and not having, like, for example, uh, people in my class, they do vape and a cigarette, so, they have little meet up, outside the building that I don't do.” (Lines 164-166, Sarah)
“And they get to know eachother and they make more connections…” (Line 170, Sarah)
“…that's is where I'm left out…” (Lines 171-172, Sarah)
“…there's a uh like um, a range of age, it seems like people are, more likely to find partners that they will end up meeting up with and study with and sort of be quite maybe more responsible.” (Lines 267-269, Rebecca)
“…I think um, being more of a mature student with maybe more mature friends, um, you’re more likely to, to sort of get on and do uni work rather than be influenced the other way.” (Lines 273-274, Rebecca)


	
	Institutional support
	“…I think the university does a really good job at offering, um, support services for anything that um, that comes up as, problematic for students while they're studying, and I think they offer quite a lot of um, extenuating circumstances if required. I think then from the student’s perspective it's being aware of those services and being able to um, access them and um, and, feeling themselves like they want to access them. I think sometimes people might associate shame or um, just genuinely like, oh, I don't want to receive help or something, d’you know. Um,…so it’s it's, what I'm trying to say is that I think it's it can be quite individual, but, there is things there to support everything I think that students go through it’s just whether or not the students themselves seeks the help?” (Lines 261-269, Stacey)
“It’s also not just the uni itself and what services they provide, but what your classmates can provide as well.” (Lines 273-274, Meredith)
“So, like, yes, there is a lot of services that the uni does provide but like participant number 2 said I don't think that they provide enough for individuals who are working part-time or even full-time.” (Lines 299-301, Sammy)
“…I think that the uni offers good support for it. I don't think that I'm isolated through that but um, and I think it, it gets well prioritised but I think in in my specific situation it's um… it's easier to to provide the support, whereas I think if it was something a bit more, um… uh what was I gonna say, um…” (Lines 363-367, Stacey)
“Yeah, just something that's more, closer to normal, but still for that individual, it has an impact. I wouldn't say that there's so, much help offered.” (Lines 371-372, Stacey)
“…they’re really good I think. Um… but yeah, you'd have to go find it first, like they do the lecturers and stuff, they, I say you have to go find it, they are very good at communicating. If you need any help, we can help you or, the support desk is there.” (Lines 578-580, Gavin)
“…what I will say coming from a different uni, it is uni specific. And this uni is much better than my previous my last uni. Um, just for context, I, um, suffered a bereavement when I was in my last uni, and I was actually ignored by my tutors, and people weren’t getting back to me, um and weren’t pointing me in the direction of any support services or um, weren’t allowing me to have extensions for assignments that were coming up when I said like I've got to go and travel for this particular bereavement like it's, you know, it's quite, there's quite a lot going on and there's, a lot going to happen as a result of it, and I will more than likely have to take time off uni as well and they were like mm can’t let any of that happen. When they did get back to me nobody would meet with me in person. So, I think that the support that's offered is very university specific, but I do think it is very important that it's there even if it's even if there's only five students that use it, that's, it's worthwhile just for that reason.” (Lines 582-592, Stacey)
“…I think the services are are very good. Like I say, when you go out looking for it, you will get that. Um, and I found that definitely with the with the well-being service…” (Lines 594-596, Derek)
“But it was only since that I came to uni that I was like, ok, they've got all these services here, let's see what we can do. And it was only through the university that I was able to get a dyslexia diagnosis, which then they provided me with even more support.” (Lines 609-612, Sammy)
“…with the university, not only, you know, did I get the diagnosis through them, but they also provided me with the support afterwards. You know, I have weekly checkups, you know, like, how we doing this week, you know, you know, do you need extra help or anything? Is there anything I can do?” (Lines 615-619, Sammy)
“…with the bursaries, I do agree like there is a very specific criteria that you have to fit in, in order to be accepted for them, and it is quite like a limited verse like quite a limited… amount of things that you need to be qualified to do. Um, I mean, with like the support now with the one-to-one, it was only because of the diagnosis that I was able to receive that extra support. But with the financial side of it, it has made it a little bit easier in order to get that support but then like the extra bursary’s and you know like the travel costs or the technology, or even the books, sometimes you just don't qualify for them, you know cause you work part-time, you know.” (Lines 619-626, Sammy)
“The, it’s the in person, that’s what I was trying to say earlier, um, and what you were saying about the not feeling that you qualify. I find here what you can do is you can talk to a person, and I find that and the fact that the uni make sure that that happens, it's, um, it's really, really important and that I find only really happens because of the classroom sizes. So, one of my lectures is, this, six of us on the course, but there's only ever five of us in. Um, and we often get off on a bit of a tangent and have one-to-one conversations with the lecturer. Um, and having that relationship, I find, when they need support of any kind, it is easier to go to somebody. Whereas when I was in a much much bigger uni, I, I, I can't tell you a single name of any of my lecturers. So then trying to get that initial point of receiving support was much much more difficult because I had to actively find, the area of support which sometimes I I wouldn’t even know how to, where to, what whatever, which was a much much harder thing. And then when I did reach out, I got ignored so (laughs). So, I think that it can, I think the lecturers play it like a big, big part as as that sort of, um, immediate point of contact…” (Lines 629-642, Stacey)
“I'd also say that like, so far in my academic year, we've gone through plenty of workshops as well. Not just the pre-planned ones, but also some people have brought up issues that they've struggled with, so the tutors have been able to plan workshops for us to go through for like assessments we're struggling with, and also, some people have like different deadlines and all that and, when explaining assignments, the lecturers are always… insistent on, letting us know where we can fill out these forms and if we have them like what's what we can get and all that.” (Lines 649-655, Meredith)
“…I think that, the university that I'm in is very much, um, it is a it is a uni university for mature students…” (Lines 321- 322, Rebecca)
“They they they're there to give you another chance at higher education.” (Lines 324-325, Rebecca)
“…I've found quite a lot of um, I'm on I think it's called DSA, um, and I've had a free laptop, printer. Um… and I get up to two-week extensions. Um… like without any kind of capping or anything. So, it's been, I think, definitely in my university, there there, they do everything they can to help, um, students that have, like, struggled more with education.” (Lines 329-322, Rebecca)
“…they seem really caring and really thoughtful and there's a lot of provisions put in place.” (Lines 343-344, Willow)
“So I've never actually had a diagnosis. So now I'm having to jump through different hoops and things. And, I feel like that's a barrier of a certain age…” (Lines 350-352, Willow)
“They've been helpful…” (Line 364, Sarah)
“Like university did help me. Um, like they did ask me if I need any support…” (Lines 375 376, Sarah)
“This uni is really helpful and uh, like you said, it is like more interacting and more kind of, if you ask like 10 times you are not, you are not feeled like you, they don't make you feel humiliated or something, but they are helpful.” (Lines 390-392, Sarah)

	
	Relatedness

	“…belonging, you know, through the enjoyment of a similarity that they all had, you know, with the course they were doing.” (Lines 205-206, Sammy)
“…be it that we have a lot smaller classes, we are given the opportunity to socialise, which then allows us to enjoy coming in to uni and giving us that sense of belonging, like, you know, oh, I wonder what that person is doing, say, or I mean we did secret Santa today you know.” (Lines 207-209, Sammy)
“Um, cause you can go to university and if you're doing a subject you really like, you're probably with, a lot of like-minded people, and um… and you know, make you feel part of collective.” (Lines 220-222, Gavin)
“And, like we were saying with the like-mindedness of the different subjects, yes, I've been put with like another class of the same field, but I can tell you right now we are not all like-minded, so, it does cause a little bit of difficulty for that.” (Lines 255-257, Sammy)
“…the uni life a little bit you know. And like another thing for example is, someone who's in the same class as you, but maybe a little bit older than you, um… who has other commitments, you know, like work and family and children, they're not able to, do the same things…” (Lines 382-385, Sammy)
“…some older students it's hard to… you know uh, relate to them because our experiences are different.” (Lines 459-460, Meredith)
“I see uh, like the parents, sort of getting along better. And, because they have that experience of being a parent and raising a child, but someone in the younger group, probably don’t have children yet, they can't relate to older students as much.” (Lines 460-463, Meredith)
“…we recently did group work and you've kind of seen, when work was dependent on groups, age-related groups did kind of start to form…” (Lines 490-492, Stacey)
“…I found that when I'm talking with more mature students, having relating on topics have made conversation flow…” (Lines 504-506, Stacey)
“…talking with more mature students, we're able to relate more because they don't think that I'm just out constant well not that they don't think, but because that I, I am a little bit more mature, it's there is easier ways to talk because I'm just talking about things that relate more to them, and, it's just easier to have conversations. So, I I think that, sometimes I suppose, your personal level of maturity being a student being a student and your intentions for going to university can impact how you flow with other age groups within students, I suppose.” (Lines 518-524, Stacey)
“…I suppose were both at that the same point of time in our lives where I, I hope to be doing that a little bit older (laughs) do ya know? whereas they were doing it at my age is probably why we're both meeting in the middle of uni now really isn't it.” (Lines 546-549, Stacey)
“…I’ve like managed to probably find someone who, um… I feel like I can stick with, and all of us is as awkward as each other, and both autistic, so it's, um (laughs), um, it's worked out like nice for me.” (Lines 155-157, Rebecca)
“…people in my class, they do vape and a cigarette…” (Line 165, Sarah)
“…for me, uh, I don't, I don't drink on, I don't, you know, vape for smoke. So, that's is where I'm left out…” (Line 171-172, Sarah)
“…like my friends, uh, they are going out for a Christmas shopping and uh, like together. But I am not going because Christmas is not a thing for me because my religion…” (Line 172-174, Sarah)
“…people are, more likely to find partners that they will end up meeting up with and study with and sort of be quite maybe more responsible.” (Lines 268-269, Rebecca)
“…I have made, like a, a closer friend, but I feel like that's because we have similar working background.” (Lines 284-286, Willow)
“…being more of a mature student with maybe more mature friends, um, you’re more likely to, to sort of get on…” (Lines 272-273, Rebecca)
“…she's in healthcare, I was working with uh, domestic violence and we've sort of bonded over that.” (Lines 286-287, Willow)
“…same as her like, like I didn’t had any diagnose or something…” (Lines 365-366, Sarah)

	



Self-determination
	

Intrinsic motivation
	“…I really wanted to know more about the topic and I really wanted to study the topic, so I just decided to come to uni.” (Lines 48-49, Stacey)
“…you’ve tried something it's not worked so you’ve not enjoyed it, so it’s now going taking that step back to take those two forward to actually find something that you want to do.” (Lines 56-57, Derek)
“My mum did uh, degree and a master’s as a mature student, I think she started when she was 35 or so. Um, but I know for her it was, it was a lot of intrinsic motivation to do it.” (Lines 83-85, Gavin)
“It was just she found a topic she liked, and she really wanted to do it. And yeah, it was a all intrinsic.” (Lines 96 -97, Gavin)
“There's the 25 plus why they want to go back because it's not that external pressure and, also from when I was doing my application to come here and saw the units, it was actually, actually it had like a bit of nicer experience with it because I could do it on my own pace…” (Lines 153-156, Derek)
“…my other half, he was a student with the same university, but he did a completely different course and, it kind of, it made me realise like how happy he was doing the course cause that's what he wanted to do, he knew that's where he was going. Um, so like and he made all of his friends through uni, he didn’t know anybody, just like us, um, but when I saw that he was had the ability to meet new people and, almost gave him, like a sense, like you said, belonging, you know, through the enjoyment of a similarity that they all had, you know, with the course they were doing.” (Lines 200-206, Sammy)
“…be it that we have a lot smaller classes, we are given the opportunity to socialise, which then allows us to enjoy coming in to uni…” (Lines 207-208, Sammy)
“…I wanna, be someone who can help people…” (Line 7, Sarah)
“…I wanna help people going through and make it easier for them.” (Line 9, Sarah)
“…help people like you said, that's always a huge factor…” (Line 22, Willow)
“…a passion for like working with kids.” (Line 28, Rebecca)
“I'd like to, like, do something that kind of gets me into a more happy and comfortable, like stage of my life.” (Lines 29-30, Rebecca)
“…I am doing this for them.” (Lines 107-108, Sarah)

	
	Adaptive Competence and Resilience

	“…becoming more of an adult.” (Line 26, Gavin)
“…meet new people. Um, yea and just become more independent.” (Lines 27-28, Gavin)
“…finding your own place in the world at that this point.” (Lines 32-33, Derek)
“…setting yourself up for the future…” (Line 39, Meredith)
“…I wanted to continue with study, I didn't want to have to come back and do a degree…” (Lines 45-46, Stacey)
“I wasn't able to study, um, my course at all through my um, college. It wasn't an option, so the only way I was able to, do psychology was through um, coming to uni…” (Lines 46-48, Stacey)
“…it’s now going taking that step back to take those two forward to actually find something that you want to do.” (Lines 56-57, Derek)
“…personal motivation to to pursue something, it's more, well, my career's heading me in this direction, and to advance further…” (Lines 71-72, Stacey)
“I am the only one studying it in the entire university, you know, so that's got pressure on its own as it is.” (Lines 251-252, Sammy)
“…if you're working full time and doing full time a degree, pat yourself on the back because that's impressive, I mean, like I said, I only work three days and I'm struggling.” (Lines 301-303, Sammy)
“But to be able to do both full time, that's commitment, that's a really good commitment.” (Lines 307-308, Sammy)
“…like you said, I have to work because student finance just isn't enough to live off.” (Liens 323-324, Sammy)
“…I don't live in accommodation, and, in in its own ways presents challenges with being a uni student… (Lines 361-362, Stacey)
“I personally I didn’t like, do too well in like schools and stuff like that. Um… and I like have a passion for like working with kids. Um… and I don't, I just. I don't wanna be working in hospitality for the rest of my life.” (Lines 27-29, Rebecca)
“…people at age 25 were a bit more driven and we know exactly what the end goal is.” (Lines 38-39, Willow)
“…they are more like wanna live life not not realising the uh… importance.” (Liens 59, Sarah) 
“…over 25 is more serious towards career than under 25.” (Line 65, Sarah)
“Whereas people 25 and over, been there for a bit now instead of sort of there like got their stuff together a bit more and and sort of knows what it's like to maybe have jobs and bills and independence as an adult that are just more focused on uh, basically just focusing on their education rather than other distractions.” (Lines 77-80, Rebecca)
“…leaving her and then coming down here, is hard. Uh, I feel like I should just leave everything and take my kid and go home be with her, but you know, I am doing this for them.” (Lines 106-108, Sarah)
“I'm finding it quite easy to deal with the pressures, personally just because I'm not working part-time. Um… I'm I'm using my spare time to to do, to do my assignments.” (Liens 181-183, Willow)
“…I've sort of stringently excelled sheeted my way into a budget.” (Line 184, Willow)
“…I feel like my age actually helps with, me dealing with the pressures of being a student…” (Lines 185-186, Willow)
“…so it's it's a struggle to kind of balance everything. I had a lot less to juggle when I was younger. Um, so yeah, I think it's just it's there’s a lot more to handle now…” (Lines 194-195, Rebecca)
“So, I have to do my assignments on the go while cooking on my phone and uh, cause uh my little one is little and she wakes up in the night as well so, it's kind of sleep deprived and doing everything, it's real struggle for me…” (Lines 203-205, Sarah)
“And you feel guilty on a, like they want me to sleep with them, but I can't because I got work to do.” (Lines 240-241, Sarah)
“And again, to put them to sleep. So, I'd rather sleep with them and do my assignments and things on my phone. So, that is working for now.” (Lines 244-245, Sarah)
“…I didn't know what all those terms are. I never got recognised and I couldn't go that way, so, yeah. We’ll sort out something, hopefully…” (Lines 376-378, Sarah)
“…maybe rather than winging it, just kind of make it more of a plan, what days like I, you know, I only go in twice a week. Um… maybe, sort of try and make a plan for another couple of days to go to the library…” (Lines 395-397, Rebecca)
“…I have to do this on these days, rather than just like well when I can be arsed, because you will always push it to the last minute…” (Lines 397-399, Rebecca)
“…it's good to go and experience things. Some of those things aren't, but, you should go with knowing what you want to do, cause it's a lot of investment.” (Lines 403-404, Willow)
“So yeah, it's very much, maybe take a few years to figure out what you wanna do.” (Lines 415, Rebecca)
“…you do meet interesting people and you learn about all sorts of jobs…” (Line 418, Willow)

	
	Autonomy
	“…becoming more of an adult.” (Line 26, Gavin)
“If you, leave school at 18 say, after doing your A levels and then move to somewhere completely different, you're independent.” (Lines 26-27, Gavin)
“…just become more independent.” (Line 28, Gavin)
“…it's finding your own place in the world at that this point.” (Line 32-33, Derek)
“…back in school, you kind of, taught things as they are, whereas here you kind of given that individuality and the independent thinking, and help construct it that way. Um, and yeah, just just kind of find your own way in the world.” (Lines 33-35, Derek)
“…got a feel for the money, so I was independent, great.” (Line 131, Sammy)
“…I could do it on my own pace…” (Lines 155-156, Derek)
“I think as well like something if if in yourself yourself you’re not somebody who's quite an independent person, coming to uni can be quite challenging…” (Lines 163-165, Stacey)
“…actually here to learn…” (Lines 498-499, Derek)
“…maybe to further your um… employability, but also your wage, but then also the ability to help people like you said, that's always a huge factor if you’re going into something like psychology and counselling.” (Lines,21-23, Willow)
“I personally I didn’t like, do too well in like schools and stuff like that. Um… and I like have a passion for like working with kids. Um… and I don't, I just. I don't wanna be working in hospitality for the rest of my life. I'd like to, like, do something that kind of gets me into a more happy and comfortable, like stage of my life.” (Lines 27-30, Rebecca)
“…Yeah, like that age is like, until  parents, so you don't realise the actual world. (Lines 51-52, Sarah)
 It's like they have to what their parents… guided them towards…” (Line 57, Sarah)
“…I have the space now to choose who I want to be, where I want to be, and I have the direction for that.” (Lines 90-91, Willow)
“…I am doing this for them. For the better future.” (Lines 107-108, Sarah)
“…I've sort of stringently excelled sheeted my way into a budget.” (Line 184, Willow)
“…maybe, sort of try and make a plan for another couple of days to go to the library and sort of set like I have to do this on these days…” (Lines 396-398, Rebecca)

