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[bookmark: _Hlk498693487]Abstract This paper is based on research conducted as part of an educational doctorate (EdD) and explores the transitional period into higher education (HE) of 10 first year undergraduate students at Southeastern (a post-1992 university), who come from widening participation (WP) backgrounds, based on socio-economic characteristics.  The literature on WP students’ experiences suggests they encounter potential difficulties during their transition into HE (Gale and Parker, 2014).  This paper focuses on the extraction of transitional experiences using artful inquiry.  Collage as a method of artful inquiry elicits insightful conceptions of WP students’ early HE experiences.  This paper demonstrates these WP students endured difficult initial experiences, mainly due to a mismatch between expectations, embodied capitals, awareness of HE and their university environment.  Unlike other WP studies (Reay et al., 2009 and Christie et al., 2016), this sample rebounded once peer groups were formed, suggesting they are a key piece to ensuring smooth transitions, at least within post-1992 institutions (Yorke and Longden, 2007 and Wingate, 2007). 
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[bookmark: _Hlk498693571][bookmark: _Hlk498693800]In the last 15 years, a widening participation (WP) agenda resulted in higher education (HE) participation increases for the least advantaged socio-economic groups, so called ‘WP students’, of 43% (Higher Education Funding Council for England [HEFCE], 2013a).  Pupils from geographic locations with the lowest progression to HE rates are 73% more likely to enter HE than over a decade ago (University and Colleges Admissions Services, 2016).  However, graduate outcomes for WP students, both in degree attainment and graduate employment, are consistently 10-13% lower than for their more advantaged peers (HEFCE, 2013b)..
This paper centres on the transition of a cohort of 10 students from WP backgrounds into HE at ‘Southeastern’, a post-1992 university located in South East England, which has been anonymised.  According to literature and key statistics, WP students appear to face hurdles in their transition (Gale and Parker, 2014) that may be linked to increased levels of withdrawal (Kift and Nelson, 2005 and Kift, 2009), not only at Southeastern, but across the HE sector (Higher Education Statistics Agency, 2016).  
This paper focuses on transition into HE and the use of collage as an artful inquiry into participants’ liminal experiences.  It is concerned with unpacking the early experience of WP students in order to identify obstacles that may contribute to difficulties and the aforementioned distortion of graduate outcomes.  Particular attention is paid to the institutional environment and offers specific recommendations for Southeastern’s senior leadership team, based on participants’ experiences.
The rest of this paper is devoted to the following sections.  A literature review introduces HE transition from a WP perspective.  A methodology section considers why artful inquiry, and collage in particular, might be appropriate for this kind of research.  This is followed by early findings around students’ transitional experience, which are then discussed in light of relevant literature.  A conclusion considers initial recommendations as well some limitations and next steps of the research.
Literature review 
[bookmark: _Hlk498693968]WP student transition
[bookmark: _Hlk498694084]Transition as a concept is fairly underdeveloped within HE and especially with regards to WP students entering university (Gale and Parker, 2014).  Despite limited definitions across the sector (Ecclestone, Biesta and Hughes, 2010), Gale and Parker (2014) suggest educational transition should be observed twofold, as both movement into a new environment and as a process in which individuals undergo some change.
Gale and Parker (2014) also remark that research into HE transition tends to incorporate wider observations on the first year of study and a sense of belonging to new learning communities, which this paper and EdD continue to do.  Studies on transition tend to concentrate on difficult periods in early university lives, often uncovering students’ lack of preparation for HE (Reay et al, 2010 and Price et al. 2011), including struggles with independent learning (Kember, 2001 and Krause and Coates, 2008).  The lack of capitals, honed by Bourdieu (1977, 1984 and 1986) as embodied cultural, economic and social codes that allow individuals to successfully navigate potentially alien environments like HE, is sometimes cited as an important driver for awkward transitions into university (Gale and Parker, 2014).  Bourdieu and Passeron (1977) intimate this can manifest itself as an expectations mismatch amongst students concerning the type of learning experience they assume awaits them, which if unresolved can trigger stress and a potential withdrawal from university (Leese, 2010).  Tapping into Bourdieu (1990) once more, students in such situations are said to lack a “feel for the game” (p.9), suggesting they are not aware of rules, codes or knowledge that would facilitate their transition into HE.  
