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Abstract 

This study provides a voice to students in the second academic year of their 

program of science study at one Australian university. It builds on previous work 

focusing on the phenomenon of ‘sophomore slump’, in conjunction with 

escalating attrition. This research aimed to address a gap in understanding the 

influential factors that characterise the lived experience of this second-year 

cohort. 

The study utilises an embedded mixed methods phenomenological approach. 

Two surveys comprised of Likert questions, open responses and demographic 

data were administered to capture student expectations and reflections, 

representing their lived experience. Data were analysed via the quantitative 

analysis of Likert scale questions and thematic content analysis of open 

responses. Survey data were collected from three separate second-year 

cohorts from the years 2015 to 2017 in four science undergraduate degree 

programs, across three time points within the academic calendar year. The 

response rate was variable with a total of 132 (18% response rate) for the 

expectations survey, 54 (11% response rate) for middle-of-year reflections; and 

182 (24% response rate) for the end-of-year reflections from students.  

The key finding from the expectations survey was that respondents 

demonstrated an understanding that the academic curriculum would escalate 

both in quantity and difficulty along with how their evidence of learning would be 

assessed. Furthermore, they expected to spend more time on their university 

studies to be successful and this factor would contribute to a reduction in 

participating in other activities, including gaining sufficient rest. Of concern for 

universities was the finding that respondents anticipated receiving equivalent or 
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higher levels of academic support for their learning journey than those offered to 

first-year students. Yet the support available was both reduced and varied in 

nature, thus indicating a disconnection. 

While initially most respondents believed they possessed appropriate 

expectations of how their second academic year would transpire, many found 

their expectations did not match the lived experience. This misalignment 

between expectations and actuality was an area that contributed to a poorer 

overall lived experience.  

The key findings from respondents’ reflections across the surveys of their 

second academic year was the identification of three major areas of influence 

that were both academic and non-academic in nature. These were: 

(i) The science academic curriculum: The nature of the curriculum, 

supporting resources, learning environments and assessment were 

highly influential on the lived experience of the curriculum. 

Interactions with academic staff and peers supported framing 

appropriate expectations and successful academic outcomes. 

(ii) The ability of students to balance priorities effectively: This area 

was impacted by students’ perceived value and thus desire to 

undertake various pursuits (academic or otherwise); and their need to 

undertake paid employment. The capacity of respondents to manage 

their time effectively to allow for these activities impacted effective 

balance. 

(iii) Overall student wellbeing: This was impacted by how connected 

they were to others; an established sense of purpose that could be 
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connected to curriculum; and their personal welfare comprising of 

physiological and psychological wellbeing.  

Previously there has been a dearth of research pertaining to second-year 

undergraduates in Australia, including in the sciences discipline. The outcomes 

of this study resonate with those from studies in the United States of America 

and the United Kingdom but also have discreet points of difference, by 

establishing three major areas of influence for science students.  

When considered holistically, the aims of this study have been achieved. It has 

provided a voice for second-year students and has contributed to a greater 

understanding of the interplay of academic, social, and personal aspects and 

provides evidence that can be utilised to enhance the lived experience of 

second-year science students. 
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Glossary of terms  

Academic activity – any learning activity associated with achieving academic 

outcomes for a course. These activities may be formative or summative in 

nature where only summative academic activities contributed to the gaining of a 

grade for a course. 

Academic Load – the term used to describe whether a student is 

enrolled full- or part-time during a teaching period. 

Australian Qualifications Framework (AQF) – is the national policy for 

regulated qualifications in Australian education and training. 

AQF Level – is the nomenclature used in the AQF to demonstrate the relative 

complexity and/or depth of achievements and the autonomy required of 

graduates of AQF qualifications to demonstrate that achievement for example, 

AQF Level 1 has the lowest complexity and AQF Level 10 has the highest 

complexity. Higher education awards include those at AQF Levels 7−10. 

Bachelor’s degree (AQF Level 7) – is a program typically equivalent to 

three or more years of full-time study designed to qualify graduates with 

learning outcomes (knowledge, skills, and application) that provide 

broad and coherent knowledge and skills for professional work and/or 

for their learning. 

Beginning-of-year – refers to the data collection point that occurred 

following the TP1 census date at the end of teaching week four of a 

trimester. 
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Co-curricular/non-curricular activity – any activity, program or 

learning experience that is undertaken by a student and that does not 

contribute to gaining credit towards a qualification. 

Credit point – Refers to the academic value of a course. This term is used to 

provide respondents with a guide to the amount of work a course may entail; 

indicate a student's enrolment load; define the requirements for an award of the 

University; quantify recognition of prior learning; and indicate the amount of 

work a student has successfully completed towards an award of the University. 

A typical course CP at Griffith University is 10CP and requires approximately 

150 hours (h) of work. This work includes all forms of teaching contact, 

assessment tasks and private study for an ‘average’ student with 80CP of 

coursework considered to be a full-time load per year. A bachelor degree 

program of study in Australia typically requires the successful completion of 

240CP.  

Course – a is a component of a qualification, normally undertaken over a single 

semester (12−13 weeks), in which a student enrols and on completion of which 

the student is awarded a grade. Depending on the country of reference a 

course is also known as a module, unit, subject or elective. 

End-of-Year – refers to data collected at the end of the second academic year. 

Grade Point Average – is the simple numerical index used to 

summarise the student’s academic performance in a single teaching 

period (semester GPA), or cumulative career (overall GPA). At the 

institute where the study was conducted GPA can be a maximum of 

seven. 
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Lived Experience – the way in which people experience and thus make 

meaning of a particular phenomenon. 

Learning Outcomes – are the expression of the set of knowledge, skills 

and the application of the knowledge and skills a student has acquired 

and is able to demonstrate because of learning, in a course, program of 

study. 

Middle-of-Year – refers to a time point where data was collected in the middle 

of the second academic year of program. 

Postgraduate – A postgraduate program that could include bachelor honours, 

graduate certificate, graduate diploma, master degree, research master or 

research doctorate. Dependent on the program, studies are at AQF Levels 

8−10.  

Program of study – A program is an approved course of study leading to an 

award of the University. A student is admitted to a program, and on successful 

completion of all program requirements is awarded the degree to which the 

program relates. Depending on the country of reference a program is also 

known as a course. For the purposes of this study a program refers to the 

bachelor degree (an undergraduate program of study) as defined by a Level 7 

qualification in the AQF. Examples within the current literature may also refer to 

a program of study as a course. 