	Identity Navigation/negotiation
	Role management
(balance and conflict)
	“…cause you’re already started establishing the career, establishing the family, but there, you can still, it’s still dependent on circumstances.” (Lines 65-66, Derek)
“…you're starting a family and like participant number 2 says, you know, you want to start a career, and If your kids are getting to that particular age now where you are able to, you know, sometimes yes you can do it, but sometimes it can still be quite difficult even with kids no matter what their age is.” (Lines 77-81, Sammy)
“I think a lot of students work, part-time or something, or, you know, some students who have part-time studying, but full-time could be full-time working. Um I think that really really does influence, um, work, working on your degree course. Um, um… and can, I, I think that should become something that might be prioritised, I, I don’t think that really does if I'm being honest, I I don't think it does get factored in as often. Um, but I do think that it is something that will have a big impact.” (Lines 288-293, Stacey)
“Yeah, I completely agree. I mean, I only work part-time. Um, but even then you know we’re in uni four days a week, and I work the other three. So, there is no time to do anything else, you know? And then you've got assignments on top of that, and it's just you don't get any time to breathe or any time to, actually concentrate well and truly on your studies.” (Lines 295-298, Sammy)
“…if you're working full time and doing full time a degree, pat yourself on the back because that's impressive, I mean, like I said, I only work three days and I'm struggling.” (Lines 301-303, Sammy)
“But to be able to do both full time, that's commitment, that's a really good commitment.” (Lines 307-308, Sammy)
“I think it's really hard to find that balance between work and so yea as that role…” (Lines 315-316, Derek)
“So you need that work, to to balance alongside in its can be quite challenging for a lot of people. Um, at at any age really not, not just subject to our age.” (Lines 318-320, Derek)
“…like you said, I fully agree with that. I mean, I've just moved out on my own well coming up to the year now. Um so I, like you said, I have to work because student finance just isn't enough to live off.” (Lines 322-324, Sammy)
“So, working part time, you know, you got to consider the uni degree, working and maintaining the house, it's a lot. You know, it's, impossible near enough sometimes, you know, you do get bad weeks, but then sometimes you get good weeks. But, it's difficult.” (Lines 328-330, Sammy)
“You could also factor in if they had kids, it would be, you know another level…” (Lines 340-341, Gavin)
“……of difficulty, which would probably well I imagine it would deter many people from going to university around that age group.” (Lines 345-346, Gavin)
“Some people are lucky enough not to have to do education and work, uh but they also have other commitments like family and friends. And it'd be easy for you or like someone to say, to completely prioritise education and to just, put family and friends on a back burner for about 3 years, but if that student, relies on their family and friends to cope with the stress that being a student brings, and you tell them to take away that coping mechanism, that could affect their education.” (Lines 348-354, Meredith)
“…it's um personal circumstances as well that you know that end up flowing into impacting um, students abilities, not just their, their working circumstances, I do think that's important but I I think like you said, um, family sometimes, I live up home, I don't live in accommodation, and, in in its own ways presents challenges with being a uni student um, cause I’m quite relied on at home…” (Lines 358-362, Stacey)
“…I don't think that I'm isolated through…” (Line 363, Stacey)
“…someone who's in the same class as you, but maybe a little bit older than you, um… who has other commitments, you know, like work and family and children, they're not able to, do the same things as like, say myself who’s 21, you know, not making any judgments or anything, but you know typical uni student wants to go out drinking on a weekend, someone who's in their 40s with two kids at home can't do that, you know, but… there is within class, there can sometimes be very almost like clicky behaviour. You know, it does put you off a little bit from, socialising a little bit, but you know everyone's friendly in their own way, but you can still distinguish that there is individual groups in that class.” (Lines 383-391, Sammy)
“…not as much repercussions that with family friends whereas mature maybe there, it's more limited to them so they will be taking it a lot more seriously, then say someone coming straight from college maybe.” (Lines 554-556, Derek)
“…you're not like just adult…” (Line 63, Sarah)
“…having to part-time job with that which is um, stressful.” (Lines 114-115, Rebecca)
“…having a partner and paying bills, living in a house, it is a lot more, um, yeah, it's a lot more expenses…” (Lines 116-117, Rebecca)
“…my priorities at home with my partner and sorting my life in the house and things like that, so I feel like I have to shoot off, when everyone else is sort of ah I've done my thing for the day, which is uni…” (Lines 130-132, Willow)
“…now it's changed. I go uni, I go, I, I, I am in my mind I am like as soon as possible I need to go get her…” (Lines 142-143, Sarah)
“I'm finding it quite easy to deal with the pressures, personally just because I'm not working part-time.” (Lines 181-182, Willow)
“ I feel like, um… if I was… sort of, maybe a student accommodation at 18, I feel like I would find it easier than my situation right now because there's a lot to balance between, keeping a three-bed house clean and, spending time with my partner, um, spend time with my family and very much a lone wolf, need my like time in my gaming room, just like to myself. Um… so it's it's a struggle to kind of balance everything. I had a lot less to juggle when I was younger.” (Lines 190-195, Rebecca)
“…so yeah, I think it's just it's there’s a lot more to handle now…” (Line 195, Rebecca)
“…as an adult than there was I think for then there is for a lot of like younger students.” (Line 199, Rebecca)
“…I am stressed. I got two kids under 5. So, I have to do my assignments on the go while cooking on my phone and uh, cause uh my little one is little and she wakes up in the night as well so, it's kind of sleep deprived and doing everything, it's real struggle for me and keeping tidy is another story…” (Lines 203-206, Sarah)
“I don't seem to have as many roles, especially in some of the other people in the focus group.” (Lines 222-223, Willow)
“…having a partner and feeling like you have that role to contend with, like you, you feel guilty for not spending time with them…” (Lines 224-225, Willow)
“…I'm feeling a lot of pressure coming from my family. Like when you're going to spend some time with us it’s nearly Christmas, what are you doing?  So, I think that aside like the familial and the partner role, I do feel some of those roles can, pull me in a certain direction.” (Lines 226-229, Willow)
“…I think I'm quite privileged, I don’t have a lot of things to contend with because I don’t have children.” (Lines 229-230, Willow)
“Being mother is, ugh, yeah, like she said, like having pressure and feeling guilty, mother guilt is real.” (Lines 239-240, Sarah)
“So, I'd rather sleep with them and do my assignments and things on my phone. So, that is working for now.” (Lines 244-245, Sarah)
“…I got more priority than making friends.” (Lines 260-261, Sarah)

	
	Defining the student role
	“If you, leave school at 18 say, after doing your A levels and then move to somewhere completely different, you're independent.” (Lines 26-27, Gavin)
“…it's finding your own place in the world at that this point. Um, back in school, you kind of, taught things as they are, whereas here you kind of given that individuality and the independent thinking, and help construct it that way.” (Lines 32-35, Derek)
“…setting yourself up for the future…” (Line 39, Meredith)
“…actually find something that you want to do.” (Line 57, Derek)
“I think I agree with that perspective, but it's where more mature students tend to be in life events, um, their choice to come to uni can be more dictated as, instead of by um… personal motivation to to pursue something, it's more, well, my career's heading me in this direction, and to advance further, I might need to go a degree now or um, or my kids are getting to a certain age group now that I'm I am now able to pursue uh, higher education study.” (Lines 69-74, Stacey)
“…above the age of 24/25, your individual situation does change, so you know you're starting a family and like participant number 2 says, you know, you want to start a career, and If your kids are getting to that particular age now where you are able to, you know, sometimes yes you can do it, but sometimes it can still be quite difficult even with kids no matter what their age is.” (Lines 77-81, Sammy)
“It was just she found a topic she liked, and she really wanted to do it.” (Line 96, Gavin) 
“…I think a lot of students work, part-time or something, or, you know, some students who have part-time studying, but full-time could be full-time working.” (Line 288-289, Stacey)
“…I think it's really hard to find that balance between work and so yea as that role…” (Line 315-316, Derek)
“…typical uni student wants to go out drinking on a weekend, someone who's in their 40s with two kids at home can't do that…” (Lines 386-387, Sammy)
“…some older students it's hard to… you know uh, relate to them because our experiences are different.” (Lines 459-460, Meredith)
“I think there still is like a little bit of a stigma between 18 year olds coming fresh from college because it's kind of seen now all that just going to uni just for the night life and the uni life, quoted quoted uni life. Where necessary its’ not really the case, I think this, times, times have now changed where people do like to, their own company and are actually here to learn, definitely feel that in our class.” (Lines 495-499, Derek)
“…I found that when I'm talking with more mature students, having relating on topics have made conversation flow, so I'm I would be considered a young student, but I've never done full on night life, I wish I had, but I haven't…” (Lines 504-506, Stacey)
“I also think um I've never been one for going out, um, well, a little bit when I was, uh you know, probably 16/17 but I don't drink or, do any of that really. And uh I didn't go out. And uh… when you tell that to some of the mature students… sort uh like [pause] like a stigma towards you, I suppose, because they they would have when they were younger, they would have been going out, and getting on it…” (Lines 526-530, Gavin)
“…I suppose were both at that the same point of time in our lives where I, I hope to be doing that a little bit older (laughs) do ya know? whereas they were doing it at my age is probably why we're both meeting in the middle of uni now really isn't it.” (Lines 546-549, Stacey)
“…I was I was working before I went to uni, and um… when I went on the staff works doo for where I used to work, first thing they they'd ask um, was oh have you been parting? And I'd worked with them for like two and a half years and they know I don't drink or do partying or whatever. Um, that is still like the first thing they ask me.” (Lines 558-561, Gavin)
“It's just that university stigma isn't it.” (Line 564, Gavin)
“…experiences you have in though life or work or in education makes you wanna go back and learn more and come back out with more again…” (Lines 14-16, Willow) 
“…maybe people at age 25 were a bit more driven and we know exactly what the end goal is.” (Lines 38-39, Willow) 
“…there’s probably quite a few people, um… in that demographic that are… not as sure about what they actually want to do but they just have to at the age of 18 or even 17 they have to pick, like what they think they want to do for the rest of their lives. So that probably I imagine are quite a few people become quite unsure about what they're doing as as they progress…” (Lines 43-47, Rebecca) 
“…they are more like wanna live life not not realising the uh… importance.” (Line 59, Sarah) 
“But some are still in the party age so…” (Lines 61-62, Sarah) 
“…that's why I think like over 25 is more serious towards career than under 25.” (Line 65, Sarah) 
“…18/19 year olds, they are… very much figuring out who they are now they've moved out their parents house, if they've moved into accommodation, or whatever,  they're figuring out who they are, they're figuring out who they want to be. The kind of people they're gonna hang out with, what they prioritise now that they don't have their parents telling them constantly as well, it's it's a lot more than just entered education. It's it's like there's so much more to it that that kind of entering adulthood.” (Lines 71-77, Rebecca) 
“Whereas people 25 and over, been there for a bit now instead of sort of there like got their stuff together a bit more and and sort of knows what it's like to maybe have jobs and bills and independence as an adult that are just more focused on uh, basically just focusing on their education rather than other distractions.” (Lines 77-80, Rebecca) 
“…I have the space now to choose who I want to be, where I want to be, and I have the direction for that.” (Lines 90-91, Willow) 
“…i'm 29 I, I don't drink, um, for many different reasons, so a lot of the socialisation, is going out to the pubs and things, and if you don't drink, you don't really get to go and do that and, you just sort of naturally pull away.” (Lines 127-130, Willow) 
“…it's it's a struggle to kind of balance everything. I had a lot less to juggle when I was younger. Um, so yeah, I think it's just it's there’s a lot more to handle now,…” (Lines 194-195, Rebecca) 
“…as an adult than there was I think for then there is for a lot of like younger students.” (Line 199, Rebecca) 
“…I think that making like, especially in in my course. because there's a uh like um, a range of age, it seems like people are, more likely to find partners that they will end up meeting up with and study with and sort of be quite maybe more responsible. Um, whereas I think a younger um, like, class would find might find a friends who might be more likely to encourage them to go out drinking with them, and then do some more social things rather than, kinda knuckle down and go to the library. So yeah, I think um, being more of a mature student with maybe more mature friends, um, you’re more likely to, to sort of get on and do uni work rather than be influenced the other way.” (Line 267-274, Rebecca) 

	
	Transitions and exploration
	“…becoming more of an adult.” (Line, 26, Gavin)
“If you, leave school at 18 say, after doing your A levels and then move to somewhere completely different, you're independent. And yea, meet new people.” (Lines 26-28, Gavin)
“…back in school, you kind of, taught things as they are, whereas here you kind of given that individuality and the independent thinking, and help construct it that way. Um, and yeah, just just kind of find your own way in the world.” (Lines 33-35, Derek)
 “…taking that step back to take those two forward to actually find something that you want to do.” (Lines 56-57, Derek)
“…if it doesn't work out for ya, then at least maybe at this time, you still got options to change it. Whereas maybe like that 25-plus bracket, you can get a little, maybe a little bit limited.” (Lines 59-61, Derek)
“…my experience with my older classmates, some of them didn't know what they wanted to do when they were younger and some of them did, but they've later found out it was the wrong choice for them as they've changed it later in life.” (Lines 107-109, Meredith)
“…I probably continued the transfer from school into higher education. I think when you're independently applying for uni, the process itself is quite difficult.” (Lines 117-118, Stacey)
“…I suppose that, um, a challenge that can be if you're somebody not transferring immediately, um, somebody that might be a little bit older, 22, that might be something that could be quite challenging.” (Lines 123-125, Stacey)
“And then, I wanted to try something different, so I applied for uni…” (Lines 131-132, Sammy)
“Well, if I've never given a reference before to deal with the course, I wouldn't even know where to start.” (Lines 140-141, Sammy)
 “…I do agree with that being the seamless transition from college to university and it makes it a lot easier.” (Lines 145-145, Derek)
“I’ve just left college and I'm the only one who I know from my old college that went on to go to further education and everyone else I know wanted to stay and continue their learning in college. I think a part of that was the comfort that the college brought and knowing what education you were gonna get um, instead of at uni, when you don't know what you're going to get, it's all going to be different. And for me, a big deterrent to go on to university was leaving all those people and going and turn up in uni, knowing no one, and you know, having to socialise and make new friend groups all over again.” (Lines 175-182, Meredith)
“…like an 18 year old, if they're going into a class with, a lot of mature students, who uh, you know, just got a lot of life experience, their, well, hopefully they're secure in who they are. I imagine it would be quite daunting. Not to say that 18 year olds, um, an 18 year old couldn't be secure in who they are, but you're you're still in that developmental, period.” (Lines 480-484, Gavin)
“…comparing uni to back in college, on the social part of it, um, in college, you would typically like just go into groups and not socialise with anyone outside your friend group. But in uni the whole class is just one big collective and you feel comfortable sitting next to anyone and talking to anyone, and you don't really see people like whole groups isolating themselves away from everyone.” (Lines 241-245, Meredith)
“Um, as much as, I enjoy spending time with people in my class and, you know everybody's friendly or whatnot, but you can see very clicky behaviour no matter what age anybody is. Um, so that does impact you know, the uni life a little bit…” (Lines 380-382, Sammy)
“I see uh, like the parents, sort of getting along better. And, because they have that experience of being a parent and raising a child, but someone in the younger group, probably don’t have children yet, they can't relate to older students as much.” (Lines 460-463, Meredith)
“…in our class we’ve got, uh it’s quite balanced to be fair, um, between younger students and mature students. Um… “mature” (laughs), um… cause uh, some of the some of the mature students were in a group, and um… it wasn’t something, one of them wasn’t pulling their weight or whatever, and uh, they had an argument, and um, but now they've just completely like separated. They don't, they don’t engage or talk to each other at all.” (Lines 467-472, Gavin)
“And the classroom dynamic is much different and um, almost kind of like what you said we, um, we recently did group work and you've kind of seen, when work was dependent on groups, age-related groups did kind of start to form? I wouldn't say that it happened purposefully, but there were, like, you could see like age demographics within the groups that formed…” (Lines 489-493, Stacey)
“I feel like the more mature, they might this might be their last chance to make a change in their in their lives and their careers, whereas 18 to 24 there still is a little bit time to to if if,, to deviate, INAUDIBLE still have time to do career changes, not as much repercussions that with family friends whereas mature maybe there, it's more limited to them so they will be taking it a lot more seriously, then say someone coming straight from college maybe.” (Lines 551-556, Derek)
“…experiences you have in though life or work or in education makes you wanna go back and learn more and come back out with more again…” (Lines 14-16, Willow) 
“…age 25 were a bit more driven and we know exactly what the end goal is.” (Lines 36-37, Willow)
“…quite a few people become quite unsure about what they're doing as as they progress in uni.” (Lines 46-47, Rebecca)
“…until you're 18, you're under your parents, so you don't realise the actual world.” (Lines 51-52, Sarah)
“…wanna live life not not realising the uh… importance.”  (Line 59, Sarah)
“…18/19 year olds, they are… very much figuring out who they are now they've moved out their parents house, if they've moved into accommodation, or whatever, they're figuring out who they are, they're figuring out who they want to be. The kind of people they're gonna hang out with, what they prioritise now that they don't have their parents telling them constantly…” (Lines 71-75, Rebecca)
“Whereas people 25 and over, been there for a bit now instead of sort of there like got their stuff together a bit more and and sort of knows what it's like to maybe have jobs and bills and independence as an adult that are just more focused on uh, basically just focusing on their education rather than other distractions.” (Lines 74-77, Rebecca)
“It's it's like there's so much more to it that that kind of entering adulthood.” (Lines 76-77, Rebecca)
“…I have the space now to choose who I want to be, where I want to be, and I have the direction for that.” (Lines 90-91, Willow) 
“...I'm finding that I can make a correlation between people I'm in uni with and a relationship with a colleague.” (Lines 276-277, Willow)
“They they they're there to give you another chance at higher education.” (Lines 322-323, Rebecca)
“So now I'm having to jump through different hoops and things. And, I feel like that's a barrier of a certain age because you're like, oh, yeah, I didn't have all this testing and things when I was in school…” (Lines 351-353, Willow)
“But, for here, there is nothing like that. I think. And, isolation is a big part that plays in your life compared to, uh, back home.” (Lines 373-375, Sarah)
“…there are barriers when you grow older…” (Lines 402-403, Willow)
“So yeah, it's very much, maybe take a few years to figure out what you wanna do.” (Line 415, Rebecca)
“…go work in like a shop or something. Go do something else for a bit. Fine if you don't know.” (Lines 419-420, Willow)
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Ethical approval form


	RESEARCH STUDENTS
This form is to be completed by the student within SIX months for full-time students and TWELVE months for part time students, after the commencement of the research degree or following progression to Part Two of your course. 