These mismatches can be particularly acute for WP students whose needs may be less accounted for than for their more advantaged peers (Archer, 2007) and whose transitions are as a result more difficult, leading to higher levels of withdrawals (Kift and Nelson, 2005 and Kift, 2009).  Reay et al. (2009) noted, in their study of WP students at an elite British university, a disconnect between the success students wanted to achieve and a dearth of appropriate capital to enable those outcomes—leading the authors to confirm students did not have a feel for the game.  
A recent study (Christie et al., 2016) points to incoming WP students requiring a very specific skill set (advanced writing and critical thinking) to help them navigate difficult periods and become integrated members of HE learning communities.  Their assessment is that this process is gradual and is eventually realised in the final degree year, thus avoiding any withdrawal.  While this may have been the case for that study’s participants, attending a research-intensive Scottish university, it may not be so for students at other types of HEIs, such as post-1992 universities.  
Farenga et al. (2016) found that first year WP students in 2013/14 at a post-1992 university were twice as likely to withdraw as other first years.  This highlights potential difficulties for first year WP students and suggests many of these students cannot rely on skill development and integration over a number of years as a preventative dropout measure.  Although withdrawal is a complex phenomenon, with many potential intersecting influences (Yorke and Longden, 2004), a key factor in this outcome in post-1992 HEIs may be a student’s lack of established social networks (Yorke and Longden, 2007) and general lack of social integration (Wingate, 2007).  This is especially pertinent for post-1992 low and medium tariff universities, such as Southeastern, who have higher intakes of WP students, compared to pre-1992 higher tariff institutions (UCAS, 2014).
Despite studies, such as Christie et al. (2016), tracking WP students across their HE lifecycle, and in the face of bloated first year withdrawal rates, it appears that more knowledge is required about their early, first year experience, which this paper aims to provide.  None of the studies cited here relied on collage (or artful inquiry) to elicit experiences, so perhaps there is much to be gained in this approach.
Methodological considerations
Artful inquiry
This paper uses the term artful inquiry to denote the use of art-making as a form of inquiry into experience.  Eisner (2008) and Davis (2008) suggest this approach is particularly useful if research aims to interpret feelings, emotions or responses in relation to liminal phenomena: “the life of feeling is best revealed through those forms of feeling we call the arts” (Eisner, p.7).  This translates as using a mode of artful inquiry (participant created collage) as a medium for understanding and interpreting liminal, transitional spaces (their transition into university).  The ability of artful modes of inquiry, such as collage, to tap into a multiplicity of realities (Creswell, 2003), such as the different ways students experience transition, is also especially pertinent to this research. 
Collage: a visual, elicitation tool
At its core, collage involves the cutting and pasting of different materials, such as print images and craft fragments, onto a solid base forming a new visual composition and creating representations (Davis, 2008) or “whole new-take[s]” on experiences (Butler-Kisber and Poldma, 2009, p.12).  
Collage has a long history as an art form, dating back to Classical Japan over 1000 years ago, but was somewhat rediscovered by 20th Century cubists, including Picasso and Braque, who paved the way for Dadaists and others to continue experimenting (Butler-Kisber, 2009).  The inclusion of different elements allowed artists to portray many realities in much the same way that this research proposes students can use collages to composite their university experience. More recently, collage has been used as a form of art therapy for people suffering from body image and eating disorders (Davis, 2008), as a biographical tool (Vaughn, 2005), as a pedagogical tool in educational contexts (Butler-Kisber, 2008) and to diffuse any power-related issues in research between researcher and participants (Mannay, 2010).