Program requirements – The set of academic requirements which need to be 

attained for the award associated with the program to be conferred by the 

University. 
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Second academic year – The suite of recommended courses to be completed 

during the second academic year within the three-year academic program of a 

bachelor degree. 

Successful completion of course – respondents have received a passing 

grade of or better for each course. 

Undergraduate – A program of study conducted at AQF Levels 5−7. 

Teaching Period – a major period of university academic course enrolment 

comprising of either a semester or trimester of course delivery and evaluation 

over 16 weeks (semester) or 15 weeks (trimester). 

Tertiary student – A person who has an active enrolment status in a course 

and/or program of study at a registered higher education institution. 

Transition – being “the process or period of changing from one state or 

condition to another.” (Oxford University Press, 2020c).  
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1 Introduction 

This chapter outlines the core problem addressed by the study and the context 

and contribution that the study makes. In addition, it provides the rationale for 

the methodological approach and identifies the limitations. 

1.1 Background 

The second-year undergraduate experience is a field recently described as 

being in its infancy (Schreiner, Schaller, & Young, 2018) despite initial recorded 

descriptions of challenges dating from last century (Freedman, 1956). Minimal 

research has been conducted in the area. Of the research that has been 

undertaken over the past 20 years it has primarily occurred in the United States 

of America (USA) with one major study in the United Kingdom (UK). 

1.1.1 Indicators of Student Success 

The perspectives of two key stakeholders for student experience, those being 

respondents and the institutions where undergraduate studies occur, can be 

very different with regards to indicators of successful student experiences. For 

universities, funding and reporting are typically associated with student retention 

and progression. Conversely for students, the metrics are very individual and 

while progression and completion are also ultimate goals, student perception of 

successful accomplishment of these is highly variable. 

1.1.2 Expectations of Student Experience 

Student expectations of their tertiary education are important in enabling 

successful transition, progression, and completion of undergraduate programs 

of study. Understanding and valuing the impact of these student expectations is 
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an important factor in ensuring that there is not a misalignment of student and 

university expectations with regards to provision of program of study elements, 

experiences associated with the program of study and the level of support 

afforded to respondents.  

There is currently limited understanding about expectations of students in their 

second academic year of their program of study. Some literary suggestions 

encourage seeking to develop a better understanding of this contributor to 

student experience. Furthermore, there has been advocacy for explicit shared 

vision between academic staff and students as to successful navigation for 

positive outcomes. In doing so this could reduce poor lived experience and 

hypothetically the likelihood of attrition in this cohort. 

1.2 Statement of the Problem 

There are several problematic aspects of second-year student experience this 

study aims to address. In the dialogue associated with the progression of 

students through undergraduate programs of study, our understanding of 

student experiences of the second academic year is restricted due to the 

developing nature of the field and the limited available information.  

Challenge surrounds the definition of a second-year student which is dependent 

on the exploratory lens and thus a lack of common understanding of whom we 

refer when we speak about second-year respondents and their experiences of 

tertiary study (Gahagan & Hunter, 2006; Kawczynski, 2009; Milsom & Yorke, 

2014). Many studies also fail to define their cohort of interest beyond using the 

descriptor ‘sophomore’, making comparison difficult. 
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There is a paucity of information pertaining to most traditional second-year 

Science, Technology, Engineering and Mathematics (STEM) undergraduates; 

the exception being engineering. Seminal studies that have evaluated whole 

program of study or university studies incorporate some STEM program 

experiences though do not necessarily report against the individual discipline of 

science (Juillerat, 2000; Milsom, Stewart, Yorke, & Zaitseva, 2014). Subsequent 

STEM-related works tend towards a microfocus evaluation of experience within 

individual subject offerings (Larsen 2013; Loughlin, Gregory, Harrison, & Lodge, 

2013; McBurnie, Campbell, & West, 2012; Sweeder & Strong, 2012). 

Furthermore, reported experiences pertain primarily to the disciplines of 

engineering and computer sciences or health, such as psychology and nursing, 

rather than a focus on science disciplines such as biosciences, chemistry, 

physics or mathematics. Thus, a gap in our understanding of second-year 

science undergraduate student experience exists. 

Further to this, there is a paucity of knowledge or student voice, specifically 

associated with second-year students in the science discipline or geographically 

from the southern hemisphere.  

The perspective from which the literature explores this topic currently provides 

an inadequate and theoretically biased understanding of the student lived 

experience transitioning through the second year of undergraduate programs of 

study. Information is primarily drawn from university support service providers 

encompassing student services and administration, accommodation, and 

finance or from evaluation of non-curricular programs in the United States of 

America. A second major source of information comes from a recent spate of 
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postgraduate theses, also primarily from the USA where the various foci leave 

academic aspects of experience relatively unexplored. 

Together these challenges mean that our understanding of the lived experience 

of studying in the second year of a science program of study in Australia is ill-

informed. Therefore, our capacity to effectively provision positive learning 

environments for a beneficial student experience that enables progression and 

success is constrained and efforts may be ineffectual due to lack of insight. 

International leaders in the field recently identified the crux of this problem as 

being one of “three key areas in need for further research and exploration” 

(Schreiner et al., 2018, p. 110). This will now be explored. 

1.3 Conceptual Framework for the Study 

There are three key aspects identified from the literature, thought to have a 

major impact on the experiences of second-year students and specifically for 

science discipline. Figure 1-1 outlines the three key aspects as (i), student 

factors (ii), institutional factors and (iii), external factors, with academic and non-

academic contributing elements. The combination of these and the 

opportunities associated with each colours the lived experience of individual 

students differently.  

Student factors for second-year students include personal aspects such as self-

efficacy, autonomy, academic security and learning capacity. Relationships are 

also critical in second year with the development of a sense of 

purpose/direction/identity, and a sense of connection and belonging of key 

significance. Student wellbeing, particularly associated with physical and mental 

health and the mindset approach are also influential. Institutional factors include 
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the academic program of study and the curriculum, with specific identification of 

workload requirements and science discipline nuances. In addition, campus 

Figure 1-1 Conceptual framework of factors influencing the lived experience of 
the second academic year of programs of study. 