Once complete, submit this form via the MyTSD Doctoral College Portal at (https://mytsd.uwtsd.ac.uk).

This document is also available in Welsh.


	RESEARCH STAFF ONLY
All communications relating to this application during its processing must be in writing and emailed to pgresearch@uwtsd.ac.uk , with the title ‘Ethical Approval’ followed by your name.


	STUDENTS ON UNDERGRADUATE OR TAUGHT MASTERS PROGRAMMES should submit this form (and receive the outcome) via systems explained to you by the supervisor/module leader.




In order for research to result in benefit and minimise risk of harm, it must be conducted ethically. A researcher may not be covered by the University’s insurance if ethical approval has not been obtained prior to commencement.

The University follows the OECD Frascati manual definition of research activity: “creative work undertaken on a systematic basis in order to increase the stock of knowledge, including knowledge of man, culture and society, and the use of this stock of knowledge to devise new applications”. As such this covers activities undertaken by members of staff, postgraduate research students, and both taught postgraduate and undergraduate students working on dissertations/projects.

The individual undertaking the research activity is known as the “principal researcher”.

Ethical approval is not required for routine audits, performance reviews, quality assurance studies, testing within normal educational requirements, and literary or artistic criticism.

Please read the notes for guidance before completing ALL sections of the form.

This form must be completed and approved prior to undertaking any research activity. Please see Checklist for details of process for different categories of application.  

SECTION A: About You (Principal Researcher)
	1
	Full Name:
	Angharad Victoria Kissick

	2
	Tick all boxes that apply:
	Member of staff:
	☐
	Honorary research fellow:
	☐

	
	Undergraduate Student
	☒	Taught Postgraduate Student
	☐	Postgraduate Research Student
	☐


	3
	Institute/Academic Discipline/Centre:
	
Institute of Education and Humanities/Psychology and Counselling 


	4
	Campus:
	IQ, SA1, Swansea 

	5
	E-mail address:
	
2204898@student.uwtsd.ac.uk 

	6
	Contact Telephone Number:
	07889078882


	
	For students:

	7
	Student Number:
	2204898

	8
	Programme of Study:
	BSc Psychology & Counselling  

	9
	Director of Studies/Supervisor:
	Dr Judith Marshall 





SECTION B: Approval for Research Activity
	1
	Has the research activity received approval in principle?
(please check the Guidance Notes as to the appropriate approval process for different levels of research by different categories of individual)
	YES
	☒	NO
	☐
	
	
	Date

	2
	If Yes, please indicate source of approval (and date where known): Approval in principle must be obtained from the relevant source prior to seeking ethical approval
	Research Degrees Committee
	☐	

	
	
	Institute Research Committee
	☐	

	
	
	Other (Supervisor Judith Marshall)

	☒	30/09/2024



SECTION C:  Internal and External Ethical Guidance Materials
	
	Please list the core ethical guidance documents that have been referred to during the completion of this form (including any discipline-specific codes of research ethics, location-specific codes of research ethics, and also any specific ethical guidance relating to the proposed methodology).  Please tick to confirm that your research proposal adheres to these codes and guidelines. You may add rows to this table if needed.

	1
	UWTSD Research Ethics & Integrity Code of Practice
	☒
	2
	UWTSD Research Data Management Policy
	☒

	3
	BPS Code of Human Research Ethics (2021) 
	☒

	4
	UWTSD Student Code of Conduct 
	☒

	5
	BPS Code of Ethics and Conduct (2021) 
	☒

	6
	BPS Data protection regulation (2018)
	☒

	7
	UWTSD Data Protection and Storage Protocol
	☒



SECTION D: External Collaborative Research Activity
If there are external collaborators then you should gain consent from the contact persons to share their personal data with the university. If there are no external collaborators then leave this section blank and continue to section E.
	1
	Institution
	


	2
	Contact person name
	


	3
	Contact person e-mail address

	

	4
	Is your research externally funded?
	YES
	☐
	NO
	☐

	5
	Are you in receipt of a KESS scholarship?
	YES
	☐
	NO
	☐

	6
	Are you specifically employed to undertake this research in either a paid or voluntary capacity?
	Voluntary
	YES
	☐
	NO
	☐

	7
	
	Employed
	YES
	☐
	NO
	☐

	8
	Is the research being undertaken within an existing UWTSD Athrofa Professional Learning Partnership (APLP)?
	If YES then the permission question below does not need to be answered.
	YES
	☐
	NO
	☐

	9
	Has permission to undertake the research has been provided by the partner organisation?
	(If YES attach copy)
If NO the application cannot continue
	YES
	☐
	NO
	☐




Where research activity is carried out in collaboration with an external organisation
	10
	Does this organisation have its own ethics approval system?
	YES
	☐
	NO
	☐

	
	
If Yes, please attach a copy of any final approval (or interim approval) from the organisation (this may be a copy of an email if appropriate).




SECTION E: Details of Research Activity
	1
	Indicative title:
	Exploring the development and maintenance of student identities: Qualitative research in younger and older undergraduate students. 

	2
	Proposed start date:
	November 2024
	Proposed end date:
	March 2025

	
	Introduction to the Research (maximum 300 words per section)
Ensure that you write for a Non-Specialist Audience when outlining your response to the points below:
· Purpose of Research Activity
· Proposed Research Question
· Aims of Research Activity
· Objectives of Research Activity
Demonstrate, briefly, how Existing Research has informed the proposed activity and explain
· What the research activity will add to the body of knowledge 
· How it addresses an area of importance. 




	3
	Purpose of Research Activity

This study is being conducted as part of a level six dissertation and aims to investigate the development and maintenance of student identities. Student identity encompasses a range of academic, social, and personal attributes that collectively shape an individual's sense of self within the university environment (Fernández et al., 2023; Jensen & Jetten, 2016). Research consistently demonstrates that social group memberships and identities significantly influence individual well-being (Jetten et al., 2017; Mavor et al., 2014). For example, Fernández et al. (2023) and Mili and Towers (2022) highlight the critical role that identification with various groups plays in forming students’ sense of self and belonging. A strong sense of belonging, closely tied to social connections and acceptance, can be shaped by students' identity-related experiences, which in turn can contribute to the development and maintenance of their identities (Dost & Mazzoli Smith, 2023; Fernández et al., 2023). Gaining insight into how undergraduate students develop and maintain their identities can enhance and deepen the understanding of identity formation within educational institutions, as this knowledge can significantly impact both academic success and overall educational satisfaction (Ang et al., 2019; Jensen & Jetten, 2016). 

Theories like Social Identity Theory (Tajfel & Turner, 1979), which proposes that individuals derive identity and self-esteem from their group memberships, can help guide the exploration of how different social contexts and group affiliations influence the identity development and academic outcomes of undergraduate students. Research suggests that a strong sense of belonging, and group identification can enhance well-being and educational success, supporting the theory (Jetten et al., 2017; Mavor et al., 2014). However, other studies have found peer group dynamics can sometimes negatively impact academic performance (Alotaibi et al., 2023; Li et al., 2019). By exploring the factors contributing to identity development and students' challenges, this research aims to provide insights that can guide educational practices to encourage a supportive and inclusive environment.

References

Alotaibi, T. A., Alkhalifah, K. M., Alhumaidan, N. I., Almutiri, W. A., Alsaleh, S. K., AlRashdan, F. M., Almutairi, H. R., Sabi, A. Y., Almawash, A. N., Alfaifi, M. Y., & Al-Mourgi, M. (2023). The Benefits of Friendships in Academic Settings: A Systematic Review and Meta-Analysis. Cureus, 15(12), e50946–e50946. https://doi.org/10.7759/cureus.50946
Ang, C.-S., Lee, K.-F., & Dipolog-Ubanan, G. F. (2019). Determinants of first-year student identity and satisfaction in higher education: A quantitative case study. SAGE Open, 9(2), 215824401984668-. https://doi.org/10.1177/2158244019846689
Dost, G., & Mazzoli Smith, L. (2023). Understanding higher education students’ sense of belonging: a qualitative meta-ethnographic analysis. Journal of Further and Higher Education, 47(6), 822–849. https://doi.org/10.1080/0309877X.2023.2191176
Fernández, D. P., Ryan, M. K., & Begeny, C. T. (2023). Recognizing the diversity in how students define belonging: evidence of differing conceptualizations, including as a function of students’ gender and socioeconomic background. Social Psychology of Education, 26(3), 673–708. https://doi.org/10.1007/s11218-023-09761-7
Jensen, D. H., & Jetten, J. (2016). The importance of developing students’ academic and professional identities in higher education. Journal of College Student Development, 57(8), 1027–1042. https://doi.org/10.1353/csd.2016.0097
Jetten, J., Haslam, S. A., Cruwys, T., Greenaway, K. H., Haslam, C., & Steffens, N. K. (2017). Advancing the social identity approach to health and well‐being: Progressing the social cure research agenda. European Journal of Social Psychology, 47(7), 789–802. https://doi.org/10.1002/ejsp.2333
Li, Y., Qiu, L., & Sun, B. (2019). Two ways peer interactions affect academic performance. Proceedings of the 4th International Conference on Crowd Science and Engineering, 90–94. https://doi.org/10.1145/3371238.3371253 
Mavor, K. I., McNeill, K. G., Anderson, K., Kerr, A., O’Reilly, E., & Platow, M. J. (2014). Beyond prevalence to process: the role of self and identity in medical student well-being. Medical Education, 48(4), 351–360. https://doi.org/10.1111/medu.12375
Mili, & Towers, E. (2022). How postgraduate university students construct their identity as learners in a multicultural classroom. Teaching in Higher Education, 1–17. https://doi.org/10.1080/13562517.2022.2098010 
Tajfel, H., & Turner, J. C. (1979). An integrative theory of inter-group conflict. In W. G. Austin & S. Worchel (Eds.), The social psychology of inter-group relations (pp. 33–47). 


(this box should expand as you type)

	4
	Research Question

Exploring the development and maintenance of student identities: Qualitative research in younger and older undergraduate students. 



	5
	Aims of Research Activity

To advance research supporting student engagement, academic success, and well-being that could promote positive student identity development. Additionally, it seeks to contribute to existing literature by identifying key factors that influence identity formation and exploring how social group memberships and peer dynamics affect students’ experiences in higher education.


(this box should expand as you type)

	6
	Objectives of Research Activity

1. To explore how undergraduates form and maintain their identities.
2. Understand the impact on academic success and well-being.
3. Examine the impact of social group memberships.
4. Attempt to provide further educational insights for encouraging a supportive environment.


(this box should expand as you type)

	
	Proposed methods (maximum 600 words)
Provide a brief summary of all the methods that may be used in the research activity, making it clear what specific techniques may be used. If methods other than those listed in this section are deemed appropriate later, additional ethical approval for those methods will be needed. You do not need to justify the methods here but should instead describe how you intend to collect the data necessary for you to complete your project.

	7
	To effectively explore the development and maintenance of student identities, this study will employ a qualitative design using two focus groups of two age categories. The focus groups will be held in a neutral, comfortable, and private bookable room within the University of Wales Trinity Saint David (UWTSD) at the SA1 campus.
The study will recruit undergraduate students aged 18 and above enrolled in psychology-related courses at UWTSD. Recruitment will occur through the department's Experimental Management System (EMS), offering course credit as an incentive. Participants will be segregated by age, so two separate EMS sign-ups will be allocated for two focus groups. Prospective participants will be informed that their involvement is voluntary, with no mandatory participation requirements. There are no predefined inclusion or exclusion criteria, ensuring a diverse representation of students' experiences and perspectives. Participants will be asked to attend the bookable room at the selected time where the researcher will great them.
As this study targets two different age categories, the research will need approximately 12-16 students, divided into two focus groups of 6-8 participants each, representing age groups 18-30 and 31 and over. It is important to acknowledge that even participants with birthdays one day apart could be placed in different age groups. Although this is a low sample size, it is a realistic number of participants, given the enrolment of undergraduate students in psychology-related courses at UWTSD. The selection will aim to ensure diversity capturing a broad range of experiences. 
A semi-structured interview will be developed to investigate the development and maintenance of student identities. This will consist of ten to fourteen open-ended questions (see appendix A) and additional prompts designed to encourage participants to provide specific examples. Two focus groups (for each age category), each lasting 45 minutes and audio-recorded, will be conducted using this interview schedule. In each focus group participants will be presented with an information sheet (see appendix B). If participants want to continue with the study, they will then be presented with a consent form (see appendix C) and a basic demographic (see appendix D).
After completing both focus groups, participant data will be transcribed and prepared for analysis. To ensure confidentiality, all participants in the final report will be assigned pseudonyms. Any identifiable information, such as quotes, will also be replaced with pseudonyms to protect participant anonymity. Consent forms will be distributed before the study, and participants will be informed of their right to withdraw at any time. Debriefs will be provided (see appendix E) after the focus groups to ensure participants' questions and concerns are addressed along with leaflets provided that are available from UWTSD student services for student support. 
Thematic analysis will be employed to analyse the focus group data, aiming to identify recurring patterns and themes using Braun and Clarke’s (2006) six-phase framework. Both focus groups will be recorded, transcribed, and analysed to uncover common insights. Identifiable information will be replaced with pseudonyms to maintain participant anonymity. Once the data has been transcribed, it will be consecutively read to establish content familiarity. Initial codes and comments will be noted in the transcript margins to distil large data extracts into meaningful codes. These codes will then be analysed to interpret and develop themes from patterns. Individual statements will be reviewed to distinguish between personal views and shared opinions. Preliminary themes will be reviewed and refined, with data being organised to support these themes. Each developed theme will be validated against the data to ensure coherence. The final phase involves defining the themes and compiling a conclusive list of themes and sub-themes.
References
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	Location of research activity
Identify all locations where research activity will take place.

	8
	UWTSD campus, booking a secure and private room, IQ building, SA1 campus 

(this box should expand as you type)

	
	Research activity outside of the UK
If research activity will take place overseas, you are responsible for ensuring that local ethical considerations are complied with and that the relevant permissions are sought. Specify any local guidelines (e.g. from local professional associations/learned societies/universities) that exist and whether these involve any ethical stipulations beyond those usual in the UK (provide details of any licenses or permissions required). Also specify whether there are any specific ethical issues raised by the local context in which the research activity is taking place, for example, particular cultural and/or legal sensitivities or vulnerabilities of participants. If you live in the country where you will do the research then please state this.

	9
	
N/A

(this box should expand as you type)



	10
	Use of documentation not in the public domain: Are any documents NOT publicly available? 

	NO
	☒

	
	
	YES
	☐

	11
	If Yes, please provide details here of how you will gain access to specific documentation that is not in the public domain and that this is in accordance with the current data protection law of the country in question and that of England and Wales.



(this box should expand as you type)



	
	Does your research relate to one or more of the seven aims of the Well-being of Future Generations (Wales) Act 2015?
	
YES
	
NO

	12
	A prosperous Wales
	☐
	☒

	13
	A resilient Wales
	☐
	☒

	14
	A healthier Wales
	☐
	☒

	15
	A more equal Wales
	☒
	☐

	16
	A Wales of cohesive communities
	☐
	☒

	17
	A Wales of vibrant culture and thriving Welsh language
	☐
	☒

	18
	A globally responsible Wales
	☐
	☒

	19
	If YES to any of the above, please give details:

	
	
Understanding the experiences of non-traditional students can help increase student retention and achievement among diverse student populations.  This could then impact on the lives of people from diverse backgrounds and their families within Wales.