Collage effectively engages participants and allows them (and researchers) to make “new connections” (Butler-Kisber, 2010, p.104) in “liminal spaces” (Neilsen, 2002, p.208), such as transition.  Collage allows each participant to explore phenomena on their own terms and with their own voice, allowing for “kaleidoscopic representation[s]” and teasing out nuances, interpretations and understandings, which might otherwise not have emerged (Butler-Kisber, 2008, p.272).  
New understandings and emotions may seep through, revealing a deeper layer of knowledge between the fragments and their creator (Davis, 2008).  This juxtaposition of materials and knowledge—that up until now were disconnected—is key in founding research trustworthiness: “[the] interplay of fragments from multiple sources, whose piecing together creates resonances and connections that form the basis of discussion and learning” (Vaughn, 2005, p.13).   
Collage is typically employed for three types of inquiry: reflection, elicitation and conceptualisation (Butler-Kisber and Poldma, 2009).  Collage as reflection is part of the researcher’s reflexivity toolbox and encourages interpretive insights on the research process.  Collage as conceptualisation involves targeting and representing a phenomenon within a composition.  The myriad of possible outputs triggers “kaleidoscopic representations”, including nuances, interpretations and understandings that may have otherwise remained hidden (Butler-Kisber, 2008, p.272).  Collage as elicitation provides a more explicit blueprint for teasing out rich data from participants in group discussions (Diaz, 2002, Butler-Kisber and Poldma, 2009 and Gerstenblatt, 2013).
This study proposes using Butler-Kisber and Poldma’s (2009) definitions of collage inquiry and blending conceptualisation and elicitation into one methodology: the former to encourage participants to tap into their transitional experiences during their first year at Southeastern and the latter to generate participant-led interpretations and discussions aimed at deepening our understanding of how WP students experience transition into HE.  McNiff (2008) also states that working with a group sparks a “slipstream of group expression [that] can carry us to places where we cannot go alone” (p.32).  Using collage as conceptualisation and elicitation tools might spark those kaleidoscopic representations, while acting as a springboard to rich discussions about transitional experiences.
	This introduction to artful inquiry and collage hopefully draws attention to their worth as a methodology capable of exploring transitional experiences into HE.  Following some personal methodological reflections, is an overview of the research process, including how collage was implemented as an elicitation tool, and a discussion on data analysis and sampling.
Reflections on artful inquiry
Experientially, transition into HE, is not limited to just one predefined outcome, but is an individual experience resulting in many possible conclusions (Gale and Parker, 2014).  There are many ways to capture these transitional experiences.  For instance, using traditional qualitative tools, such as interviews and focus groups has been a preferred method in WP research, having been deployed in studies dealing with capitals (Reay et al., 2009), transition (Leese, 2010; Quinn, 2010; O’Shea, 2014; Christie et al., 2016), retention (Thomas, 2002 and Roberts, 2011) and in my own non-doctoral WP research (Farenga et al., 2016).
With an eye both on contributing to the field of WP and HE transition with truly new knowledge, and challenging myself to tackle a new approach, I undertook my doctorate with an open-mind methodologically.  Attending an exciting and insightful visual methods workshop, in which doctoral students created reflexive collages to represent their research projects, led me to explore whether collage could uncover transitional experiences of WP students.  The lack of artful inquiry in WP and HE research signalled to me that this method could help form an original contribution to the field.  
Case study design
At its core, this research is a case study—after all it is concerned with exploring the transition of a select group of students at just one institution, Southeastern, a post-1992 university with over 20,000 students.  A case study approach seems appropriate given the research explores a contemporary phenomenon (students experience of HE transition at Southeastern) that is outside my influence as a researcher (Yin, 2009).  Although by no means the only useful approach, Yin states that when “the boundaries between phenomenon [events] and context are not clearly evident” (p.13), a case study might enlighten our understanding.  This next section will touch on key elements of case study design, including sampling, data collection, ethics and data analysis.  