 

environment contributes to a sense of belonging. Support services, academic 

support and career advising have also been identified as key institutional 

contributors to the experiences of second-year students. External factors of 

relevance to second-year students include financial pressures and their housing 

arrangements.  

Current studies on lived experience of second-year undergraduates tend 

towards aspects of non-academic experiences, such as student developmental 

changes, support provisions like mentoring and development of self-efficacy. 

The limited empirical data available is primarily linked to the impact on 
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academic outcomes along with student retention and progression. This focus 

aligns more with institutional metrics of student success and provides evidence 

towards the development of holistic second-year experiences that create 

positive outcomes for all stakeholders. 

While there is an understanding that these factors are important, some areas 

lack expansive detail or comprehension as to how the three factors contribute to 

the lived academic experience of second-year science students in Australia. 

1.4 Purpose of the Study 

The study sought to provide a voice to students in the second academic year of 

their program of science study at one Australian university. It explored student 

expectations and perceptions of elements associated with the second academic 

year of a program of science study and key influences of that experience in 

alignment with literary recommendations regarding “the experienced curriculum” 

(Billett, 2006).  

The study further sought to contribute to a current knowledge gap that exists in 

the field of second-year student lived experience using the following definition of 

a second-year student : A tertiary student currently enrolled in their first 

bachelor’s program of tertiary study who has progressed into their second-year 

of academic work regardless of where their first year of academic program work 

was completed. Each student must have successfully completed a minimum of 

75% of first year program-related coursework requirements. 
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1.5 Research Questions 

The overarching research question explored ‘What is the lived experience of 

tertiary science programs of study by respondents in the second academic year 

of their program?’ Three key sub-questions were developed to explore the 

context of the lived experience for this study, as follows: 

1. what are student expectations of tertiary science programs of study 

requirements in second year? 

2. how do academic experience factors influence the respondents’ overall 

experience of a second-year tertiary academic science programs of study? 

3. how do non-academic experience factors influence the respondents’ overall 

experience of a second-year tertiary science programs of study? 

1.6 Procedures 

The research used the phenomenological principles of (i), that the research 

remains discovery orientated, (ii), methods adopted arise out of the data and 

are responsive to the phenomena and that (iii), the researcher is required to 

engage in a reflexive, dialectical analysis of the data (Finlay, 1999) to describe 

the lived experience of undergraduate respondents completing their second 

academic year of science programs of study. As the primary researcher taught 

some of the respondents involved in the study, the analysis could not be 

completed with an entirely detached viewpoint. Therefore, the study took an 

existential phenomenological approach, using a combination of the 

phenomenological method combined with the importance of understanding 

people in their existential environment. The research applied phenomenological 

inquiry in an iterative reduction of the student voice to develop an understanding 
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of the lived experience with a focus on the lived time (temporality) and lived 

human relations (relationality) described by van Manen (1990).  

The methodology followed an embedded mixed methods design (Creswell, 

2013; Given, 2008). It included a combination of quantitative and qualitative 

analysis of student expectations of their experiences and then a short term 

longitudinal comparison of how these experiences are borne out midway 

through and at the end of the students’ second academic year in their science 

program of study. The rationale for this approach was to provide methodological 

triangulation between multiple data collection research strategies and improve 

the validity of the findings (Merriam, 2014).  

Two surveys were developed to evaluate student expectations and reflections 

of their second-year lived experience. The surveys were informed by the 

literature and designed to address the research questions. The survey tools 

were both tested during a pilot study as part of Phase A of the research project, 

in 2015. Phases B and C used a refined version of these two surveys for data 

collection in 2016 and 2017. 

Participants were selected via a convenience sample of those who fulfilled the 

criteria for a second-year student. In addition, they were required to be engaged 

in studying core science subjects such as biology, chemistry, mathematics and 

physics and to be enrolled full-time. They were invited to complete surveys 

either online or in person under ethically approved conditions. 

Quantitative data was collected through multiple choice and Likert-type 

questions in an online survey format. Qualitative data was collected from open 

answer survey questions from both online and in-person hard copy distribution 

to capture a broader audience. 
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The combination of methodologies reduced the possible disadvantages of using 

a purely qualitative analysis, such as researcher bias, lack of generalisability of 

data and difficulties with reliability and validity. Collected data was analysed 

using an adaptation of interpretative phenomenological analysis (Pietkiewicz, 

2014; Smith, 2015; Smith, Flowers, & Larkin, 2009). 

1.6.1 Scope and Delineations 

The exploration of respondents’ lived experience during their second academic 

year of a traditional science-based program of study was considered a 

delimitation due to the identification of the boundaries or limits of the research 

(Cresswell, 2006). In this context a traditional science student was one who was 

studying advanced levels of what are recognised core science subjects such as 

biology, chemistry, mathematics, and physics. They are not to be confused with 

allied health sciences or psychology programs of study where science subjects 

typically comprise of foundational components of a health-based programs of 

study. Specifically, for this study, the science students were enrolled in a 

Bachelor of Science, Bachelor of Biomedical Science, Bachelor of Medical 

Science or Bachelor of Forensic Science programs of study. A second-year 

science student will be identified as per the definition provided above. A further 

delineation was the collation of data from respondents from the two campuses 

at which these programs of study were offered.  

1.6.2 Limitations of the Findings 

This study had numerous strengths and some limitations that were tempered in 

a variety of ways. The implementation of a mixed methodology overcomes 

some of the limitations that occur when using qualitative or quantitative 

research alone. Triangulation of data at various time points within the second 
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year and across multiple cohorts also strengthens the study findings thus 

enabling a broader perspective and context to the research. 

Demographic data collection commonly includes sampling weights such as age, 

gender and race. This posed some limitation to the study findings relative to 

these parameters. However, given the concern regarding the arbitrary nature of 

sampling weights (Winship & Radbill, 1994) they were not included in this study. 

While this did limit the generalisability of the study it did so no more than the 

qualitative data gathered.  