SECTION F: Scope of Research Activity
	
	Will the research activity include:
	YES
	NO

	1
	Use of a questionnaire or similar research instrument?
	☐
	☒

	2
	Use of interviews?
	☒
	☐

	3
	Use of focus groups?
	☒
	☐

	4
	Use of participant diaries? 
	☐
	☒

	5
	Use of video or audio recording?
	☒
	☐

	6
	Use of computer-generated log files?
	☐
	☒

	7
	Participant observation with their knowledge?
	☐
	☒

	8
	Participant observation without their knowledge?
	☐
	☒

	9
	Access to personal or confidential information without the participants’ specific consent?
	☐
	☒

	10
	Administration of any questions, test stimuli, presentation that may be experienced as physically, mentally or emotionally harmful / offensive?
	☐
	☒

	11
	Performance of any acts which may cause embarrassment or affect self-esteem?
	☐
	☒

	12
	Investigation of participants involved in illegal activities?
	☐
	☒

	13
	Use of procedures that involve deception?
	☐
	☒

	14
	Administration of any substance, agent or placebo?
	☐
	☒

	15
	Working with live vertebrate animals?
	☐
	☒

	16
	Procedures that may have a negative impact on the environment?
	☐
	☒

	17
	Other primary data collection methods. Please indicate the type of data collection method(s) below.
	☐
	☒

	
	Details of any other primary data collection method:



(this box should expand as you type)
	
	


If NO to every question, then the research activity is (ethically) low risk and may be exempt from some of the following sections (please refer to Guidance Notes).

If YES to any question, then no research activity should be undertaken until full ethical approval has been obtained. 

SECTION G: Intended Participants
If there are no participants then do not complete this section, but go directly to section H.

	
	Who are the intended participants:
	
YES
	
NO

	1
	Students or staff at the University?
	☒
	☐

	2
	Adults (over the age of 18 and competent to give consent)?
	☒
	☐

	3
	Vulnerable adults?
	☐
	☒

	4
	Children and Young People under the age of 18? (Consent from Parent, Carer or Guardian will be required)
	☐
	☒

	5
	Prisoners?
	☐
	☒

	6
	Young offenders?
	☐
	☒

	7
	Those who could be considered to have a particularly dependent relationship with the investigator or a gatekeeper?
	☐
	☒

	8
	People engaged in illegal activities?
	☐
	☒

	9
	Others. Please indicate the participants below, and specifically any group who may be unable to give consent.

	☐
	☒

	
	Details of any other participant groups:



(this box should expand as you type)
	
	



	
	Participant numbers and source
Provide an estimate of the expected number of participants. How will you identify participants and how will they be recruited? 

	10
	How many participants are expected?

	

This study aims to recruit approximately 12-16 students, divided into two focus groups of 6-8 participants each.


(this box should expand as you type)

	11
	Who will the participants be?

	
Participants will consist of students currently enrolled in a Psychology-related degree program at the Centre for Psychology and Counselling, University of Wales Trinity Saint David.

(this box should expand as you type)

	12
	How will you identify the participants?
	
Participants will be recruited from the undergraduate psychology and psychology and counselling programs at UWTSD. The study will be promoted via the Experiment Management System (EMS), allowing students to voluntarily participate by signing up if interested. 

Participants will be identified using their unique EMS ID code upon arrival. Also, as this is a qualitative study (focus groups) the use of pseudonyms will be assigned to any identifiable data to ensure anonymity. 

As each focus group (one younger group and one older group) will be 45 minutes, each participant will be awarded 3 credits in exchange for their participation. 



(this box should expand as you type)




	
	Information for participants:
	
YES
	NO
	
N/A

	13
	Will you describe the main research procedures to participants in advance, so that they are informed about what to expect?
	☒
	☐
	☐

	14
	Will you tell participants that their participation is voluntary?
	☒
	☐
	☐

	15
	Will you obtain written consent for participation?
	☒
	☐
	☐

	16
	Will you explain to participants that refusal to participate in the research will not affect their treatment or education (if relevant)?
	☒
	☐
	☐

	17
	If the research is observational, will you ask participants for their consent to being observed?
	☐
	☐
	☒

	18
	Will you tell participants that they may withdraw from the research at any time and for any reason?
	☒
	☐
	☐

	19
	With questionnaires, will you give participants the option of omitting questions they do not want to answer?
	☐
	☐
	☒

	20
	Will you tell participants that their data will be treated with full confidentiality and that, if published, it will not be identifiable as theirs?
	☒
	☐
	☐

	21
	Will you debrief participants at the end of their participation, in a way appropriate to the type of research undertaken?
	☒
	☐
	☐

	22
	If NO to any of above questions, please give an explanation 

	
	


(this box should expand as you type)



	
	Information for participants:
	
YES
	NO
	
N/A

	24
	Will participants be paid?
	☐
	☒
	☐

	25
	Is specialist electrical or other equipment to be used with participants?
	☐
	☒
	☐

	26
	Are there any financial or other interests to the investigator or University arising from this study?
	☐
	☒
	☐

	27
	Will the research activity involve deliberately misleading participants in any way, or the partial or full concealment of the specific study aims?
	☐
	☒
	☐

	28
	If YES to any question, please provide full details 

	
	


(this box should expand as you type)



SECTION H: Anticipated Risks

	
	[bookmark: _Toc193448965]
Outline any anticipated risks that may adversely affect any of the participants, the researchers and/or the University, and the steps that will be taken to address them. 

If you have completed a full risk assessment (for example as required by a laboratory, or external research collaborator) you may append that to this form.  

	[bookmark: _Toc193448966]1
	[bookmark: _Toc193448967]Full risk assessment completed and appended? 
	[bookmark: _Toc193448968]Yes 
	☐

	
	
	[bookmark: _Toc193448970]No
	☒

	2
	Risks to participants
For example: sector-specific health & safety, emotional distress, financial disclosure, physical harm, transfer of personal data, sensitive organisational information

	
	Risk to participants:

· Risk of distress: As participants will be asked to share their personal experiences on being a student, there may be a risk of distress if certain experiences which associate to various emotions. There may be a risk to distress over personal data being shared which later the participant may regret sharing or Coercion to disclose personal data, which may cause distress in the form of regret.

· Data security: Low risk as all storage of data will be kept in accordance with the UWTSD Data Protection and Regulation Protocol.

· Risk of physical harm to a participant– Participant may become upset by the nature of the topic, during the discussion ot towards another participant. This may cause anger, frustration or there is a possibility that the participant could become physically aggressive towards another participant. 




	How you will mitigate the risk to participants:

· Risk of distress: In line with the BPS Code of Human Research ethics (2021), informed consent will be ensured through the information sheet outlining the study’s purpose and responses to the study’s questions are optional. It will also have information on the right to withdraw at any time without consequence. The consent form will outline confidentiality in particular to any identifiable information being anonymised with the use of codes and pseudonyms, this will be reiterated verbally for participant reassurance. Creating a safe environment is also important. The use of a bookable and private room will be provided to the participants to ensure they feel comfortable and safe when sharing any information. A debrief will be given to the participants after the focus group has finished along with a debrief form for their own personal records outlining the study’s purpose. This will also have the contact details of both the researcher and the dissertation supervisor should further information or questions arise after the focus groups have been concluded. It also outlines again their right to withdraw. If withdraw is requested after consent is given, all data pertaining to that participant will be deleted. Participants will be given an opportunity after the focus group to share any questions or concerns. If a participant begins to overshare personal information, it is the researcher’s duty to intervene and prompt them to refrain from sharing excessive details. Additionally, the dissertation supervisor will be present in the room to provide support and assistance if the researcher cannot effectively halt the oversharing. Participants will also be signposted to student services if required and student services leaflets will be available at the end of the focus group should students require additional information. 

· Data security: All data will be stored in line with the UWTSD Data protection and storage protocol with passwords and encrypted password protected files. Any identifying information within the data will be anonymised with the use of codes and pseudonyms to maintain anonymity. This will be outlined within the consent form and verbally reiterated by the researcher before the focus group is conducted. 

· Participants will be reminded within the consent form that professional behaviour is to be expected during the focus group, and that respect should be shown for all persons within the room. If such aggression should occur, the focus group will be ceased with immediate effect and all participants will be evacuated by both the researcher and the dissertation supervisor. This will further be reported to reception for support and guidance to ensure the appropriate measures are taken. If any of the participants are affected by the behaviour displayed, they will be offered appropriate support, such as being signposted to the universities support services. Further follow ups with each participant will be conducted to address any other concerns over the experience or if they require additional support. The participants will also be informed of the university’s complaints procedure should they feel it necessary to file a complaint. The researcher and dissertation supervisor will be available to communicate with the relevant departments to ensure the issue is addressed appropriately. Depending on the stage where the focus group concluded, the session can be rescheduled later for data collection to be resumed with the same participants with the exclusion of the participant who displayed aggressive behaviour. Though the participants will be reinformed that participation is voluntary, and if they wish not to part take in the focus group again, they will be reminded of the right to withdraw at any time without any explanation or consequence.


	3
	If research activity may include sensitive, embarrassing or upsetting topics (e.g. sexual activity, drug use) or issues likely to disclose information requiring further action (e.g. criminal activity), give details of the procedures to deal with these issues, including any support/advice (e.g. helpline numbers) to be offered to participants. Note that where applicable, consent procedures should make it clear that if something potentially or actually illegal is discovered in the course of a project, it may need to be disclosed to the proper authorities

	
	N/A




	4
	Risks to the investigator
For example: personal health & safety, physical harm, emotional distress, risk of accusation of harm/impropriety, conflict of interest

	
	Risk to the investigator:

· Researcher will provide an email in case of any later questions or queries from participants. There is a risk that the email could be used inappropriately where the researcher may receive unrelated participant study emails. 

· Questions or queries may be asked by the participant that the researcher is unable or is not qualified to answer sufficiently or are off scope of the research topic.

· Risk of researcher being accused of improper conduct. A complaint may occur against the researcher. The participant may feel unhappy about part of the research that took place or felt coerced into disclosing personal data. 

· Risk of physical harm – Participant may become upset by the nature of the topic, or within the discussion, causing anger, frustration or there is a possibility that the participant could become physically aggressive towards the researcher. 









	How you will mitigate the risk to the investigator:



· The researcher will only provide their university email. Personal emails will not be provided. If emails are received to the researcher that are unwelcome or negative, the researcher will report such instances to the dissertation supervisor. 

· Any questions or queries can be passed on to the dissertation supervisor either in the focus group room or after the focus group has been concluded. Any off-topic questions will be addressed promptly, and if necessary, the dissertation supervisor will be called upon to assist in managing the situation.

· Codes of conduct and research guidelines outlined by UWTSD and BPS will be followed by the researcher. The focus groups will not occur until all its design has been approved by the dissertation supervisor.  If a participant begins to share too much personal information, the researcher is responsible for stepping in and advising them to limit the details. If the researcher cannot manage the situation, the dissertation supervisor will be on hand to provide further support if necessary.

· Participants will be reminded within the consent form that professional behaviour is to be expected during the focus group, and that respect should be shown for all persons within the room. If such aggression should occur, the focus group will be ceased with immediate effect and all participants will be evacuated by both the researcher and the dissertation supervisor. This will further be reported to reception for support and guidance to ensure the appropriate measures are taken. If any of the participants are affected by the behaviour displayed, they will be offered appropriate support, such as being signposted to the universities support services. Depending on the stage where the focus group concluded, the session can be rescheduled later for data collection to be resumed with the same participants with the exclusion of the participant who displayed aggressive behaviour. Though the participants will be reinformed that participation is voluntary, and if they wish not to part take in the focus group again, they will be reminded of the right to withdraw at any time without any explanation or consequence. 



	5
	University/institutional risks
For example: adverse publicity, financial loss, data protection

	
	Risk to the University:

· Data security: Lost or exposed data or data that is used for purposes unrelated to the study. 

· Complaint against the researcher: The principles and credibility of UWTSD could be at risk if the researcher does not follow ethic and research protocols. 

(this box should expand as you type)
	How you will mitigate the risk to the University:

· All data will be stored in line with the UWTSD Data protection and storage protocol with passwords and encrypted password protected files and locked storage. Any identifying information within the data will be anonymised with the use of codes and pseudonyms to maintain anonymity. All data will be used for indented purposes only. This must also be in compliance with her BPS Code of Human Research (2021) and UWTSD Research Ethics and Integrity code of practice.

· The researcher must always be professional and respectful when conducting the study in compliance with UWTSD Student Code of Conduct and adhere to the BPS code of ethics and conduct (2021), and UWTSD Research ethics and Integrity code of practise throughout every step of the research process. This will maintain the universities reputation and integrity. 

(this box should expand as you type)

	6
	Environmental risks
For example: accidental spillage of pollutants, damage to local ecosystems

	
	Risk to the environment:

· With refreshments provided for participants, there is a risk of spillage, which could damage printed data. Additionally, there is a risk that the booked room may not be left in the same condition in which it was originally found.

(this box should expand as you type)
	How you will mitigate the risk to environment:

· The researcher will provide clear guidelines to participants, encouraging them to be cautious while consuming refreshments, especially near printed data or equipment. To further reduce the risk, the researcher will collect the consent forms before the focus group begins and have additional information and debrief sheets should they be required. Additionally, cleaning supplies would be readily available to address any spills immediately, ensuring the room remains in good condition. After each focus group, the researcher will ensure the room used is returned to its original state.

(this box should expand as you type)



	
	Disclosure and Barring Service

	
	If the research activity involves children or vulnerable adults, a Disclosure and Barring Service (DBS) certificate must be obtained before any contact with such participants.
	YES

	NO

	N/A


	7
	Does your research require you to hold a current DBS Certificate?
	☐
	☒
	☐

	8
	If YES, please give the certificate number. If the certificate number is not available please write “Pending”; in this case any ethical approval will be subject to providing the appropriate certificate number.
	



SECTION I: Feedback, Consent and Confidentiality

	1
	Feedback
What de-briefing and feedback will be provided to participants, how will this be done and when? 

	
	
At the conclusion of the study, participants will receive a comprehensive explanation of the study's aims and objectives, along with a debriefing form for their personal records. At this time there will be an opportunity for the participants to ask the researcher any questions or concerns they might have about the study. The participant will be provided with researcher contact details along with the dissertation supervisor contact details if questions and concerns are raised once the study has concluded. Signposting for UWTSD student services will be provided along with a leaflet containing further details. 

(this box should expand as you type)

	2
	Informed consent
Describe the arrangements to inform potential participants, before providing consent, of what is involved in participating. Describe the arrangements for participants to provide full consent before data collection begins. If gaining consent in this way is inappropriate, explain how consent will be obtained and recorded in accordance with prevailing data protection legislation.

	
	
Before the focus group begins, participants will receive an information sheet (see appendix B) detailing the study's requirements, giving a brief explanation of the entails of the study, including contact details of the researcher and the dissertation supervisor, along with information on their right to withdraw. If participants agree to proceed, they will be asked to sign a consent form and respond to a series of statements to provide their informed consent to participate in the study. If participants do not select all consent options with a tick response, they will be unable to proceed with the study and will be directed out of the focus group room. They cannot continue participating in the study. The researcher will also remind the participants during and after the debrief of their right to withdraw. If any of the participants wish to withdraw their consent, all data will pertaining to them will be deleted. The BPS ethical guidelines (2021) will be followed within the information sheet, consent and debrief forms. 


(this box should expand as you type)

	3
	Confidentiality / Anonymity
Set out how anonymity of participants and confidentiality will be ensured in any outputs. If anonymity is not being offered, explain why this is the case. 

	
	
As this is a qualitative study using focus groups, identifiable information will be held on raw data only, for the purpose of researcher to differentiate each participant during transcription. Each participant will be assigned a number and asked to use it when speaking, ensuring that responses on audio recordings can be anonymously identified for analysis purposes. Pseudonyms (e.g. Participant 1, 2 etc.) will then replace these numbers when data is transcribed. If identifiable information is mentioned within the focus groups, this will be changed and pseudonyms will replace this information, to maintain confidentiality. Any identifiable information will only be within the raw data (audio-recording) and changed when transcribing data. Access to the raw data and information will only be permitted by the researcher and the dissertation supervisor. Data will be stored on a laptop within an encrypted file on a private laptop in accordance with the UWTSD Research Data Management Policy, BPS data protection regulation (2018) and UWTSD Data Protection and storage guidelines. 



SECTION J: Data Protection and Storage

	
	Does the research activity involve personal data (as defined by the General Data Protection Regulation 2016 “GDPR” and the Data Protection Act 2018 “DPA”)?
	YES
	NO

	1
	“Personal data” means any information relating to an identified or identifiable natural person (‘data subject’). An identifiable natural person is one who can be identified, directly or indirectly, in particular by reference to an identifier such as a name, an identification number, location data, an online identifier or to one or more factors specific to the physical, physiological, genetic, mental, economic, cultural or social identity of that natural person. Any video or audio recordings of participants is considered to be personal data.
	☒
	☐

	
	If YES, provide a description of the data and explain why this data needs to be collected:

	2
	
Demographic information (age and gender) will be collected as part of this study. This is to analyse how these factors may influence the development and maintenance of student identities and ensure a diverse representation of perspectives that can enhance the overall findings of the research. With age being particularly important due to the segregation of ages between two groups (younger and older students).



	
	Does it involve special category data (as defined by the GDPR)?
	YES
	NO

	3
	“Special category data” means sensitive personal data consisting of information as to the data subjects’ –
(a) racial or ethnic origin,
(b) political opinions,
(c ) religious beliefs or other beliefs of a similar nature,
(d) membership of a trade union (within the meaning of the Trade Union and Labour Relations (Consolidation) Act 1992),
(e) physical or mental health or condition,
(f) sexual life,
(g) genetics,
(h) biometric data (as used for ID purposes),
	☐
	☒

	
	If YES, provide a description of the special category data and explain why this data needs to be collected:

	4
	
N/A

(this box should expand as you type)



	
	
Will data from the research activity (collected data, drafts of the thesis, or materials for publication) be stored in any of the following ways?
	YES
	NO

	5
	Manual files (i.e. in paper form)?
	☒
	☐

	6
	University computers?
	☐
	☒

	7
	Private company computers?
	☐
	☒

	8
	Home or other personal computers?
	☐
	☒

	9
	Laptop computers/ CDs/ Portable disk-drives/ memory sticks? (Laptop only)
	☒
	☐

	10
	“Cloud” storage or websites?
	☒
	☐

	11
	Other – specify:

	☐
	☒

	12
	For all stored data, explain the measures in place to ensure the security of the data collected, data confidentiality, including details of backup procedures, password protection, encryption, anonymisation and pseudonymisation:

	
	Audio recordings will be used to collect the focus group’s raw data. The raw data will be kept in a locked cabinet at the researcher’s home until it is transferred electronically to a private laptop and the researcher's university OneDrive account protected with a password, stored in a password encrypted file. The raw data will then be given to the dissertation supervisor. The data will then be transcribed using a private laptop and analysis will be stored under a password protected encrypted file. Any identifiable information will be changed during the transcription of the raw data. All paper consent forms will be kept in a separate locked cabinet to maintain confidentiality in the psychology department within UWTSD, and only the researcher and dissertation supervisor will have access. Demographic paper forms will be kept in the researchers home in a locked cabinet separate to the raw data storage. Any paper transcripts printed will be kept in a locked cabinet at the researcher’s home. In accordance with the UWTSD data management protocols, the dissertation supervisor will receive all paper and electronic data upon the completion of the study.