Sampling

Yin (2009) would define this study as a single, embedded case study model, with multiple cases (students) contained within one main case (Southeastern).  The use of purposive sampling (Flick, 2014 and Punch, 2014) helps select critical cases that will "yield the most information and have the greatest impact on the development of knowledge" (Patton, 2002, p.236).  By training our gaze on a small group of WP students from Southeastern, such an approach allows for findings, conclusions and recommendations to be localised, while also potentially applicable to other institutions.  This is what Shenton (2004) qualifies as transferability, rather than generalisability, and it is an important aspect of rendering qualitative research ‘trustworthy’, much as Lincoln and Guba (1985) suggest we strive for.
In all, 10 students took part in the research.  They were drawn from a wider pool of 368 students (via a call-to-action email), who meet Southeastern’s criteria for being considered WP students (family income below £25,000 and localities with the lowest progression to HE rates).  Figure 1 lists the participants and includes their self-selected pseudonym, gender and the academic school they belong to.


	Pseudonym
	Gender
	Academic School

	Steven
	M
	Creative Arts

	Milly
	F
	Life and Medical Sciences

	Ada
	F
	Computer Science

	Ellora
	F
	Life and Medical Sciences

	Eva
	F
	Business School

	Jasmine
	F
	Business School

	Buster
	M
	Humanities

	Dawn
	F
	Life and Medical Sciences

	Naomi
	F
	Life and Medical Sciences

	Kiki
	F
	Law


Figure 1: Key participant information

Data collection and ethics

Data was collected across four sessions at Southeastern during the 2015/16 academic year.  A typical two hour session included a starter activity designed to engage participants in one of the study’s main topics (e.g. transition), followed by individual or group conceptualisation collages based on themes raised by participants.  Elicitation took the shape of participant-led decoding and deconstructions of collages, which often sparked rich discussion, much as Diaz (2002), McNiff (2008) and Gerstenblatt (2013) intimate.  All collages were photographed and discussions were recorded and later transcribed.  
Participants were made aware of how their data would be used (including in further research outputs) and all signed consent forms, indicating the nature of the study, benefits and risks, the option of opting out at any time and highlighting the ethical approval of the research by Southeastern’s research ethics committee.  Due to the fairly small number of participants within a modest wider sample, it was decided to anonymise the institution.

Data analysis

As hinted at earlier, there are two forms of raw data in this study: collages and discussions (which were recorded and transcribed).  Analysing collages directly can be tricky, with little guidance even within relevant literature (Butler-Kisber, 2008; Butler-Kisber and Poldma, 2009).  Prioritising the researcher’s interpretations is not in the spirit of knowledge co-production, particularly in art-based research (Finley, 2008).  So, while the participants produced collages, they also contributed heavily to their interpretations, which in turn the researcher thematically analysed (Flick, 2014).  The following findings are representative of what students shared about their collages and experiences.  Quotes are explicitly labelled as either students’ interpretations of their collages or part of group discussions.  Due to the purposeful scope of this paper, compared to the wide-ranging topics collages often touched on, I have added emphases on collages in order to focus the reader’s attention.  These emphases are based on participants’ interpretations and are linked to accompanying quotes.  Because the scope of the paper is particularly refined compared to what collage-making sessions incorporated, student discussions are more prominent in the findings.
Findings
Participants’ collages represented a rich view of their first year experience at Southeastern and their own interpretations of these compositions brought many themes to the surface, which were refined through ensuing group discussions and finally grouped by myself in a thematic analysis.  In this section, themes related to transition are laid out and concentrate on initial struggles at university and the importance of forming peer groups as a catalyst for smoother experiences, including academic success and social integration.
Early struggles
The group referenced initial difficulties in adapting to university life, both academically and socially.  In particular, some described a mismatch between expectations about university and the reality they experienced:

“I think that when you start uni, you get told so many different things by so many different people and it’s not like [what you are told].” Milly on expectations of university – group discussion

“Sort of at the beginning there were times when I felt really low and was questioning whether I wanted to continue with the transition.” Dawn on early difficulties – group discussion

 Adjusting to a new way of learning and academic life in general contributed to challenging transitions into Southeastern.  For some, a sense of futility pervaded how much they could expect to succeed, while others struggled to get to grips with independent learning.

“Like, nobody particularly cares if you are doing an assignment or not but like, whereas before, you know, your teacher everyday would ask, ‘How’s your assignment going?’  You know, ‘get that done’ [sic].” Buster – group discussion

“It kind of felt like you were being thrown into the deep end and you had to like be able to manage yourself and like become more independent like that, so I think that it was kind of  battle at the start.” Naomi – group discussion

Coming to terms with these expectations produced a range of emotions, which Naomi brought together in her collage (Figure 2).  She reported “panicking”, being “freaked out”, and feeling “under pressure to prove yourself”.

[image: C:\Users\sf13abr\Dropbox\uni HE\UH\EdD\Research\Data collection\Collages\Naomi_earlystruggles.jpg]
Figure 2: Naomi’s collage on transitioning into university (emphasis added)

Being underprepared also surfaced in the following group collage (“going in blindfold”), along with feeling of being overwhelmed by academic workloads (pile of papers) and a sense of loneliness (two people at a table not interacting).

[image: C:\Users\sf13abr\Dropbox\uni HE\UH\EdD\Research\Data collection\Collages\Group_transition.jpg]
Figure 3: Group collage encompassing transition into university (emphasis added)

The lack of friends and social integration was a source of anxiety for many of the participants.