Another limitation was that some respondents (BMedSc) who participated in the 

study were atypical or performed at a level that differed from that of the typical 

Australian second-year science student. Without using a recognisable 

participation selection criterion there was a risk that responses provided a 

skewed opinion due to the lack of a heterogeneous population. However, the 

ability to implement more stringent sampling methods such as criterion 

sampling were not a viable option for this study. This factor could also be 

construed as a strength of the study as a large proportion of respondents fell 

into a high-achieving category. It has been noted that often those at the 

extremes of the engagement scale are found to participate in research project 

activities (Harzing, Brown, Köster & Zhao, 2012) providing an interesting 

perspective on the student experiences of academic science programs from 

each end of the educational spectrum. 

A further limitation of the study was the breadth of science respondents 

included. Although there was a richness of data collected, it did emanate from 

two faculties (Science and Health) within a single university and research 

outcomes may not be transferrable to other faculties or universities. However, 
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this was tempered by the collection of data from two different campuses within 

the two faculties, and that data was collected from students studying science 

courses  

1.7 Significance of the Study 

Previous studies have taken a whole of institute view or microfocus on 

individual courses leaving a major gap in a holistic comprehension of second 

year. Furthermore, the combined experiences associated with studying 

concurrent courses during a full-time semester or year have not been reported. 

This was significant as without clear understanding of the highlights and 

challenges students may experience across their second academic year of 

program, it becomes difficult to effectively nurture positive student experiences 

and maximise beneficial outcomes for all stakeholders. 

In the USA, a steadily increasing proportion of second-year students (up to a 

third in 2017) have been reported to be barely surviving this academic year 

(Schreiner & Young, 2017 cited in Schreiner 2018) and are experiencing a 

negative lived experience referred to as ‘sophomore slump’ (Fox, 2014; Hunter, 

Tobolowsky, & Gardener, 2010; Lemons & Richmond, 1987; Schreiner & 

Pattengale, 2000). There is a larger body of collective data on supportive 

intervention programs for the prevention of ‘sophomore slump’ (Gahagan, 2009; 

Kim-Lee, 2017; Provencher & Kassel, 2017; Schaller, 2018; Schreiner & 

Tobolowsky, 2018). While the slump phenomenon encompasses conceivable 

challenges involving social, academic, and personal self, research on the 

phenomenon tends towards exploration of the social and personal aspects with 

little focus on the academic experiences of these respondents. Equally pertinent 
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to this study was the understanding that while a few studies, about courses1 

(Larsen 2013; Loughlin et al., 2013; Sweeder & Strong, 2012), looked 

specifically at or described the experiences of second-year science students 

there exists few reports that include a strong student voice (Hill & Tinker, 2018; 

Juillerat, 2000; Quinlivan, 2010; Schaller, 2000).  

Recent calls have made recommendations for more research into a holistic view 

of respondents in their second year of university and that these investigations 

should encompass both breadth (multiple sources of information both academic 

and non-academic) and depth (exploration of the impact of these aspects) of 

study (Gardner, Tobolowsky, & Hunter, 2010; Noel-Levitz, 2013; Schreiner et 

al., 2018; Walsh, 2013; Young, 2018). 

In combination with our emerging understanding previously described, these 

recommendations support the exploration of the second-year student lived 

experience within traditional science programs of study at an Australian 

university.  

Evidence reported in this study endeavoured to deepen current understandings 

of second-year science undergraduate lived experience, specifically pertaining 

to factors that influence academic experiences. The study provided an 

Australian context for which there was minimal current evidence available in 

general or regarding the science aspects of STEM areas. It utilised a 

phenomenological approach to evaluate the students’ voice regarding their lived 

experience within science academic programs. It achieved this by providing 

eligible students the opportunity to share their perspectives of second academic 

 

1 Courses as defined in Section 1.6 
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year of program in a scholarly rigorous and reliable manner to gain insights on 

student expectations. The students also described how various elements of 

both university and personal life impact on student lived experience as they 

transition through this academic year of program. The study also provided clear 

definition of the second-year cohort and a more rigorous methodology by which 

to expand current understandings.  

1.8 Organisation of the Study 

This research study evaluated the lived experience of second-year students in a 

science program of study at an Australian public university. It utilised a pilot 

study in 2015 and then followed the experiences of students in 2016 and 2017 

at three time points during their second academic year.  

1.8.1 Chapter 1 

This chapter outlines the core problem addressed, the context and contribution 

by the study. In addition, it provides the rationale for the methodological 

approach and identifies the limitations. 

1.8.2 Chapter 2 

This chapter provides a synopsis and critical evaluation of the current literature 

pertaining to the research study. 

1.8.3 Chapter 3 

Chapter 3 provides the methodological context and approach implemented for 

the research study. 
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1.8.4 Chapter 4 

This chapter presents the findings from Survey 1: Expectations Survey from 

second-year science respondents. It provides discussion regarding the impact 

of prior experiences and how respondents anticipate this academic year to 

progress. This chapter addresses research sub-question 1 and contextualises 

Chapter 5. 

1.8.5 Chapter 5 

Chapter 5 presents the findings from the lived experience of respondents as 

they reflect on their experiences across the second academic year of science 

programs. Reflections occurred following census in first semester of second 

year, at the middle-of-year point and end-of-year time points. This chapter 

addresses research sub-questions 2 and 3 and provides some contextualisation 

regarding research sub-question 1. Three key themes regarding transition 

through experiences were identified that are highly influential to how a 

respondents’ lived experience transpires. 

1.8.6 Chapter 6 

This chapter concludes the thesis by summarising the salient findings of the 

study. It also provides recommendations for future practice-focused actions and 

highlights further research opportunities. 
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2 Literature Review 

2.1 Overview 

This chapter provides a critical review of the literature related to second-year 

undergraduate student experiences contextualised in the contemporary higher 

education context. The review draws from a collection of works of varying 

sources and includes a mix of peer-reviewed journal articles, doctoral and 

master theses, books, conference papers and reports during the period 

1999−June 2019, obtained from searches in databases including Google 

Scholar, A+ Education, Education Database, ERIC (via ProQuest), SAGE 

Journals Online, Taylor & Francis Journals, PsycINFO (via Ovid), Scopus, and 

Web of Science (via Clarivate Analytics). Key words utilised to demarcate 

relevant sources included: student experience, sophomore, second year, 

undergraduate, expectations, perceptions, higher education, tertiary, science, 

STEM, academic, non-academic, lived experience and various combinations 

thereof. Exclusionary word combinations such as ‘high school’ were also utilised 

when searching in databases. 