	
	Data Protection

	
	Will the research activity involve any of the following activities:
	YES
	NO

	13
	Electronic transfer of data in any form?
	☒
	☐

	14
	Sharing of data with others at the University outside of the immediate research team?
	☐
	☒

	15
	Sharing of data with other organisations?
	☐
	☒

	16
	Export of data outside the UK or importing of data from outside the UK?
	☐
	☒

	17
	Use of personal addresses, postcodes, faxes, emails or telephone numbers?
	☐
	☒

	18
	Publication of data that might allow identification of individuals?
	☐
	☒

	19
	Use of data management system?
	☐
	☒

	20
	Data archiving?
	☐
	☒

	21
	If YES to any question, please provide full details, explaining how this will be conducted in accordance with the GDPR and Data Protection Act (2018) (and any international equivalents, where appropriate):

	
	
All data recovered from the focus groups audio recordings will be electronically transferred to the researcher’s private laptop which is password protected. Data will be stored in an encrypted file on the researcher’s university OneDrive account, which is also password protected. Once the data has been transcribed, the raw data will then be immediately deleted. All transcriptions will have the use of pseudonyms for anonymity and be kept in a password encrypted file on the researchers protected OneDrive. 

Academic staff at UWTSD will then be given the completed dissertation report and a presentation of the researchers work. 


	22
	List all who will have access to the data generated by the research activity:

	
	
Angharad Kissick (Researcher)
Dr Judith Marshall (Supervisor)

(this box should expand as you type)

	23
	List who will have control of, and act as custodian(s) for, data generated by the research activity:

	
	
Angharad Kissick (Researcher)
Dr Judith Marshall (Supervisor)


(this box should expand as you type)

	24
	Give details of data storage arrangements, including security measures in place to protect the data, where data will be stored, how long for, and in what form. Will data be archived – if so how and if not why not.  

	
	The study will collect data using audio recorders, one for each focus group. Data will be transcribed from raw data and any identifiable information will be anonymised and stored using the researcher’s private laptop and OneDrive university account. There is password protection on the private laptop and researcher’s university OneDrive account and password encrypted files will be used to store the raw data, transcription and analysis. Consent forms and paper transcripts will be kept separate from each other within locked cabinets. Consent forms will be kept within a locked cabinet at UWTSD whilst the paper transcripts will be kept at the researchers home within a locked cabinet.

All data, apart from the raw data on the researcher’s private laptop, which will be deleted after transcription, will be kept until the Empirical project has been confirmed by the external examinators. After that all electronic data will be deleted. All paper documents will be shredded and destroyed. 

The UWTSD Research Data Management Policy will be conformed to for all data storage. 


(this box should expand as you type)

	25
	Please indicate if your data will be stored in the UWTSD Research Data Repository (see https://researchdata.uwtsd.ac.uk/ ).   If so please explain. (Most relevant to academic staff) 

	
	N/A

	26
	Confirm that you have read the UWTSD guidance on data management (see https://www.uwtsd.ac.uk/library/research-data-management/)
	YES
	☒

	27
	Confirm that you are aware that you need to keep all data until after your research has completed or the end of your funding
	YES
	☒





SECTION K: Declaration
	
	The information which I have provided is correct and complete to the best of my knowledge. I have attempted to identify any risks and issues related to the research activity and acknowledge my obligations and the rights of the participants.

In submitting this application I hereby confirm that I undertake to ensure that the above named research activity will meet the University’s Research Ethics and Integrity Code of Practice which is published on the website: https://www.uwtsd.ac.uk/research/research-ethics/ 

	1
	Signature of applicant:
	
	Date:




For STUDENT Submissions:
	2
	Director of Studies/Supervisor:
	[image: C:\Users\edu-jm3\AppData\Local\Microsoft\Windows\INetCache\Content.MSO\5F3C579F.tmp]
	Date:

07/10/2024

	3
	Signature:
	
Angharad Kissick
	



For STAFF Submissions:
	4
	Academic Director/ Assistant Dean:
	
	Date:

	5
	Signature:
	

	



Checklist: Please complete the checklist below to ensure that you have completed the form according to the guidelines and attached any required documentation:
	☒
	I have read the guidance notes supplied before completing the form.

	☒
	I have completed ALL RELEVANT sections of the form in full.

	☒
	I confirm that the research activity has received approval in principle

	☐
	I have attached a copy of final/interim approval from external organisation (where appropriate)

	☐
	I have attached a full risk assessment (where appropriate)  ONLY TICK IF YOU HAVE ATTACHED A FULL RISK ASSESSMENT

	☒
	I understand that it is my responsibility to ensure that the above named research activity will meet the University’s Research Ethics and Integrity Code of Practice.

	☒
	I understand that before commencing data collection all documents aimed at respondents (including information sheets, consent forms, questionnaires, interview schedules etc.) must be confirmed by the DoS/Supervisor, module tutor or Academic Director.



	RESEARCH STUDENTS ONLY
Once complete, submit this form via the MyTSD Doctoral College Portal at (https://mytsd.uwtsd.ac.uk).


	RESEARCH STAFF ONLY
All communications relating to this application during its processing must be in writing and emailed to pgresearch@uwtsd.ac.uk , with the title ‘Ethical Approval’ followed by your name.


	STUDENTS ON UNDERGRADUATE OR TAUGHT MASTERS PROGRAMMES should submit this form (and receive the outcome) via systems explained to you by the supervisor/module leader.
















































[bookmark: _Ref193545294][bookmark: _Toc194417502]Appendix N

Result analysis for Themes of External influences, Self-determination and their corresponding subthemes


KEY: Group one, younger students (G1). Group two, older students (G2).

Theme 1: External influences

A theme of external influence was interpreted with features applicable to both focus group participants. The subthemes highlight how external factors influence student identity with positive and negative impacts that can affect their academic journey.

Subtheme 1.1: Family

This subtheme reflects the family's influence on student identity through support and responsibilities, which was evident in most of the participants from both groups.

Sarah’s quote, “…I got more priority than making friends” (Lines 260-261, G2), highlights the strong influence of family responsibilities whilst being a student. Sarah also states that family can be a support system, saying, “…you're not alone, you are with family, you have plenty of support with everything” (Lines 370-371, G2), and “But, for here, there is nothing like that. I think. And, isolation is a big part that plays in your life compared to, uh, back home” (Lines, 373-375, G2). Sarah values her family and the support they have provided back home in India, but the absence of this support in her current environment seems to hinder her engagement with student life. The lack of support has led to feelings of isolation, making connecting with the student experience and peers more challenging and perhaps strengthening her attachment to her family and familial obligations. Her family is also a strong motivation for her, with her children being her main drive for success (Lines 107-108).

Family support is strengthened in G1, where Meredith emphasises the vital role of the family as support and suggested that losing this support can obstruct a student’s ability to engage with their education, which could affect their connection to the student experience. 

And it'd be easy for you or like someone to say, to completely prioritise education and to just, put family and friends on a back burner for about 3 years, but if that student, relies on their family and friends to cope with the stress that being a student brings, and you tell them to take away that coping mechanism, that could affect their education (Meredith, lines 350-354, G1).

The data suggest that family plays a crucial role in shaping student identity by providing support to navigate the challenges student life can evoke. As seen in Sarah’s experience, the absence of familial support has disturbed her student life connections, leading to isolation, though her main drive for being a student was for her children. Willow emphasises familial support, suggesting that family support can be a coping mechanism to help manage stress and support engagement, encouraging positive student identity development and maintenance.

Subtheme 1.2: Norms/Expectations
Norms and expectations of a student were interpreted, with most participants from both groups acknowledging their significance, particularly in social settings. This reflected a shared understanding, with a distinction between younger and older students. 
Rebecca (G2) recognises an existing social representation or stereotype of the younger student as involved more in the engagement of social and drinking cultures, distinguishing from older students’ norms and expectations by stating:
I think a younger um, like, class would find might find a friends who might be more likely to encourage them to go out drinking with them, and then do some more social things rather than, kinda knuckle down and go to the library (Rebecca, Lines 270-272). 
Rebecca further explains, “…being more of a mature student with maybe more mature friends, um, you’re more likely to, to sort of get on and do uni work rather than be influenced the other way” (Lines 272-274). 
However, it is argued in G1 that times have changed, and the typical norms and expectations of younger students no longer apply, although a stigma still exists, as echoed by Gavin (Line 564).

I think there still is like a little bit of a stigma between 18-year-olds coming fresh from college because it's kind of seen now all that just going to uni just for the nightlife and the uni life, quoted ‘uni life.’ Where necessarily it's not really the case. I think times have now changed where people do like their own company and are actually here to learn. I definitely feel that in our class (Derek, lines, 495-499, G1). 
This view was strongly shared among the five participants in G1. Younger students’ identity seems to align more with those of mature students, where their student identity is connected to the academic experience rather than social norms and expectations. However, older students perceived it differently, affiliating with the existing social representations and stereotypes of younger students. This may create a barrier between the age groups in terms of connection, where younger students face stigma from older students. 
Subtheme 1.3: Finance

A common interpretation of finance was found between some participants within each group as an influence on the student experience. 
It was understood in both groups that financial pressures played a significant role in external influences.  Sammy’s statement, “Um so I, like you said, I have to work because student finance just isn't enough to live off” (Lines, 323-324, G1), emphasises how the need to balance work and study can influence a student's experience, as they may define themselves as both a student and a worker. Similarly, Rebecca’s quote, “…finance, with um… uh, I think the student finance doesn't quite cover sort of all, my bills…” (Lines, 113-114, G2), shows how financial stress impacts the student experience, reinforcing an identity tied to navigating financial challenges alongside academic responsibilities. This can also be seen as a form of independence, as Sammy (G1) and Rebecca (G2) balance academic responsibilities and financial pressures. Their ability to manage work alongside study, despite the financial strain, highlights a process of self-reliance and personal responsibility, contributing to their sense of autonomy and self-determination as students, which will be further analysed in the theme se-self-determination.
Sammy and Rebecca suggest that economic difficulties are real-world issues, regardless of age. They shape how students view themselves and their roles within the university context, with their work commitments possibly impacting their engagement in the student experience.

Subtheme 1.4: Life experience

This subtheme captures how life experience can influence student identity, with a diverse range of experiences shared by all participants.

Willow expressed, “...I feel like my age actually helps with, me dealing with the pressures of being a student...” (Lines 185-186, G2), which reflects how life experience through time and age can contribute to a student’s ability to navigate academic pressures and strengthen students' sense of self. Rebecca’s advice reinforces this: “…maybe take a few years to figure out what you wanna do” (Line 415, G2). 

Gavin from G1 gave a nuanced perspective on this idea. He suggests that younger students’ identity may still be developing, possibly from lack of life experience at that young age compared to a mature student (Lines 480-484). Therefore, they may not feel as secure in their identity and cannot deal with student challenges compared to older students with more life experience. This aligns with Willows’ (G2) view that maturity and life experience helps handle academic pressures. Still, it also introduces the issues that younger students might face when interacting with older, more experienced peers, a point that Meredith further supports. “…some older students it's hard to… you know uh, relate to them because our experiences are different” (Lines 459-460, G1).

…like an 18 year old, if they're going into a class with, a lot of mature students, who uh, you know, just got a lot of life experience, their, well, hopefully they're secure in who they are. I imagine it would be quite daunting. Not to say that 18 year olds, um, an 18 year old couldn't be secure in who they are, but you're you're still in that developmental, period (Gavin, lines 480-484, G1).
Life experience was a distinct external factor in understanding the development and maintenance of student identity. While age and experience can strengthen student identity, as experienced by Willow, Gavin’s and Meredith’s statements highlight the potential difficulties younger students may encounter in feeling confident in their academic environment and connecting with their peers, possibly affecting their sense of belonging. 
Subtheme 1.5: Extrinsic motivation

Extrinsic motivation was a common theme among participants in both groups, where noticeable patterns were shared across both groups and among most participants.

Meredith shared “…setting yourself up for the future and the thought of doing it now or never and getting it out of the way basically, so you have more time in the future to earn money working better jobs.” (Lines, 39-42, G1), which can emphasise how the pursuit of career and money-related goals can frame her sense of self as an individual working towards financial independence and job satisfaction. This extrinsic motivation may lead to prioritising academic success to achieve future goals, shaping their student perception as goal-driven individuals and engaging more in the educational environment. 

Similarly, Willow echoes this by stating, “…further your um… employability, but also your wage…” (Line 21, G2). Willow’s focus links the student identity to external outcomes, shaping her view of education as a pathway to career success rather than fulfilment or growth. Rebecca shared a comparable mindset and shared, “I don't wanna be working in hospitality for the rest of my life” (Lines, 28-29, G2). Her desire to avoid an unfulfilling job reflects a perception that students aim to transform and shape their future identity through education. 

Similar extrinsic motivation was shared between both age ranges. It could encourage students to develop an identity that is not only tied to their current academic role but also the long-term benefits of education. Students may, therefore, see themselves as individuals in transition, with their academic journey serving as a pathway to a more stable life. The focus on extrinsic rewards may maintain their drive to succeed, even in the face of challenges, as their sense of self becomes rooted in future aspirations.

Theme 3: Self-determination 
The interpreted theme of self-determination was explored across both focus groups, with participants reflecting on intrinsic motivations, resilience, and autonomy in their academic journeys. The subthemes emphasise similarities and differences in how younger and older students perceive and navigate student life through personal growth, independence, and challenges within their student experiences. 
Subtheme 3.1: Intrinsic motivation

	Intrinsic motivation in G1 were often linked to personal growth, exploration and the desire to find meaning. The younger groups, like Stacey, reflected on her desire to explore more on her chosen subject. “…I really wanted to know more about the topic and I really wanted to study the topic, so I just decided to come to uni” (Lines 48-49). Additionally, Gavin shared a similar perspective learned from a close relative. “It was just she found a topic she liked, and she really wanted to do it. And yeah, it was a all intrinsic” (Lines 96 -97). Gavin further explained that this relative perused many other avenues and subjects as a mature student and noted that intrinsic interest was important for them to maintain engagement and achieve personal fulfilment. This signifies that motivations for university are not merely driven by extrinsic motivations, as previously included in external influences, but an internal drive to fulfil personal interests and growth, which may encourage a deeper connection with their academic identity. These quotes reflect a shared perspective for personal fulfilment across both younger and older students. 

In G1, Sammy reflected on her partner’s experience at university, highlighting how social connections and relatedness within the academic context can drive motivation. She shared:

…when I saw that he was had the ability to meet new people and, almost gave him, like a sense, like you said, belonging, you know, through the enjoyment of a similarity that they all had, you know, with the course they were doing (Sammy, Lines 204-206). 



This suggests that shared academic pursuits can encourage connections and a sense of belonging as students bond over shared interests and enjoyment, enhancing their engagement and integration into the university community. In the further context of the quote, it seems Sammy may have been motivated by her partner’s experience, which inspired her to pursue her academic journey, recognising the potential for connection and fulfilment through her chosen studies. Relatedness is further valued in Derek’s opinions, where he remarks that connections with his peers could evolve into lifelong connections. 

…you've shifted to being people who, who are like-minded who may share the same morals and beliefs and values. And then that's just so important going forward, cause then you're going into career with these people who are in this similar, line of work and then you're always going to be able to share that. (Derek, lines 230-233).

Motivations in G2 seemed to centre more on a desire to make a meaningful impact and growth. For example, Sarah expressed, “…I wanna, be someone who can help people…” (Line 7). Willow further agreed by saying, “…help people like you said, that's always a huge factor…” (Line 22). Rebecca noted a strong passion for working with children (Line 28) as motivation for her while also stating, “I'd like to, like, do something that kind of gets me into a more happy and comfortable, like stage of my life” (Lines 29-30). These intrinsic motivations reflect a desire to find purpose in helping others and achieving personal contentment. This suggests that for many in G2, academic pursuits are deeply connected to personal growth and long-term fulfilment, much like the intrinsic motivations interpreted in G1 participants.

In both groups, intrinsic motivation is tied to personal growth and fulfilment, although some differences are evident. Younger students also mentioned the importance of motivation for relatedness, and the depth of social connections plays a crucial role in shaping students' overall university experience and sense of belonging.