“I thought it wouldn’t be that hard because I think I quite easily make friends wherever I go but then I just come here and it’s like I have no friends. [sic]” Milly – group discussion

“It’s really strange. I tend to clash with people more at uni than I ever did in my whole life at school.” Ellora – group discussion

“[Milly] See, like everyone says you make friends for life at uni… [Eva] I ain’t found them friends for life, yet [sic].” Milly and Eva – group discussion

“I expected to come in and everyone was on the same boat like in my flat and just to make friends like that.” Naomi – group discussion
Eventual success
As their first year progressed, participants signalled a turning point in their transition to university centred around the formation of peer groups, either academically or in social settings.  Kiki’s collage stresses the importance of peer groups in enjoying a “smooth transition” (Figure 4):

[image: C:\Users\sf13abr\Dropbox\uni HE\UH\EdD\Research\Data collection\Collages\Kiki_peergroups.jpg]
Figure 4: Kiki’s collage on transition (emphasis added)
	
“I think the best way to ensure […] that you have a good smooth transition is to make sure that you have a good group of friends that you can have and just speak to in any aspect, whether it’s university or personal life.” Kiki – collage interpretation

Naomi confirmed the importance of developing peer groups as a precursor for success:

“If you’ve made friends like peers then if you’re struggling with something you can ask them, they can help you like feel more confident about the piece of work you’re struggling on, whereas if you didn’t build them social relationships in the first place you’d feel quite isolated [sic].” Naomi – group discussion

“If you put yourself out there and join clubs and things it’s going to be easier.” Naomi – group discussion

Dawn drew attention to the linear journey she experienced as it was not until Semester B that she became part of a peer group:

“I felt like I was sort of dealing with a lot on my own, suffering a lot […] but now this semester [Semester B] I’ve sort of found a solid group of friends […] so I feel like I’m working with more of a team now […] and therefore I’m enjoying it more.” Dawn – group discussion
 
Kiki praised the efforts of her Law course for attempting to foster peer groups early on:

“One of the lecturers was kind of hell bent on making sure that we had two other people that we studied with […] because how you’re more likely to succeed.” Kiki  – group discussion

In these early findings, which revolve exclusively around transition, participants describe stressful, anxious starts to university, punctuated by mismatches in academic expectations and a sense of loneliness.  However, eventual “smooth transitions” occurred once peer groups became established later in the year.
Discussion
The following discussion considers these findings in relation to key literature.  Of interest to this paper, is the confirmation of initial struggles for WP students at Southeastern and of their expectation mismatches as a precursor for that experience.  However, unlike some of the studies cited earlier, this initial hurdle did not persist past the first semester and students in this sample enjoyed success, albeit in delayed fashion.  
A feel for the game?
In their findings on how working-class students adjusted to university life, Reay et al. (2009) commented that they tended to stumble towards an understanding of how to navigate HE, that they “grop[ed] towards rather than grasp[ed] a ‘feel for the game’” (p.1113).  The authors concluded that a lack of appropriate capital prevented them from immediately establishing themselves.  This paper suggests similar observations in that the students at Southeastern faced an immediate hurdle in adjusting to university, with a key reason being their expectations of academic and social life did not materialise.  It could be inferred that this mismatch is caused by a lack of capitals (Bourdieu and Passeron, 1977), such as an inability to work independently and adapt to new teaching and learning styles, confirmed by Naomi as “being thrown in at the deep end”.  Social networks were slow to develop much as Yorke and Longden (2007) and Wingate (2007) presumed, further exacerbating students’ difficult transition: “I thought it wouldn’t be that hard” (Milly); “I clash with people more at uni” (Ellora); I ain’t found them friends for life yet (Eva).  These findings show that a general lack of understanding, or capitals, does not only affect WP students at elite institutions as in Reay et al.’s (2009) study, but also affects those commencing degrees at post-1992 universities.  However, students in this paper appeared to grasp that feel for the game more quickly than in Reay et al.’s (2009) research, mainly due to the establishment of peer groups.
Peer groups: an antidote to early struggles
Southeastern students appeared to settle in faster than students in the Christie et al. (2016) study (based at an elite Scottish university).  Those researchers noted a long process of developing certain academic skills over the course of the entire degree that eventually led those particular students to feel like accepted members of the academic community.  While Southeastern students did refer to new teaching and learning styles as being an obstacle to their transition, especially with regards to being an independent learner, they did not mention specific skills, such as essay writing or critical thinking, in the way Christie et al.’s students did.  However, variances may also exist between English and Scottish HE that contribute to the diverging transitional outcomes observed in Christie et al. and in this research.  For instance, differences in the fee regimes of each system, such as tuition fees, could influence students’ decision to persist or withdraw.
Southeastern students appeared to enjoy similar experiences to the students in Leese’s (2010) research, which was also based at a post-1992 university. In both studies, university was different to what students expected.  Indeed, Leese similarly drew on Bourdieu and Passeron (1977) and connected a lack of capital with mismatched expectations.  However, students in Leese’s study appeared to prioritise getting to grips with new teaching and learning styles and presented that as the main obstacle to early success.  Additionally, they did not pinpoint any moment or particular support that smoothed out transition. 
Conversely, Southeastern students tended to consider developing social groups as an equal part of ensuring success.  In fact, the formation of peer groups appears to be the critical point in Southeastern students’ first year, supporting Yorke and Longden (2007) and Wingate (2007) assertions of their importance.  Once established, academic success flowed more easily and anxieties about integration dissipated: “they can help you like feel more confident about the piece of work you’re struggling on” (Naomi); “I was sort of dealing with a lot on my own, suffering a lot […] but now I’ve found a solid group of friends […] and therefore I’m enjoying it more” (Dawn). 
So, while Leese (2010) suggests universities take into account the embodied learning styles of their students as a strategy for ensuring positive transitions, this study goes one step further and places the onus on institutions to enhance opportunities for students to develop peer groups.  It is perhaps not a coincidence that the only student in the sample who reported that her course made this additional effort (Kiki and her Law course) is also a strong proponent of the importance of peer groups: “the best way to ensure […] a good smooth transition is to have a good group of friends”. 