The literature search revealed that the knowledge surrounding second-year 

student experience is nascent in nature, with the majority published within the 

past 10 years. The literature highlights that there are several major works of 

relevance to this research study. Interest in the second year is attributed to the 

seminal discussion by Freedman (1956), which initially highlighted the differing 

experience of second-year students and coining of the phrase “sophomore 

slump” to describe the unique experiences that second-year students may 

have. These experiences include the lack of motivation to cope with elevated 
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workloads, reduced support, underdeveloped sense of purpose and feelings of 

disconnection both academically and socially. Other seminal pieces regarding 

second-year experiences include the American National Resource Center for 

First Year Experience and Students in Transition Monographs – Visible 

solutions for invisible students: Helping sophomores succeed (Schreiner & 

Pattengale, 2000), Shedding light on sophomores: An exploration of the second 

college year (Tobolowsky & Cox, 2007) and Helping Sophomores Succeed: 

understanding and improving the second-year experience (Hunter, Tobolowsky 

& Pattengale, 2010). Further highly cited and influential pieces include Margolis 

(1976), Lemons and Richmond (1987), Wilder (1993), Graunke and Woosley 

(2005), Pascarella and Terenzini (2005), Gump (2007), Gahagan and Hunter 

(2006, 2008), Tobolowsky (2008), along with the summary of sophomore 

experience in the USA (Noel-Levitz, 2013). Adding to this body of work is the 

release of the most current USA experiences in Sophomore Success: Making 

the most of the second-year (Schreiner, 2018). The literature described above 

hails from the American continent. Key recent contribution to international 

understanding of second-year experience comes from the publications from a 

three-year study at University of John Moore Liverpool (JMLU) in Stepping up to 

the second-year at university: academic, psychological and social dimensions 

(Milsom et al., 2014). Across the past 20 years there has been an escalation in 

the number of doctoral (philosophy and education) and master theses exploring 

mostly non-academic aspects of second-year undergraduate experiences, thus 

providing minimal indicators relative to this current study. Any similarities 

between Australian students and their international peers within the scope of 

second-year studies remain to be identified that this current study. 
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Currently, in Australia there is little known about the experiences of second-year 

students except for a few sporadic, course-level focused studies (Gregory & 

McDonnell, 2012; Harrison, 2007; Logan & Cox, 2015; Loughlin et al., 2013; 

McBurnie et al., 2012; Tower, Eddie, Bernadette, & Catherine, 2015). 

Using an inductive thematic analysis approach (Braun & Clarke, 2006) and 

codification of the relevant literature utilising NVivo (Bandara, Furtmueller, 

Gorbacheva, Miskon, & Beekhuyzen, 2015), four key thematic areas were 

identified which contribute to overall second-year experiences of undergraduate 

programs of study. These are academic, institutional, developmental and 

enrichment-associated elements. In the current study, the context of these 

themes requires framing relative to higher education in the 21st century, along 

with a developed understanding around student expectations relative to 

experiences and how these are determined to be successful and of a 

satisfactory nature. Figure 2-1 provides an overview of where each of these 

contextual factors will be discussed and how they contribute to a better 

understanding of the lived experience of second-year students, and how they 

inform this research study. 

2.1.1 Historical Higher Education Sector Context 

Several key historical factors have led to the status of the higher education 

sector, particularly in the past decade. These factors include globalisation, 

massification and technological advances which contribute to how students 

currently experience undergraduate programs of study. The rise of globalisation 

of higher education was initiated by policy like the Bologna Declaration 

(Bologna Process Committee,1999) but has become internationally diffuse with 
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Figure 2-1 Overview of how different parts of the literature contribute to 
understanding of the lived experience of second-year students. 

 

 students becoming increasingly mobile. Many universities, particularly in the 

developed world, are seeking to elevate the proportion of international student 

enrolments and to establish both global physical and digital campus footprints 

allowing further internationalisation of student populations (Altbach, 2015; 

Altbach, Reisberg, & Rumbley, 2010; Henry, Pagano, J., & Wilson, 2014; van 

der Wende, 2017). Australian university international numbers sit at 

approximately one-quarter of the student population with a focus primarily on 

commerce-related programs along with lower proportions in engineering, 

humanities, health and information technology (Norton & Cakitaki, 2016). In-

bound mobility to Australia is largely from China, Korea and India (Varghese, 

2018), although the COVID-19 pandemic of 2020 has caused major disruption 

to this. 

Following the implementation of the recommendations outlined in the Bradley 

Report (Bradley, Noonan, Nugent, & Scales, 2008) to phase in demand-driven 
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funding, Australian higher education providers are primarily entering a stage if 

massification (Varghese, 2018). This development is supported by the 

uncapping of undergraduate student numbers in public universities (Norton & 

Cakitaki, 2016). In the science field of study, Norton (2016) identifies the high 

numbers of science undergraduates with poor graduate employment outcomes 

without further postgraduate education. Equally important is the change to 

staff/student ratios and the broad diversity of students now entering higher 

education. 

Technological advances have led to changes in the delivery modalities in higher 

education. Experiences now trend towards blended and online delivery, such as 

the provision of video-based learning, with the advent of the digital campus. 

Incorporation too of immersive learning strategies through augmented and 

virtual reality, and the influence of the Internet of Things innovations is changing 

how higher education is delivered (Becker et al., 2017; Darlo Higher Education, 

2018). These influences have critical impact on how students experience 

learning in higher education. 

For each of these areas of quality education, the student experience, as well as 

meeting demand in niche subject areas, have been highlighted as deciding 

success factors (British Council, 2012). As such, there is a heightened 

emphasis surrounding positive and beneficial experiences for higher education 

students.  

2.2 Indicators of Success 

Universities appreciate student achievement and long-term outcomes which 

provide evidence of valued student development. Typically, as in the public 
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university sector, funding and reporting are tied to student retention and 

progression. In contrast, how students measure success can be highly variable. 