Subtheme 3.2: Adaptive competence and resilience
Though responses differed, both groups reflected on the importance of adaptive competence and resilience in navigating their academic journeys. G2, as mature students shared responses that focused on a clearer sense of direction and long-term goals, as noted by Willow's comment, “…people at age 25 were a bit more driven and we know exactly what the end goal is” (Lines 38-39), also noting how her age helps her manage the stress of university “…I feel like my age actually helps with, me dealing with the pressures of being a student…” (Lines 185-186).
Sarah’s assertion that “…over 25 is more serious towards career than under 25” (Line 65) further reflects the mature student’s resilience and competence based on life experience. The perspectives of resilience in G2 were also interpreted to come from maintaining a balance with their university and external roles, such as work, finance and family, sometimes derived from their life experience as seen in Sarah’s experience of managing assignments while caring for her child: “…I have to do my assignments on the go while cooking on my phone…” (Lines 203-205). This reflects a strong drive to succeed despite external influences like family, with further context on Sarah’s drive to strive to achieve for her children (Lines 107-108). 
Financial resilience was evident in both groups. Sammy from G1 shared her need to work due to insufficient student finance, saying, “...I have to work because student finance just isn't enough to live off” (Lines 323-324). In contrast, Willow from G2 shared a more structured approach, stating, “...I've sort of stringently excelled sheeted my way into a budget” (Line 184). Financial resilience was interpreted across both groups, with participants balancing work and university life. The examples from Sammy and Willow emphasise the importance of financial management in navigating academic life, showing how monetary challenges can arise and create extra pressures and how financial experience can help cope with the demands of university.
	In contrast, the younger group (G1) appeared more focused on personal growth and discovering their path, as Derek (G1) highlighted, “…it's finding your own place in the world at that this point” (Lines 32-33), and Stacey (G1) emphasised, “…I wanted to continue with study, I didn't want to have to come back and do a degree…” (Lines 45-46). For these students, resilience was often tied to overcoming uncertainty and finding the motivation to keep moving forward through the transition of becoming a student. Derek further expressed, “…taking that step back to take those two forward to actually find something that you want to do” (Lines 56-57). Stacey’s and Derek’s desire to avoid repeating academic steps suggests that her educational journey is an evolving process of self-exploration, with resilience fuelled by the desire to find clarity and direction without returning as a mature student to fulfil her purpose. This indicates that their resilience may be more internally driven with motivation to define their academic and personal futures.
Despite these differences, both groups demonstrated resilience through their commitment to education and personal growth, with older students drawing on life experience to manage challenges. In comparison, younger students use adaptive competence to navigate uncertainty and discover their academic and professional path, taking advantage of their time as young students before life creates further challenges. Financial resilience was shared in both groups. 
Subtheme 3.3: Autonomy
The subtheme of autonomy was interpreted in both age groups, with personal independence and self-direction attuned to the student experience. In G1, Gavin expressed how younger students’ experiences were based on becoming more personally and academically independent. Gavin highlighted the shift from dependency to autonomy, saying, “…becoming more of an adult” (Line 26) and constructing personal growth through meeting new people within the university. Sammy later emphasises how independence can also be found through financial means, stating, “…got a feel for the money, so I was independent, great” (Line 131), with later context on how that life experience taking a gap in her education, fuelled her to seek a university education. For these students, autonomy was often tied to growth through the transition from the structure of the home, school and life experience to university life, a perspective shared in G2 in Rebecca's responses, which will be further explored in Theme four (Lines 71-77). 
Similarly, Derek (G1) also mentioned the pursuit of independence and self-discovery through the same transitions, stating, discovering a place in the world (Lines 32-33) indicates gaining autonomy through the university experience.  However, some younger students like Stacey (G1) acknowledged the challenges of becoming more independent, especially when transitioning to university life, noting, “…coming to uni can be quite challenging…” (Lines 164-165), especially in the context of integrating with new peer dynamics, noting challenges and pressures to mix in both big groups and more personal university environments. This could impede her sense of belonging as she contends with balancing autonomy and connection.
Sarah (G2) acknowledges that younger students are still in the process of discovering their independence, noting, “…you're 18, you're under your parents, so you don't realise the actual world” (Lines 51-52). This aligns with the perspective shared by G1, where younger students are seen as navigating the transition to autonomy. Willow (G2) further explains that younger students are still navigating self-discovery, often lacking the life experience and support to establish their independence fully. In contrast, Willow shared that mature students are usually more grounded in their autonomy, having developed it through past life experiences. However, Willow (G2) also reflects on her independence, stating, “...I have the space now to choose who I want to be, where I want to be, and I have the direction for that” (Lines 90-91), and financial independence where she states she has organised her finances into a budget, preparing her for university life (Line 184).
Autonomy highlighted a contrast between the groups, with G1 still developing autonomy and G2 already establishing greater self-direction through life experience. For G2, the autonomy gained over time provides a sense of grounding. Younger students in G1 still face challenges as they try to balance independence with their need for social connection and support in the university environment.
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Right.
Gavin: Like, well, like children. Um.

Stacey: Isthat why you went mature? (laughs) - o

Gavin: Yea, yea um... [pause]. But yea I imagine for, like an 18 year old, if they're going into
aclass with, a lot of mature students, who uh, you know, just got a lot of life experience, their,
well, hopefully they're secure in who they are. I imagine it would be quite daunting, Not to say
that 18 year olds, um, an 18 year old couldn't be secure in who they are, but yoJ; you're still

in thax developmental, mlod Um, yea. | [TV

Stacey: Partcipant 2. My lastuni, \Wje wereall of ke 18/19720 year olds, there waslike barely
anybody was mature student. And um, when there was, they they made-up about... 4 out of

the 300 0dd students? So, like coming here, it is much more diverse in in an age group respect
and um, and that that has been like a a a big contrast, | found. And the classroom dynamic is

much different and um, almost kind of like what you said we, um, we recently did group work
and you've kind of seen, when work was dependent on groups, age-related groups did kind of
start to form? [ wouldn't -7 that it happened purposefully, but there were, like, you could see

Derek: Number 3. I think there still is like a little bit of a slimbetween 18 year olds coming
fresh from college because it's kind of seen now all that just going to uni just for the night life
and the uni life, quoted quoted uni life. Where necessary its’ not really the case, I think this,
times, times have now changed where people do like to, their own company and are actual ly
}lefjw definitely feel that in our class. Um.. um and then what was | gonna say, more





image27.png
Advndael Alioces =

o wxponncuns i e

Lo -

Dwertd oS

(o cces o)
-
ceners

501
502
503
504
505
506
507
508
509
510
511
512
513
514
515
516
517
518
519
520
521
522
523
524
525
526
527

mature, was... oh I can’t remember what I was gonna say now, never mind. ['ll come back to

it maybe.

Stacey: Um participant 2. Um, I found that when I'm talking with more mature students, -
having relating on topics have made conversation flow, so I'm 1 would be considered a young
student, but I've never done full on night life, I wish I had, but I haven'tandum...
Sammy: I'm with you on that one of me and my crocheting (laughs).

Stacey: Yeah. And um.

Derek: it's not for everyone.

Stacey: No.

Derek: It just isn’t.

Stacey: But I find that then, talking yith more mature students, we're able to relate more -
because they don't think that I'm out constant well not that they don't think, but because
that I, T am a little bit more mature, it's there is easier ways to talk because I'm just talking
about things that relate more to them, and, it's just easier to have conversations. So, I I think
that, sometimes I suppose, your personal level of maturity being a student being a student and

1 other age groups within

your intentions for going to university can impact ho onu flow
students, | suppése\ e

"
@

> . .
Gavin: Number 1, I think um... yea, I agree with that. I also think um I've never been one for

going out, um, well, a little bit when I was, uh you know, probably 16/17 but I don't drink or,

Celegect sy
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do any of that really. And uh I didn't go out. And uh... when you tell that to some of the -
mature students.... sort uh like [pause] like a stigma towards you' I suppose, because they they
would have when they were younger, they would have been going out, and getting on it, I

(%,@*\rr:, Sool) et Onangpet 7

suppose.

Stacey: Yeah, participant 2. I agree with that *It's almost like they're kind of like, um... like,
that's what I was doing at your age. € Crex " ffociioct!
et
Q

Gavin: Yeah.
Stacey: They can imagin that that’s..
Sammy: You wouldn’t.

Stacey: Yeah.

Gavin: Yeah.

Stacey: It's it's it’s quite funny actually cause I suppose were both at that the same point of =+

time in our lives where I, I hope to be doing that a little bit older<(laughs) do ya know?

whereas they were doing it at my age is probably why we're both meeting in the middle of uni -

now really isn't nf-ta“‘“‘ 5‘
ecsver oreai techeeny S

Derek: Number 3. 1 remembered my point now, um, was that I feel like the more mature, they

‘might this might be their last chance to make a change in their in their lives and their careers,
W it time to.to if if, to deviate, INAUDIBLE still have -

|in|e to do career changes, not as much repercussions that with family friends whereas mature
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maybe there, it's more limited to them so they will be taking it a lot more seriously, then say

someone coming straight from college maybe. — lwnieed-cvances ccca
o COBMBAG COAAT I

— Parscre! pIORamon JeeAtprers”
Gavin: Yeah, uh number 1. Cause I was I was working before I went to uni, and um...

when [
went on the staff works doo for where I used to work, first thing they they'd ask um, was oh
have you been parting? And I'd worked with them for like two and a half years and they know
I don't drink or do partying or whatever. Um, that is still like the first thing they ask me,
Which um....Yea I dunno, it probably speaks more about them than than me I think.

Gavin: It's just that university sugma isn'tit.

el et

(Laughs)

Gavin: Which will never go away. - < el

Stacey: Yeah, yeah I agree. -

(e rducos

Ok great, um., so last question, how do you feel the university supports students of your
age group?

Stacey: Participant number 2. 111 said that earlier (laughs) about the services.

Gavin: Uh number 1. I think, um... I think uh... if you um, if you go look in INAUDIBLE,
they’re really good I think. Um... but yeah, you'd have to go find it first, like they do the
lecturers and stuff, they, I say you have to go find it, they are very good at communicating. If
you need any help, we can help you or, the support desk is there. Um, yea.

Lok Loiens
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Stacey: Participant 2. 1, what I will say coming from a different uni, it is uni specific. And this
uni is much better than my previous my last uni. Um, just for context, I, um, suffered a
bereavement when I was in my last uni,ﬁandrliwas actually ignored by my tutors, and people
weren’t getting back to me, um and weren’t pointing me in the direction of any support
services or um, weren’t allowing me to have extensions for assignments that were coming up
when I said like I've got to go and travel for this particular bereavement like it's, you know, it's
quite, there's quite a lot going on and there's, a lot going to happen as a result of it, and I will
more than likely have to take time off uni as well and they were like mm can’t let any of that

happen. When they did get back to me nobody would meet with me in Ecrson So, | think that
the suppon that's offered is very university specific, but I do this

reason.

Derek: Uh number 3. Um, I think the services are are very good. Like 1 say, when

looking for it, you will get that. Um, and I found that definitely with the with the wcll—being‘
service. Um, lets say like more the financial side when I've I looked at myself; I feel like I
don't really qualify for any of the the bursaries or don't really fit the criteria to actually receive
anything. But, at times I do need like a bit of help with that. But because | don't qualify, I feel
like I can't really go and ask for it. So, I think like as an element of the ego within that even for
‘mature students for young, younger students if actually going out looking for help, it kind of
hurts your ego a little bit. Um... but, that's, they felt like that shouldn't be the case, and if the
university gives that impression that you should go and ask for help its absolutely fine, uh,
which is a good thing.

Stacey: participant 2 - I think on that point, um... no I’m sorry 1 forgot. (Laughs). I can’t
remember what I was gonna say. | was trying to hold on to it. (Laughs).

v
St
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Sammy: Uh participant number 5. Um, through my own personal experience, uh, I used to
struggle quite badly academically in college and school. But it was only since that I came to
uni that I was like, ok, they've got all these services here, let's see what we can do. And it was
only through the university that I was able to get a dyslexia diagnosis, which then they
provided me with even more support. I mean, like participant number 2 was saying in my
previous education, like school and college it they were all like, you know, no, you're fine,
you just you're taking too long to do something or you're just not understanding it, you're not
doing enough reading, and it's just like there was no support provided at all. And then, with
the university, not only, you know, did I get the diagnosis through them, but they also
provided me with the support afterwards. You know, I have weekly checkups, you know, like,
how we doing this week, you know, you know, do you need extra help or anything? Is there
anything I can do? Um, however, with participant 3, like you said, with the bursaries, I do
agree like there is a very specific criteria that you have to fit in, in order to be accepted for
them, and it is quite ike a lmited verse like quite a limited... amount of things that you need
1o be qualified to do. Um, I mean, with like the support now with the one-to-one, it was only
because of the diagnosis that I was able to receive that extra support. But with the financial
side of it, it has made it a little bit easier in order to get that support but then like the extra
bursary’s and you know like the travel costs or the technology, or even the books, sometimes
you just don't qualify for them, you know cause you work part-time, you know. But, it's  little
bit on the fence with Tese o «

7 '
Vo relp & Lrere cro Dot

Stacey: Um, participate 2. The, it’s the in person, that’s what I was trying to say earlier, um,
and what you were saying about the not feeling that you qualify. 1 find here what you can do is
you can talk to a person, and I find that and the fact that the uni make sure that that happens,
it's, um, it's really, really important and that I find only really happens because of the
classroom sizes. So, one of my lectures is, this, six of us on the course, but there's onl, ly ever

five of us in. Um, and we often get off on a bit of a tangent and have orie-to-one conversations
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contact and they have um, ah, it’s not academic, oh uh...
eofiact

with the lecturer. Urn, and having that relaionship. | find, when they need support of any kind,
10,80 10 somebody. Whereas when I was in a much much bigger uni, I, 1,  can't tell
youa single name of any of my lecturers. So then trying to get that initial point of receiving
support was much much more difficult because I had to actively find, the area of support
which sometimes | 1 wouldn’t even know how to, where to, what whatever, which was a much
much harder thing. And then when I did reach out, 1 got ignored so (laughs). So, I think that it

can, I think the lecturers play it like a big, big part as as that sort of, um, immediate point of

Gavin: Support tutor?

Stacey: Yeah, I think having those are good as well, even for for support if it's relating to, um,
just pointing you in the right direction.

Meredith: Um, participant 4. I'd also say that like, so far in my academic year, we've gone
through plenty of workshops as well. Not just the pre-planned ones, but also some people have

brought up issues that they've struggled with, so the tutors have been able to plan workshops
for us to go through for like assessments we're struggling with, and also, some people have
like different deadlines and all that and, when explaining assignments, the lecturers are

always... i

istent on, letting us know where we can fill out these forms and if we have them

like what's what we can get and all that.

Ok, great. Well, that's wonderful. That's uh that's everything. Thank you very much.

Thank you. Anything anyone wants to say before we finish?

Gavin: Um, number | - Yeah, [ quite enjoyed that to be fair.
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(Laughs)

Aw, good, I'm glad. Aw, thank you, great cheers guys.

Derek: Thank you for doing that

Stacey: Thank you. I think it was nice to be a part of it. And I 1 wish I had done one of these
before I did a study having to do one. I think being practically involved in one would make it
‘make more sense.

Derek: Seeing how it works.

Stacey: Yeah.

*END*
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Focus group two (25 and over): Exploring the development and maintenance of student identities: Qualitative research in younger and older
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So, good morning, everyone. Thank much, thank you very much again for um,
participating here today.

Um... S0, we're going to start off with the first question, if you don't mind.

So, what do you think the main motivators for students of your age group so 25 and

over, uh, to enrolling university?

Sarah: Li . Gone through, and uh,

who is going through. Like trauma, she said. So... , | wanna be

somewhere where I know
Number 3.

Thank you.

Willow: Yeah uh, Number 5, Um, I agree with that, like uh experiences you have in though
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Willow: Uh, number s/t(m, talking personally for me, uh, | was absolutely terified at the idea |

Cause I've lived, rented since I was 18, 50, I had to, double, triple, quadruple check, student

finance that it existed, that it was real and that there was it was viable before I could even
consder oming 0 univrsiy: o hat's  hge barieis s, et [
Hppertot KRN

Sarah: Yeah, for me, number 3. Uh... its uh... family. So it was big decision for me to send
my kid to daycare. And then, because [ sec her everyday crying to go and that breaks my heart
Uh, I feel like I should

long. Andyeah. |
\

\
Thank you, 0%

Rebecca: Um number 4. Uh, I suppose it's more yeah_wnth um... uh, I think the

mm itis a lot more, um, yah. it's m. which doesn't necessarily
get completely covered just student finance. Ugurgp cefence T

Yeah. Thank you. Um, next question, in what ways might experiencing student life shape
students of your age group? U, their sense of belonging.

Willow: Uh number 5. 1... I feel it actually quite difficult to engage in student life. __
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Ok.

Willow:

um, for many different reasons, s

naturally pull away. And also because I'm over 25, my priorities at home with my partner and -
sorting my life in the house and things like that, so I feel like | have to shoot off, when -

everyone else is sort of ah I've done my thing for the day, which is uni, if you're under 25, " |

‘maybe, not like that for everybody. And t d hang out and o things: So yeah, |

7
‘\g,\mr% ) \ask d) Sockeh oaneh

eah. o - A aCeence - Caorws
Willow: it's difficult.

Sarah: Yeah, like when | was like in en when | went to uni | went to uni
that way as well but it was, more of the peer-based. Like OK if you're going uni Il go with
‘You,if youire not going, 'm off as well. So, (faughs), we used 1o burk, we used to go outand

1 gouni, 1 go, I, 1, 1 am in my mind I am like as

soon as possible I need to go get her, you know, she's she fecls safe with me, so I need to go'

mmﬂ go, 111 don't care about Ihmgs telling bye, you

know, but h ust (laughs) just go.

A s
\J P
Yeah. o’
¥
Sarah: So yeah.

{0ggvun
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with the stuf bu!,l‘velikelw
someone who, um... I feel like I can stick with, and all of us is as awkward as each other, and
“both autistic, so it's, um (laughs), um, it's worked out like nice for me. Um, and I think that,
yeah, my class has got quite a quite an age range so, it's not too much of a worry for me....