Conclusion
This paper suggests that while research into HE transitions is not necessarily lacking, there is still much to be gained from researching potentially vulnerable groups, such as WP students, and conducting case studies with outputs capable of influencing institutional practices.  An innovative artful inquiry collage methodology affords participants with a unique opportunity to tap into and visually represent experiences and emotions.  They found by making collages “you can see images that actually relate to what you think, it gives a bit of a deeper meaning” (Ellora on collage-making).  The success of this method at extracting experiences, eliciting rich discussions and providing participants with a reflexive outlet suggests that, much as the literature promotes (Diaz, 2002; Butler-Kisber, 2008; Butler-Kisber and Poldma, 2009; Davis, 2008) there is a role for this type of research within educational contexts, which was one of the main questions stated at the start of this paper.
The findings confirmed that as in other studies, WP students at Southeastern encountered difficult transitions, citing both a slow adaptation to independent learning and a lack of social groups, both of which are evidence of a mismatch between expectations, embodied capitals, an awareness of HE and their university environment.  The turning pointing in their first year seemed to revolve around the formation of peer groups.  In the same way that participants in Christie et al.’s (2016) study confirmed it all “clicked” (p. 478) once certain skills were acquired, students in this research indicated a similar immediacy in feeling less stressed and anxious, while gaining more confidence both academically and socially.  It may be that as Yorke and Longden (2007) state, forming peer groups is particularly important for post-1992 institutions, which might differ from other types, including research-intensive HEIs. Higher levels of withdrawal for WP students at post-1992 institutions suggests that, unlike the students in Christie et al.’s (2016) study, they do not have the luxury of settling into university over the course of their degree—initial struggles may be sufficient to force an early exit from HE.  Therefore, in line with the stated aim of this EdD to provide practical recommendations, this paper directly recommends to Southeastern’s senior leadership that induction periods be reviewed and include more provision for setting up peer links, much as some courses (Law) seem to already be achieving.  Although both Christie et al. (2016) and Leese (2010) called for a similar assessment of practices and investment in resources into support that may benefit WP students, it should be noted that many aspects of HE and individuals’ background contribute to students’ induction experience.  However, reviewing induction periods for all students, with the outcomes of this research in mind, could lead to new provision that benefits WP students as much as their peers.
This study has by no means exhausted all avenues for ways of conducting research into student experience.  Analytically, other opportunities for deepening the study might present themselves around personal characteristics, such as gender, ethnicity or even academic subject.  Due to the scope of the doctorate, it is limited to the first year of these students’ university lives.  Other researchers may integrate subsequent years of study, which could deepen understandings of experiences and behaviour in students’ first year, such as Christie et al.’s study (2016).  It is also acknowledged that other modes of inquiry, either art-based or more traditional, might provoke different responses from participants.  So, while collage may have shed fresh perspectives on student experiences, other methods might be just as suitable.  
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