Kuh (2017, pp. 9) summarised student success as “an undergraduate 

experience marked by academic achievement, engagement in educationally 

purposeful activities, satisfaction, persistence, attainment of educational 

objectives and acquisition of desired learning outcomes that prepare one to live 

an economically self-sufficient, civically responsible and rewarding life.” The 

concept of success in higher education is from an individuals’ perspective and 

can significantly vary. For example, graduating with a pass degree compared to 

graduating first in class with honours may both be considered highly successful 

by different individuals. Success has been reported to be dependent on factors 

including institutional type, nature and mission, the student population and 

individual student’s measure of success indicators (Latorre, 2007). Thus, one 

student’s criteria will be very different to the next because personal 

development and learning start at different levels and are achieved with differing 

levels of commitment and expected outcomes. 

2.2.1 Institutional Provider Indicators 

Higher education providers fall into two main categories, university, and non-

university, which can be self-accrediting or non-self-accrediting in nature. In 

Australia, to be considered a university, the provider must be active in research 

across at least three broad fields of study and are distinguished by undertaking 

a combination of research and teaching (Norton & Cakitaki, 2016). In higher 

education, the indicators of success are data-driven and associated with 

student outcomes. A recent UK report indicated that the five most important 

indicators were those attributed to job prospects, National Student Survey data, 
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completion rates, retention rates and value-added “(measure of distance 

between entry and final qualifications)” (Pollard et al., 2013, p.15). The Higher 

Education Funding Council for England has mandatory institutional indicators 

and benchmarks with five of the six areas associated with successful student 

progression (Breakwell & Tytherleigh, 2010). In Australia, the Tertiary Education 

Quality and Standards Agency (TEQSA) evaluate university student outcomes 

in alignment with the Higher Education Standards Framework (TEQSA, 2015) to 

ensure program quality and benchmarking standards are maintained. Success 

metrics from the framework recognise student participation and attainment, 

learning environment, teaching, research and research training, institutional 

quality assurance, governance and accountability, representation, information, 

and information management. The latter two indicators may have a less obvious 

direct influence on student experience. While not all indicators for institutions 

are directly associated with student personal success many of them are 

inherently linked directly back to student experiences. Prosser and Trigwell 

(1999) also argue that student perceptions of many of these factors are central 

to the quality of student learning that can occur. So, while both students and 

institutions value program progression, institutional provision is not the sole 

contributor to student success in higher education.  

2.2.2 Student Indicators 

There are two broad measures of a student’s experience of higher education. 

One being clear metrics associated with retention and progression, measured 

by universities. The other is the determination of a successful overall outcome 

for each individual which may be highly variable in nature. Coates, Kelly, and 

Naylor (2016) describe a much clearer overview of contributing elements. 
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These measures of success encompass three core elements: student views, 

student outcomes and student support. Within these areas, lie nine sub-

measures (Figure 2-2) that provide fuller context and scope to the whole 

student experience. 

Figure 2-2 The nine measures of student success. 

Adapted from Coates et al, 2016  

These elements can be used as a framework for dialogue around student 

experience and provide a focus for collecting evidence of beneficial student 

outcomes. In the same way, they correlate to the student experience model 

proposed by Benckendorff, Ruhanen, and Scott (2009) (Figure 2-3).  

In this framework we see student factors forming one of several key influences 

of student experience affecting student outcomes. In addition, it should be noted 

that the other factors (sectoral, external, and institutional) that influence the 

student experience are not within the students’ control and are not directly 

associated with curriculum and learning experiences. An important difference to 

institutional indicators is that the measures of success do not necessarily align 

with retention to a specific university. Furthermore, while achievement (linked to 

progression) is certainly a valued factor influencing student outcomes it is just 

one element as to whether 
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Figure 2-3 A conceptual framework for understanding the factors that influence 
the student experience. 

Note: Reprinted from Deconstructing the student experience (p. 85), by P.J. 
Beckendorff, L.  Ruhanen & N. Scott 2009, Elsevier. Copyright 2009 by 
Elsevier. Reprinted with permission. 

 

a student perceives that they have had a successful experience of higher 

education. 

As this study has a focus on lived experience, the framework is well suited to 

assisting in further understanding the context and influence of student 

experience that contributes to a successful higher education outcome. Sections 

of the framework are seen to match with the three key areas described in the 

conceptual framework (Figure 1-1) associated with second-year student lived 

experience.  

The recent work on the undergraduate experience in general (Felten et al., 

2016; Temple, Callender, Grove, & Kersh, 2014) and specifically second year 



 

Page | 48  

The lived experience of second-year science academic programs of study students at a public Australian university. 

(Hill & Tinker, 2018; Hunter et al., 2010; Milsom et al., 2014; Schreiner, 2018; 

Schreiner et al., 2018) highlight how the above frameworks identify five key 

areas for student experience. These are: relationships, expectations, alignment, 

improvement, and leadership. Understanding student expectations and 

responding or framing them appropriately is key to all other experiences.  

Another point evident in this dialogue is that success indicators and what 

influences them are very different depending on which stakeholder view is 

taken. For this study it is the student’s view that is of key importance. 

2.3 Who Are the Students of Interest? 

2.3.1 Defining the Second Undergraduate Year 

While there exists a range of exploration around transition into and through first 

year there is a distinct lack of evaluation of subsequent academic years. For 

this study, second-year (commonly referred to as sophomores in USA literature) 

students form the student cohort of interest. The literature is divided in 

interpretation of the definition of a second-year university student with 

agreeance being both difficult to specify and define, and frequently not included 

in reports. This leads to difficulties in interpreting relevance of findings regarding 

which students have been included in studies (Gahagan & Hunter, 2006; 

Kawczynski, 2009; Milsom et al., 2014). The problem with defining the second 

year has been raised previously by Kawczynski (2009) but was succinctly 

spelled out by Milsom and Yorke (2014, p. 14), that is: 

the second-year is left relatively undefined as, in a three-year undergraduate 

degree programme, it is sandwiched between the first and final years, both of 

which are more commonly understood.  
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Nevertheless, the second year forms a critical transition between the initial and 

final years − it is influential for successful student progression (Coghlan, Fowler, 

& Messel, 2009; Evenbeck & Hamilton, 2010; Gahagan & Hunter, 2008; 

Schreiner, 2010a) and is currently the least well understood phase of 

undergraduate study experiences. 

The ability to effectively compare works presents a challenge due to the lack of 

definition, and it is difficult to understand whether cohorts are indeed 

comparable. To mitigate this concern, literature where alternative definitions of 

this cohort were identified were not included in further discussion relative to this 

study.  