Ok.

Rebecca: ...really.

Sarah: U purabor 3. So, i gaeai ke, EMUENRITSAIRERGM o, for oximplc,

Yeah.

Sarah: And ou know, and uh,
for me, uh, T don't, [ don't drink on, T'don't, you kniow, vape for smoke. So, that's is where I'm

left out and uh, as well as I'm left out with the like I have to, like, like my friends; uh,

going out for a Christmas shopping and uh, like together. But | am not going because

0, yeah,

affect; yes.

Yeah.
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OK, Thank you, Um, how might students of your age group deal with particular

expectations and pressures of being a university student?

Willow: Uh, number 5. Um... I'm finding it quit

just because I'm not working part-time. Un.... I'm I'n using my spare time o to.do; to.domy
‘assignments. But | know that's quite a privileged position to be in. And one of those things is

ce and because I've sort of stringently excelled sheeted my way into a budget. |
Um, (Laughs). So, for me, | feel like my age actually helps with, me

dealing with the pressures of being a student if that makes sense? |

A
pon e\ troregtees
frg e [y

Yeah.

Rebecca: Um number 4. | feel like, um... i
at 18, I feel like I would find it ea i ause there's alot to
R ————————

spend time with my family and very much !
just like to myself. Um... so it's

's just it's there’s

e g U, sy,

« o ) pap
\ess CLhuo \: @ s

e

Yeah,

Sarah: With me, Lam stressed. | got two kids under 5. So, I have to do my assignments on the.

go while cooking on my phone and uh, cause uh my little one is little and she wakes up in the

Pl

N\ Q
*—M

o
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night 2s well 5o, ifs kind of sleep deprived and doing everything, its real siruggle for me and
Keeping tdy i anothe story (Laughs) Yeshit s, bigsrugee butyesh.

Thank you. Um. In what ways might different roles outside of the university impact the
student experience for students in your age group, and which of these roles do you think
should be prioritised while studying for a degree?

[Pause]

Willow: Number 5...
(Laughs)

Willow: Sorry, sorry, sorry.

Sarah: No, no.

Willow: Um.

(laughs), um, having a : nd with, like you,
you W and(llknow as m

ike when

you're going to spend some time with us it’s nearly Christmas, what are you doing? So, |

think that aside like the familial and the partner role, 1 do feel some of those roles can, pull me

in a certain direction. But other than that, again, I think I'm quite privileged, I don’t have alot
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Rebecca: Me too.

Willow: Yea. She's she... she’s loud, but she can't verbalise her distress so. But she’s fed

enough, so she’s fine.
(Laughs)

Sarah: Yea number 3. Being mother is, ugh, yeah, like she said, like having pressure and
WAM you feel guilty on a, like they want me to sleep with
do. And, uh... yeah, like, they need 24/7 attention. It's

not like an adult that they understand, ok, she have to work, but they need 24/7 attention.

They, like if they're sleeping and I'm not next to them, they will get up in the night and then
my whole hour is wasted. And again, to put them to sleep. So, I'd rather sleep with them and -
do my assignments and things on my phone. So, that is working fornow. i

Yeah. <
Sarah: So yeah.

Um.... What types of relationships do students in your age group over 25’s, typically

form with students of any age, and how might these impact their student experience?

Sarah: | think, number 3, I think.... my I think, um, all my friendships would be, until uni with
my with my classmates. But I'm not sure because we got a long 5

first and past, and uh, 1 think they are until university and you don't have any, uh... like apeer |

‘pressure or something outside uni. So, maybe it can change in future and | can be like a real

good friend with someone where I wanna hang out with outside uni and uh, make friends with.

il
<

e

e

s
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For now it’s, until uni. I talk to everybody. I say hi to everybody and things like that, but, you

know in my, in my head for my personal circumstances, I got more priority than making

Yeah.

ems like people are,

it and sort of be quite maybe more responsible, U,

M'\GW

Willow. Yeah, number 5. T um, I'm finding that I can make a correlation between people I'm |

. Like I almost feel it feels like that sort of, you |

see them, hello, you're polite, you do make a relationship, you're not stone stonewalling them,
but you do just, 'St lem! qosmmnneshedy

Yeah.

Willow: And then you leave. And even the groups that I'm in, it feels like it's for a work sort

of thing. rfi
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working with uh, domestic violence and we've sort of bonded over that.

Mmm.
anl ngww

Willow: So, it feels like an outside reason,

Yeah.

Willow: that we've made friends. So, I think those relationships that, like, I guess that we're
building... feel like they have their place, and in some ways that can be a bit scary because |

guess before I came to uni, I don't know if it’s the same for anyone else. I I thought, oh, like

Wbm now I, settled into it and gone everything isn’t a Disney movie, it's

fine.

S "f" S errechon

(Laughs)

Sarah: Number 3, like uh, when my mﬂiﬂm/so, 1'had a bachelor's
degree with that so,

the that, but, when you know mm
mma, yeah, I'm glad she's still my friend'and it's good to

have 1 1did like loads of fun things together even with studying together.'So, yeah.

—nbllk
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Lovely.

(Laughs)

Um, right. How do you feel the university supports students of your age group,
particularly?

Rebecca: Number 4, um, I think that, the university that I'm in is very much, um, itisaitisa-

uni universiy for mature students, | find,  think it it asically says even if you didn't you

sort of like,

- dexn
lopwsat ¢

Yeah. ¥

Rebecca: Um, and I've found quite a lot of um, I'm on 1 think it's called BSA; um, and I'Ve had |

afree laptop, printer. Un... and I get up to two-week extensions. Um... like without any kind-
m So, it's been, I think, definitely in my university, there there, they do-

Yeah. Oh good.

Willow: Yea number 5. I, I'm currently going through the process of DSA tryna sort all that
out.
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Rebecca: With it.

there was sometnmg wrong, with not wrong, that's the wrong mmg to say. But m
really bad. So, they knew that I had something, which we now know is dyscalculia, I can't say
it properly. and so th e a v of

Willow: Damn, I wish we had it too. So that.
(Laughs)

Yeah.

Sarah: Number 3. They've been helpful, uh, until now, but uh, haven't gone through the DSA

process, so I'm not sure about that, but... yenh 50, same as her like, like I didn’t had any
diagnose or something, but I do feel i

artdy viesgrer
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mwaeuuse uh, obviously I grew up in India and | didn't have any... we have no

| kid and everything, like too much support I can hire someonc to, you know, look after my

house and things like that, you know, to cook for me to clean for me and everything. But, for

here, thre i ohinglike tha. 1 ink. And, sl s b par hat plys inyour e

s.hopgfully yeah 2 Loeu\nere
g - i A \
@ e ~ laebed
U
Thank you. Um, on reflection, what advice would you give to a new student? i
Sarah: Number 3, take maximum support and uh, new student about 25 or?
Umin um...
Sarah: In general. ;
In general, yeah.

Sarah: Yeah. This uni is really helpful and uh, like you said, nmmm

‘more kind of, if you ask like 10 times you are not, yo

et oA E»or“’*

¢ Supeef
S

— Convechon
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sort of like... \‘/S'e'f el ppntashe e
Willow: Far back (laughs).

Rebecca: You know. Yeah, (Laughs). I

(Laughs)

Alright, great, thank you guys. Um, well, thank you very much for participating today.
Um... does anyone have any questions or would like to share anything else about your
student experience that we've not covered today? (Pause). OK, that's wonderful. Thank
you.

Thank you.

*END*
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Study Information Sheet

This document provides key information regarding the study and details about what will be
expected of you as a participant. Thercfore, please read this information carefully before
giving consent to take part.

This study seeks to examine how student identitics are developed and maintained.
As a participant, you will be asked to:

+  Complete a demographic questionnaire with basic personal information (age and
gender).

« Participate in a focus group discussion with other participants.

+ Respond to the researcher's questions, though providing an answer is optional if you
feel it is unnecessary or do not wish to answer.

At the end of the study, you will be provided with a debrief.

If you have any questions or concerns about this study, please get in touch with the
researcher, Angharad Kissick, at 2204898 @student.uwisd.ac.uk or the rescarch supervisor,

Judith Marshall, at Judith.marshall@uwtsd.ac.uk

If you are happy to take part in this study, pleasc sign the consent form provided.

If you want to leave the study, you can do so anytime by notifying the researcher. After the
focus group concludes, you will be asked whether you want your data to be included in the
study. If you agree, your data will be anonymised and therefore untraccable to later delete
once final grades for the dissertation are given. If you do not wish for your data to be used,
please ensure you inform the rescarcher.
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Study Consent Form

T understand that this research study is being carried out by a third-year Psychology and
counselling student for the purpose of their dissertation and that taking part will involve the
participation in a focus group with other participants.

T understand that this study will take approximately 45 minutes to complete.

Tunderstand that participation in this study is voluntary, and I am free to withdraw
participation at any time during or before the end of the study without giving a reason.

Upon completing the study, I understand that my data will remain confidential and cannot be
linked back to me. A code number, pseudonym and unique EMS identification number will
be assigned in place of my name. All data will be stored in compliance with the Data
Protection Act (2018) and anonymised, with pseudonyms used for any identifiable
information during data analysis and within the final dissertation to ensure confidentiality.

Iam aware that if I have concerns about the study, I can contact the researcher , Angharad
Kissick, at any time during or after the study at (2204898@student.uwtsd.ac.uk). Or the
research supervisor, Judith Marshall, at judith.marshall@uwtsd.ac.uk (should I have any
concerns).

T also understand that I will receive a debrief form at the end of the study.

Please tick the boxes below to confirm:

e “Tam aged 18 years of age or over .

e “Tunderstand I can withdraw at any time without penalty .

“ I understand my data will be held confidentially with a code assigned and a
pseudonym in place of my name .

"I understand all the above information on this consent form -

"I consent to take part in this study .

SIGNED: DATE:
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Study Debrief Sheet
Exploring the development and maintenance of student identities: Qualitative research in

younger and older undergraduate students.

Thank you for participating in this focus group.

‘This study aims to explore how undergraduate students form and maintain their identities.
Student identity involves a blend of educational, social, and personal attributcs that shape
how individuals sce themselves within the university setting. Previous studies highlight the
importance of social group memberships and the sensc of belonging in shaping a student’s
identity. This rescarch aims to uncover factors that influence student identity development
and the challenges students might encounter during their university experience, These
findings will help contribute to rescarch and cducational practices in furthering a more
supportive and inclusive environment, cnhancing students' overall expericnces, well-being,
and success.

Your contributions today will play a key role in advancing an understanding of these
dynamics. If you have any further questions or concerns, please don’t hesitate to contact the

researcher, Angharad Kissick, at 2204898(@Student.uwtsd.ac.uk

If you wish to withdraw your data from the study, you must tell the researcher
now. After this point, all your data will remain confidential, and we will not trace it back to
you.

If taking part in this study has raiscd any questions, please speak to the rescarcher, Angharad
Kissick, or contact the research supervisor, Judith Marshall, Judith marshall @uwisd.ac.uk

Thank you once again for taking the time to participate in this study.

Pleasc take a leaflet with information about student services and their different support arcas.
Further details or any inquiries can also be found on the HWB app.

Level Six Student.
Angharad Kissick (2204898@Student.uwtsd.ac.uk

BSc Psychology and Counselling

University of Wales Trinity Saint David, Swansea
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Focus group one (18-24 year olds): Exploring the development and maintenance of student identities: Qualitative research in
younger and older undergraduate students.

Participants ))/

o Sammy, female, 21 years old.
o Meredith, female, 18 years old.
e Derek, male, 24 years old.

o Stacey, female, 21 years old.

o Gavin, male, 24 years old

Key: Interviewer in bold, participants in plain font.

clogen B a2

\nihol cosloa (Commess

Good afternoon, everyone.
Hello.
Good afternoon.

Um, so today we are going to be talking about student identity um, and its development

® N oA N =

and maintenance and just what your opinions on that. Um, so I've got a few questions to
9 start off with.

11 | Um. So what do you think are the main motivators for students of your age group? So
12 between 18 and 24 to enrol in university?

13
14
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Sammy: As candidate 5, 1 hink, 2 one of the biggest influencing is probably, competitiveness,

as in you want a good job in life. Good starting degree. So, that’s where you should start.

Stacey: I'm still thinking of my answer.
(LAUGHS)

That’s alright, take your time, no rush.

_Seertlopment oy oddt icloany ~icoms han

Gavi /m... participant number 1, I think, um, I think socialising is a part of it as well and,
becoming more of an adult. If you, leave school at 18 say, after doing your A levels and then'

move to somewhere completely different, youre independent. [Pause]. And yea, meet new

[t o T TSN

people. Um, yea and just become more independent.
\Social  (ornechons

Great.

Derek: Um, number 3, um, I think quite similar to what number 1 said is it's finding your own
place in the world at that this point. Um, back in school, you kind of; ta ight things as they are.
‘whereas here you kind of given that individuality and the independent thinking, and help -
construct it that way. Um, and yeah, just just kind of find your own way in the world,

ness, |

—
Sk cle,

wrce 7 ant o
ol Qoent I E T sl | -
37 | Great  Nee' [ ued Somprrat o CAahly
\ 38 ! ey
ek — |39 Mmdim;u.npmicipanu,|'dsayivsmorelike,smﬁngyou[sglfiugfogheﬁ\nq'm,mdme 4
Cochcesreen— |40 | thought of doing it now or never and getting it out of the way basically, so you have more time
(ores)? 41| inthe future o eam money working betterjobs. | 4
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| really wanted to study the topic, o 1 just decided to come to un.

Ok wonderful.

Stacey: Participant 2, um, 1 wanted to continue with study, I didn't want to have to come back
and do a degree:and um, tt's it, | wasn't able to study, um, my course at all through my um,

college. It wasni' an option, so the only way I was able to, do psychology was through um,
coming to unizso it ended up just being, I really wanted to know more about the topic and 1
Possien

eogprech”
molwatys

Great, that’s wonderful. Thank you guys. Um, so how might these differ do you think for
S w7 ~

SO
& fr,ocs intnsic oot A

mature students, 0, 25 and over? w20 o Jg(j
W OS5 AVt o o\
X

Derek: Yea, participant number 3, Um, cause I'm kind of like close on that bracket, but of
there’s and I've I've finished, college, had a big breakg and so from my point of view its, ¥

you've tried something it's gdt worked so you’ve not enjoyed it/ so it’s now going taking thft"" 2
I eh on

step back to take those two forward to actually find something that you want to 8. U,
S\gpipack To B Siosewe Torware ol et
cause at some place you can feel like you get pushed into one directi
you follow that directior, and if it doesn't work out for ya!, then at least maybe at this time, you
still got options to change it. Whereas maybe like that 25-plus bracket, you can get a little,

i it limited. '— 4A\ Arees 2.
maybe  itle bitimited. — s enpt

ot the other, so

>\ . e
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Derek: Um, cause you’re already started establishing the career, establishing the family} but
there, you can still, it still dependent on circumstances. | | Glerncea|

Ty e, CeurSonce
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Stacey: Um participant number 2, I think I agree with that perspective, but it's where more
mature students tend to.be in life events. um, their choice to come to uni can be more dictated
as, instead of by um... personal motivation to to pursue something, it's more, well, my career's
heading me in this direction, and to advance further, I might need to go a degree now or um,

or my kids are getting to a certain age group now that I'm | am now able to pursue uh, higher

education study. ,(;MJ.J Eucmdbn a8 wcos ol cdkuexenantt:
K it

Sammy: Participant number S, um, | agree with participant number 3, um... it like obviously
above the age of 24/25, your individual situation does change, 50 you know you're starting a
family and like partcipant number 2 says, you know, you want to start s career, and If your
Kidsare geting t that partcular age now where you are able o, you know, sometimes yes-..
You can do i, but sometimes it can sil be quite difficult even with kids no mater what their |
age s, - Aroud edlggtrnd irdsdtied (rlimAenr b aoe -

~ Yeealor :\"5 o
Gavin: Uh, number 1, um [pause]. My mum did uh, degree and a master’s as a mature studen,
I think she started when she was 35 or so. U, but I know for her it was, it was a lot of
intrinsic motivation to doiit. ~ — Se\f -fiVha-end

Do e engecqront

Yeah.

Gavin: Um, cause she’s quite um, an academic person, but she never went to university when
she was young. Um, which she tried it multiple times, uh, different courses and stuff, but

didn’t suit her, and um... but yeah, it was... it wasn't it wasn’t to do with the job, really, for

her. L nivet™
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‘Gavin: It was just she found a topic she liked, and she really wanted to do it. And yeah, it was

aallintrinsic: e st resimden

[N ey Sedl detmmnaten

Yeah. So, interest.
Gavin: Yeah.

Yeah.

Meredith: Uh participant number 4. Some, like older adults, didn't have that opportunity
growing up to go to university, whether be because like, they had family or they weren’t in
the right like country. Uh, my experience with my older classmates, some of them didn't know
what they wanted to do when they were younger and some of them did, but they've later found
out it was the wrong choice for them as they've changed it later in life. Some students and
canens Ly <

\
Ao

some lecturers feel that way.

Yeah, ah great, thank you guys. Um, so next question, what types of barriers or
demotivators might people of your age group, so again 18 to 24, uh, experience while

considering applying uh, and actually applying to university?