There is also a combination of definitions frequently cited that defines students 

within a year of program or attendance: 

The student who has completed at least two full-time semesters of three full-time 

quarters of college course work. (Schaller, 2000, p.4) 

First-time, full-time students who have progressed into their second-year on 

campus (Gahagan & Hunter, 2008, p. 45)  

Traditional aged student in his or her second-year of college regardless of credits 

earned (Kawczynski, 2009, p. 2) 

Traditional-age first-time, full-time college student who persisted into the second-

year of academic work (Walsh, 2013, p. 19) 

‘Traditional age’ is defined here as a student who completed high school and 

matriculated directly into the first year of university. The age range for the 

traditional-age college student is 17−22 (Pascarella & Terenzini, 2005). 
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This type of definition is more frequently seen in the USA where most of the 

relevant texts have been published in the past ten years. It excludes any non-

school leavers, part-time enrolled or students who have transferred from 

another program of study. An alternative definition is not study-program centric 

but rather looks at the number of years of attendance (Pruett, 2011) within the 

higher education system and generally refers to students in their ‘sophomore’ 

year as: 

[a]n undergraduate student who is in their second-year of college - regardless of 

where they completed their first year or the academic level of the degree program 

they are enrolled in. (Heier, 2012, p. 4) 

An inherent problem with this definition is the level of implicit assumption 

referring only to ‘the sophomore’ (second-year) group of students without further 

contextualisation. Furthermore, this research focuses primarily on student 

services rather than academic progression or outcomes and the breadth of this 

student cohort is wide. Students could be enrolled in first-, second- or third-year 

courses within a program of study dependent on their prior experience in their 

first year of university. Recent concerns have been raised in discussion by an 

eminent sophomore researcher, who now questions the validity of the former 

definition (Gardner, 2015). Publications using this definition were not included in 

further discussion as they are unable to evaluate student experiences relative to 

the academic year level of a program of study. In addition, some works have 

further limited their scope to only traditional-age students (Kawczynski, 2009; 

Pruett, 2011; Schaller, 2007; Walsh, 2013), those between the ages of 17 and 

22 (Pascarella & Terenzini, 2005). Although this is helpful to discussion it fails to 
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recognise the experiences of non-traditional age students such as non-school 

leavers following alternative pathways into higher education. 

When looking at the student experience with regards to an academic program 

of study, the term ‘second-year’ requires explicit definition for which student 

experience is being evaluated to facilitate the development of targeted effective 

support programs.  

Some studies identify participants based on the number of accumulated credits 

before the Fall semester (the start of second-year in northern hemisphere 

institutions) (Holloway 2013; Sanchez-Leguelinel, 2008) which is helpful but 

limited in the lack of contextualisation of the total number of credits required for 

a complete program of study which can be highly variable between institutions, 

let alone countries. However, defining second year solely by credit achieved 

can be a study limitation as some students earn prior credit from advanced 

standing during prior studies that would classify them as a second-year student 

during their first academic year of program (Gahagan & Hunter, 2006). 

Alternatively, some studies identified a mixed cohort enrolled in second 

academic year-level courses (Gohn, Swartz, & Donnelly, 2001; Kawczynski, 

2009; Thompson et al., 2013). In addition, there exist a number of studies 

conducted with smaller cohorts where second-year students were identified 

within a core second-year course in the biosciences (Creech & Sweeder, 2012; 

Loughlin et al., 2013; Marshall, 2009; McBurnie et al., 2012; Scott & Cashmore, 

2012; Sweeder & Strong, 2012), medicine/nursing (Ivins, 2013; Newland & 

Woelfl, 1992), health (Sharpnack & Madigan, 2012; Tower et al., 2015), 

engineering (Blanes, Minguez, Morano, Rosello, & Sanchez Ruiz, 2014; 

Ebrahimia, Buckleya, Trauth-Nareb, & Higginsona, 2016; Menezes et al., 2015; 



 

Page | 52  

The lived experience of second-year science academic programs of study students at a public Australian university. 

Nagel, 2014; Pierrakos et al., 2013), law (Sanchez-Leguelinel, 2008), education 

(Gump, 2007) and psychology (Ayres & Guilfoyle, 2008; Maunder, Cunliffe, 

Galvin, Mjali, & Rogers, 2013; Quinlivan, 2010). 

The previous definitions of second-year students have been narrow and 

theoretically exclude a significant proportion of students in the programs of 

study that are considered in the present study. Much of the current experience 

research for this group has been conducted in the USA, where the focus has 

been primarily on university-provisioned student services and student retention 

through qualitative evaluation rather than academic aspects of the experience. 

In Australia, the implementation of the Bradley Report into Higher Education in 

Australia (Bradley et al., 2008) has encouraged an increase in the number of 

non-traditional students enrolled in higher education institutions over the last 20 

years. These include many who do not fit the general definition of a traditional-

aged student being one who has completed high school and matriculated 

directly into first year university.  

As the focus of this study is the lived experience of science students throughout 

the second year of their academic program of study, it is important to define the 

context of science and the cohort of students studied. 

2.3.2 Science Students 

Science is “the intellectual and practical activity encompassing the systematic 

study of the structure and behaviour of the physical and natural world through 

observation and experiment” (Oxford University Press, 2020b). It is a broad 

discipline that can include everything from traditional pure science subjects and 

broader STEM subjects through to a breadth of allied health sciences and 

psychology. The scope of science students for this study will be limited to 
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students for whom the core of their program of study includes traditional science 

subdisciplines of biology, chemistry, physics, and mathematics that comprise 

the S and M in STEM. 

2.4 Expectations 

Over the past 20 years there has been a developing body of evidence that 

indicates student expectations of tertiary education are important in enabling a 

successful assimilation, progression and graduation. 

2.4.1 Student Experience Expectations 

Internalised student perceptions of higher education are shaped by their 

previous cultural experiences and lead to the formation of specific expectations 

(Maunder et al., 2013) associated with various aspects of student experience. 