Stacey: Uh, participant number 2, [ think um, something that, I'm going back to as well it, you
know, adding on why I probably continued the transfer from school into higher education. I
think when you're independently applying for uni, the process itself is quite difficult. [ had a
lot of support from my sixth form in in helping me do so and because you need references and
alot of you know things like that. But um, when I had to then reapply independently, um,
when I was leaving my other uni cause they weren't at all very helpful with making the
transition, | found that it was much more complex, um, thing to do and I didn't have anywhere

4
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123

near the same level of guidance when it, when | was, reapplying. So, | suppose that, um, a

124 | challenge that can be if you're somebody not transferring immediately, um, somebody that . QuppeE
125 | might be a little bit older, 22, that might be something that could be quite challenging.
126 \ower <} Sgprt SENTNES
127 | Yeah.
128
i 129 | Sammy: Uh participate number 5, um, me personally through through my own personal
: = | 130 | experience, um, I started off in college and then took a massive gap out of education, um...
QNN | o know, gota el fari money, so 1 was independent, great. And then, | wanfed to iry,
Wndgpensrt Aoty 132 | something differént so 1 applied for uri, but the actual process like participant number 2 said
Seeiep B something different,
A& 7 (133 |t it was quite difficult. Um, starting with me personally, I'm ot the greaest of technology as |
W i# Yermr 134 | itis, so trying to apply for a course that you don't really know what you're applying for, you
135 | know, some of the deadlines you weren't quite like 100 percent sure when they were, to apply "
lestie e g™ — 1136 | for certain things. | mean, the references like participant 2 said, [ don'tthink I had any because Poman LT
137 | 1 didn't know I needed them. Um, you know, college stated, yeah, you know, references,
138 | would make it more beneficial for yourself, but, they weren't a necessity, but obviously, ~
139 | credits and things going into the specific course like you know, once you've done a degree, o
140 | say, you want to go on to do your master's, you are then in need of references. Well, if I've
141 | never given a reference before to deal with the course, | wouldn't even know where to start.
142 X & o .
143 | Yeah. bt $ d
144 ‘ s )
| 145 | Derek: Un, participant number 3, in response to number, 2? U, I do agree with that being the
146 | seamless transition fromi college to university,and it makes it a lot easier. Unn... But I do have
. 147 | like a strong belief that college kind of based that off like a a commission in a sense that, to, 7
e 148 | they need X amount of students to go to university for themselves, that good report, um, and | ~ (¥
149 | then as soon as that you say that you don't wanna to go to university cause of that added - ¢ Extast » dira.

»&\/«*‘
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| vt B 150 | pressure, they kind of just, push you aside um, that's what I thought in my own experience and - W
et — pressures e

‘ . . = 151 | then that that pressure of ya have to go and do this, you have to pick this subject and get these \ "
i 152 | grades, can be quite overwhelming. U, so maybe that that's why I kind of acknowledge it,
153 | from a more mature side, There's the 25 plus why they want to go back because it's not that
154 | extemal pressure and, lso from when I was doing my application to come here and saw the
MoAseten | 155 | units, it was actually, actually it had like a bit of SYEer experianes mith it because I could do it |
\v\j;::;:e | 156 | onmy own pace, 1 could do, um, the research I wanted to do within it, and, I found it quite

e o 157 | easy and I think I’'m fortunate enough to do that and also that I had that life experience as well
ISEree e e e
“yedan | i cpente ces 158 | that's kind of give me that bit of background, not academically, but as a person and ther\

4
-V erprrencers 159 | maybe that's why I've got enrolled on to here so, | thirk its definitely a balance of \
erbenie o codme 4 4
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161 | Yeah. A
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163 | Stacey: Um participant number 2. I think as welllike something if if in yourself yourself

164 | you’re not somebody who's quite an independent person, coming to uni can be quite

165 | challenging when you're talking about spitting up a friend groups and coming and having to

| 166 | meet new. le and being a completely different dynamic and completely different
\Wo.,g, (er o con IBEOR] 4 PEEIE) 1 pietely
e’y nempessanent

167 | classroom set up like, my last uni I was in a classroom full of 300 students, that is a lot of

168 | people o be sataround and it almost ke justbeing i lke a sheap in a herd Like,like yery )
© (felann
Srelh pees grenp 169 | much felt like. And then like coming like here, um, it’s much more quaint and much more x swcc
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= "‘WM e personal, so there’s more of that opportunity, but that has its own challenges as well that, ttects o reren

Deternrs urm s preseat.

171 | there's more pressure for me to make ﬁimdl whereas like before, I didn't have to, I could just
O Leecet Sociel crediogn 172 | go to uni if I wanted to. Whereas like, here

ere’s more opportunity to, but in that sense it also
173 | presents, that it can be quite challenging. e N rL -6
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175 | Meredith: Uh participant number 4. I've just left college and I'm the only one who I know
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to stay and continue their learning in college. I think a part of that was the comfort that the
college brought and knowing what education you were gonna get um, instead of at uni, when
you don't know what you're going to get, it's all going to be different. And for me, a big
deterrent to go on to university was leaving all those people and going and turn up in uni,

knowing no one, and you know, having to socialise and make new friend groups all over

oA |jguhen e

Yeah.

Great, thank you guys. Um, Next question, in what ways might experiencing student life

shape students of your age group 18 to 24, uh their sense of belonging as a student?

Sammy: Sorry, can you repeat the question?

Yeah, um, in what ways might experiencing student life shape students of your age, uh,
group, sense of belonging as a student. So, individuals might have an idea, um, of what
it's like to be a student, but when they come to be students themselves, that idea might
change. Um, so how do you think being a student has influenced a student's feelings of

belonging or connection to the university or other groups of students, or peers?

Sammy: Um, participant number 5. Um, I really, I personally really struggled throry
‘making friends, | was, | muiched preferred my ovn company, and to this day, is till
the same, you know, I'm more than happy going home watching Netflix and bed
kind of thing, that's that's my thing. Um, but my other half, he was a student with the same

university, but he did a completely different course and, it kind of, it made me realise like how
happy he was doing the course cause that's what he wanted to do, he knew that's where he was

going. Um, so like and he made all of his friends through uni, he didn’t know anybody, just

Al
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Sample of questions
Focus group one

1. What do you think are the main motivators for students of your age group (18-24) to
enrol in university?
PROMPT — How might these differ for mature students (25 and over)?

2. What types of barriers or de-motivators might people of your age group (18-24)
experience while considering applying and actually applying for university?
PROMPT - These can include finances, family responsibilities, attitudes of
significant others etc.

Focus group two

1. What do you think are the main motivators for students of your age group (25 and
over) to enrol in university?
PROMPT — How might these differ for younger students (18-24)?

2. What types of barriers or de-motivators might people of your age group (25 and over)
experience while considering applying and actually applying for university?
PROMPT - These can include finances, family responsibilities, attitudes of
significant others etc.
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same morals and belicfs and values. And then that's just so important going forward, cause
then you're going into career with these people who are in this similar, line of work and then
you're always going to be able to share that.

A inlyeort

Yeah. ciesnary
Gavin: Um, yeah.
Great.

Meredith: Participant number 4. Like, uh, comparing uni to back in college, on the social part
of it, um, in college, you would typically like just go into groups and not socialise with anyone

outside your friend group. But in uni the whole class is just one big collective and you feel

comfortable sitting next to anyone and talking to anyone, and you don' really see people fike
whole groups isolating themselves away from everyone. Everyone is totally ok with going out
and socialising, making new friends and talking to people.

N Pecepiven sfers dtin prep %
Great. Thank you guys. Um, next question, how might students of your age group deal

with particular expectations and pressures of being a university student?

Sammy: Um, participant number 5. Um, so with my particular course, I am the only one
studying it in the entire university, you know, so that's got pressure on its own as it is. Um,
but, referring back to like the previous question... yes, you've got all of one class as big
collective, but if you're the only individual, you're then forced to go into another class that you
don't know anybody. And, like we were saying with the like-mindedness of the different
subjects, yes, I've been put with like another class of the same field, but I can tell you right

now we are not all like-minded, so, it does cause a itle bit of difficulty for that.
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Yeah.

Stacey: Um participant number 2. Um, I think the university does a really good job at offering,
um, support services for anything that um, that comes up as, problematic for students while
they're studying, and I think they offer quite a lot of um, extenuating circumstances if -
required. I think then from the student’s perspective it's being aware of those services and
being able to um, access them and um, and, feeling themselves like they want to access them. |
think sometimes people might associate shame or um, just genuinely like, oh, T don't want to
receive help or something; d’you know. Um,...so it's its, what I'm trying to say is that I think
its it can be quite individual, but, there is things there to support everything I think that
students go through it’s just whether o not the students themselves seeks the help? I suppose?

\m? -

Cecuutng hop trAwOH Ty Ehgpan - late

Yeah course. Ok. Anyone else um, want to say anything?

Meredith: Um, participant number 4. It’s also not just the un itself and what services they
provide, but what your classmates can provide as well, = £+adoa’ Tppat

N B s
GO el

—Crectine des
erectng decge

et
wSackers

Yeah.

Meredith: So far my class i's we've set up like a couple of group chats and no matter the time
of day or like what anyone else is doing, you could, say what you're worried about or what
you have problems with and they would be someone there to help you. It's just that, sort of

connectond

support network you build in the class.

Mereuq s o

Yeah. Ok, great. Um, so next question, in what ways might different roles outside of the
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university impact the student experience for students in your age group? And what and
which of these roles do you think should be prioritised while studying for a degree?

Stacey: Participant number 2, I think alot of studes

jork, part-time or something, or, you

know, some students who have part-time studying, but full-time could be full-time working.

Um I think that really really does influence, um, work, working on your degree course. Um,
d, 1, 1 don’t

think that really does if I'm being honest, I | don't think it does get factored in as often. Um,
= \ed e A
K o

ot ks 4 Aeron

Sammy: Participant number 5, Yeah, I completely agree. I mean, I only work part-time. U,

um... and can, 1, | think that should become something that might be prior

but I do think that it is something that will have a big impact.

but even then you know we’re in uni four days a week, and I work the other three. So, there is
no time to do anything else, you know? And then you've got assignments on top of that, and
it's just you don't get any time to breathe or any time to, actually concentrate well and truly on
your studies. So, like, yes, there is a lot of services that the uni does_provide but like
participant number 2 said I don't think that they. provide enough for individuals.who are
‘working part-time or even full-time, | mean, if you're working full time and doing full time a
degree, pat yourself on the back because that's impressive, | mean, like I said, I only work

three days and I'm struggling,

Yeah.

Sammy: But to be able to do both full time, that's commitment, that's a really good
commitment, ~ (\L\mu\u'lui‘,\ rod
[

Derek: Num..
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Gavin: Oh sorry, go on.

Derek: Number 3, um, I think it's really hard to find that balance between work and so yea as
that role, especially like the cost of living at the minute and, you know those who aren't living
at home, students who aren' living at home and then their having to get accommodation and
shopping for themselves and, looking after themselves, and it does add up. So you need that
work, to to balance alongside in its can be quite challenging for a lot of people. Um, at at any
e o A

Sropee F wlagpeeed
Sammy: Sorry, participant 5, like you said, I fully agree with that. I mean, I've just moved out
on my own well coming up to the year now. Um so I, like you said, [ have to work because

student finance just isn't enough to live off.
Derek: Mmm.

Sammy: So, working part time, you know, you got to consider the uni degree, working and
maintaining the house, it's a lot. You know, it's, impossible near enough sometimes, you
know, you do get bad weeks, but then sometimes you get good weeks. But, i
very difficult.

ifficult. It is

Yeah.

Gavin: Participant number 1. Yeah, I agree with what everybody said. And uh... was the
question specifically for 18 to 24-year-olds?

Yes.
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Gavin: Oh uh, um, it still applies I suppose, You could also factor in if they had kids, it would
be, you know another level...

Yeah.

Gavin: ..of difficulty, which would probably well I imagine it would deter many people from
going to university around that age group.

Meredith: Um participant number 4, just as like a different, um, perspective on this. Some -
people are lucky enough ot to have to do education and work, uh but they also have ofher
commitments like family and friends. And it'd be easy for you or like someone to say, to
completely prioritise education and to just, put family and friends on a back burner for about 3
years, but if that student, relies on their family and friends to cope with the stress that being a
student brings, and you tell them to [b;{e away that coping mechanism, that could affect their

Stacey: Participate number 2. I agree with that. I think that there are, it's um personal
circumstances as well that you know that end up flowing into impacting um, students abilities,
not just their, their working circumstances, I do think that's important but 11 think like you
said, um, family sometimes, I live up home, I don't live in accommodation, and, in in its own
‘ways presents challenges with being a uni student um, cause I’'m quite relied on at home and
um.... [ 1 think that the uni offers good support for it. I don't think that I'm isolated through that
but um, and I think it it gets well prioritised but I think in in my specific situation it um...
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366 | it's casier to to provide the support, whereas I think if it was something a bit more, um... uh
367 | what was I gonna say, um...

368

369 | Gavin: Nuanced?.

370 X
371 | Stacey: Yeah, just something that's more, closer to normal, but still for that individual, it has

372 | animpact. I wouldn't say that there's so, much help offered.

373

374 | Yeah.

375

376 | OK, anything clse before I move on? [Pause] No? Thank you. Um. So, what types of

377 | relationships do students in your age group typically form with students of any age, and e s

378 | how might these impact their student experiences?
379 st

380 | Sammy: Um, participant number 5. Um, as much as, I enjoy spending time with people inmy | -~ o i
DO pencine ver

381 | class and, you know everybody's friendly or whatnot, but you can see very clicky behaviour W
- 4
382

Ce

-
I SR

) o matter what age anybody is. U, so that does impact you know, the uni life a litle bit you e
# Yye A5 1383 | know. And like another thing for example is, someone who's in the same class as you, but Qense: o selongnria
o radte orap et | 584 | meybodtntebicolderthanyoud ... who hssobercommlcts! you know, o work | yessedALas ) ©
385 | family and children, they're not able to, do the same things as like, say myself who’s 21, you SooEnEtEyRes .

386 | know, not making any judgments or anything, but you know typical uni student wants to go

Sicreot S 387 | out drinking on a weekend, someone who's in their 40s with two kids at home can't do that, e

Sl

: 388 | you know, but... there is within class, there can sometimes be very almost like clicky

389 | behaviour. You know, it does put you off a litle bit from, socialising a little bit, but you know
390 | everyone's friendly in their own way, but you can stil distinguish that there is individual
391 | groupsin that class. - elewner o7 )
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Stacey: Participant number 2. I, 1 agree with that and it's somebody that's come in, when

friendships were already formed in the classroom. That, um, that presents quite a lot of

challenge. | can very often feel quite lonely as a student, um, amongst my peers. Um, not that |
think that they intentionally make me };el that way, 1 just think that um, I suppose, as like you
said there can be that clicky sort of nature that happens. Um, and when I have made attempts
to, INAUDABBLE. Yeah. Yes, I can find that it's it's still very hard to and even outside the
class when we have like lunch breaks and such things, um, could you repeat the question as

well.

Yes of course.
(Laughs)

Stacey: Sorry (laughs).

So, what types of relationships does students in your age groups, so 18 to 24, typically
form with students of any age. And how might these impact their student experiences?

Stacey: [ think... the friendships the students themselves form amongst each other is quite
diverse. @Wm Um, I wouldn't necessarily say, well not in not in my
expenence anyway, I think everybody is quite um, friendly with one with one another, but I
think like like I said, in my experience, coming in as somebody and, the kind of I feel like I've
disrupted the sort of dynamics that are already at play. Um, I think that, personally impacts
quite, um, quite a lot. And I feel, like I said I can feel quite lonely as a result of it.

o v ot oy f
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Derek: Number 3, 1 hink that someone who's ike, very much in the middle ofthe younger,

more, more mature side of things and, is quite prominent in our class because I'd probably say
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about 6% of our class is like, maybe 30, 40 plus? Um so you can see like a little bit of a
divide, we get on really well, but there is a divide where I might where | might see that some
of the younger 18 to this age group might feel, outspoken because, the older more mature
group, just, um, just maybe talk too much because they're more involved with this and that
might just, harm that relationship. Um, tryna like the right words for it, but, um...

Sammy: Sorry, participant number 5. So, like you said, you know, could it be like because,

they've had more times, they've had more time to get experience on things...

Derek: Yeah, exactly that. Yeah.

Sammy: So, their quite like nippy towards questions, they don't even give us a chance to go,

OK, let me figure this out (laughs).

Derek: Yeah, exactly that. Um, yea, so it can be quite overwhelming at times when you can't
even get your words out because like | say they've had that experience and they feel like that,
they can engage with the subject more because they've kind of lived through that. Um, but
then everyone has different experiences like something someone who's 60 plus might have a _
completely different experience of an 18 year old but doesn't mean that they're any different,

Um, that's that’s kind of how I've seen it in in that class.

Stacey: Uh participant 2. Did you say that there's a small percentage of the class that's more
mature students?

Derek: No, quite large, more prominent.

Stacey: Oh, it’s it’s more prominent?
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Derek: Yeah.

Stacey: Yeah.

Derek: Yeah.

Stacey: Yeah,

Meredith: Um, participant number 4. In my experience 1 have tried and I will continue to try /|

engaging with the older student, but sometimes I feel hesitant, because of their age and I feel
like sometimes they can behesitant to come to me to socialise with me'because I'm, like on
the younger side, and, I forgot what I was gonna say, um... some older students it's hard to-..
you know uh, relate to them because our experiences are different. I see uh, like the parents,
sort of getting along better. And, because they have that experience of being a parent and
raising a child, but someone in the younger group, probably don’t have children yet, they can't
)t:tooldzrsludemsasmuch : ST S

\reloedaens (lac o) -
Ok.

Gavin: Number 1. Um, in our class we’ve got, uh it’s quite balanced to be fair, um, be}ween
younger students and mature students. Um... “mature” (laughs), um... cause uh, some of the
;01;5 of the mature students were in a group, and um... it wasn’t something, one of them
wasn’t pulling their weight or whatever, and uh, they had an argument, and um, but now
they've just completely like separated. They don't, they don’t engage or talk to each other at
all.
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