Yet the realisation of expectations has been reported to have a significant effect 

on successful transition of students into and their engagement with first year of 

university (Nelson et al, 2008). Student expectations have been classified into 

four distinct categories: optimistic, prepared, fearful and complacent (Jackson, 

Pancer, Pratt, & Hunsberger, 2000). The impact of expectations affects 

students’ levels of self-efficacy, re-enforcement of their value of success, 

performance, and outcomes (Shastri, 1993). Therefore, understanding students’ 

expectations is important for increasing student learning and success along with 

student satisfaction of experiences of higher education (Schmitt, Badawy, et al., 

2013; Schmitt, Larsen, et al., 2013). Student goals, aspirations and beliefs and 

how they transpire are pivotal to how students undertake learning activities, with 

sense of self-identity being reported (Vardi, 2013) to be a key influence in 

developing autonomy. 
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2.4.2 Mismatched Expectations 

Where there is a mismatch between student expectations of the university and 

university expectations of students, challenges can arise. Changes in the utility 

of higher education have led to changes in the expectations and values of 

university students. Where previously core outcomes had included the learning 

and sharing of content knowledge, the shift now includes demonstrated skills 

and capabilities that are career-successful (Pearson & Chatterjee, 2004). 

Moreover, the changing student expectations of university with regards to the 

nature of skills and knowledge associated with academic programs (Longden, 

2007) can have a negative impact on student completion rates. Longden (2007) 

found that disconnections exist between student and program expectations. 

This shift adds to the mismatch between expectations and realities of the 

student experience that are multifaceted (Borghi, Mainardes, & Silva, 2016; 

Nelson, Kift, & Clarke, 2008) and include the level of support provided and 

contact time (Bates & Kaye, 2014). Together with Pearson and Chatterjee 

(2004), the Longden report identifies a widening gap between lecturer and 

student expectations leading to misunderstandings regarding the curriculum 

delivered by academics as opposed to what students expected and valued. 

Most studies have focused on first-year issues related to lack of academic 

preparation, academic culture (Noble & Henderson, 2011), social isolation, 

commitment, financial issues and understanding of relevance of materials 

contributing to student disconnection (Baik, Naylor, & Arkoudis, 2015; 

Brinkworth, McCann, Matthews, & Nordström, 2009; Crisp et al., 2009; James, 

Krause, & Jennings, 2010) and how these impact academic outcomes, 

experience and retention. In Australia alone, 30% of first-year students 

exhibited unrealistic expectations regarding academic work required to be 
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successful at university (Scutter, Palmer, Luzeckyj, Burke Da Silva, & 

Brinkworth, 2011). 

Academic staff often have difficulty in identifying and subsequently addressing 

student expectations (Borghi et al., 2016) due to the broad variation in students’ 

backgrounds, and experiences of education. One example was evidenced 

(Stewart-Lewis & Webb, 2009) with the misalignment between course design 

and student expectations around assessment workload, particularly associated 

with difficulty and time for completion. Another comes from the UK where 

student perceptions reported “it was impossible to put in the number of 

independent study hours that university expected” (Money et al., 2017, p. 6). 

This disconnect also exists at a whole-of-curriculum level (Lopez & Lopez, 

2014) and creates key issues for second-year students that affect autonomy, 

collaborations, assessment completion and progression (Hill & Tinker, 2018). 

Furthermore, given the understanding that first-year student experience 

requires a whole-of-institution approach for optimal student outcomes (Kift, 

2009), this is likely to also apply to subsequent year-level experiences. 

The risk that lies with misalignment of student and university/academic staff 

expectations can be far-reaching. Where students perceive high workloads and 

inappropriate assessment, they demonstrate a propensity towards surface 

learning approaches to study (Biggs & Tang, 2011; Kreber, 2003; Lizzio, 

Wilson, & Simons, 2002; Stewart-Lewis & Webb, 2009). A students’ learning 

pattern includes a combination of both cognitive processing strategies and 

metacognitive regulation strategies (Vermunt & Donche, 2017). While surface 

learning is an important first step towards deeper learning, its focus is on 

memorisation of facts, ideas, and content (Hattie, 2015) rather than connection 
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and application to alternative context. Student learning patterns have been 

shown to be associated with self-efficacy and academic success (Ferla, Valcke, 

& Schuyten, 2008; Wang & Kennedy-Phillips, 2013) and are impacted by 

whether a student is learning for understanding, reproduction or achievement 

(Cuthbert, 2005). A psychology study of undergraduate students, a quarter of 

whom were in second year, showed that a student’s perception of independent 

study and academic behavioural confidence can be used as a predictor of end 

of semester marks in undergraduate programs (Nicholson, Putwain, Connors, & 

Hornby-Atkinson, 2013). Additionally, it is reasonable to entertain the notion that 

if students demonstrate unrealistic expectations of academic requirements that 

this will have a negative impact on their progression (Lopez & Lopez, 2014). In 

the STEM discipline there has been recent identification of the disconnect 

between institutionally created learning environments compared with those 

preferred by second-year students (Ebrahimia et al., 2016). Further 

consideration indicates these measures should not solely be the responsibility 

of academic staff but should rather be a collaborative effort between academics 

and student services within universities to facilitate all transition experiences 

(Ayres & Guilfoyle, 2008; Schreiner, 2018; Schreiner et al, 2018).  

2.4.3 Alignment of Expectations 

The alignment between student expectations of the university and the university 

expectations of students has positive implications for student experience. 

Positive academic outcomes can be observed if students entertain realistic 

expectations and take responsibility for their own learning journey in conjunction 

with academic confidence and attending class. Perceptions of appropriate 

workload requirements are favourable when students regard learning to be 
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associated with developing understanding rather than grade attainment 

(Trigwell, Ashwin, & Millan, 2013). In one study, student expectations of both 

independent study requirements and academic behavioural confidence was a 

positive predictive of end of semester results (Nicholson et al., 2013). Given the 

impact that student expectations can have on academic outcomes, there is a 

need to gauge an understanding of how student expectations impact their 

higher education experience. Similarly, it is important to provide opportunities 

for students to articulate their expectations by the development, refinement and 

implementation of tools that can identify and index student expectations. This 

could further facilitate constructive dialogue towards a more positive alignment 

of student satisfaction with the educational experience (Appleton-Knapp & 

Krentler, 2006; Crisp et al., 2009; Schmitt, Badawy, et al., 2013; Schmitt, 

Larsen, et al., 2013). In addition, strategic approaches that enable adaptation to 

changing student expectations should be considered for positive student 

engagement (Zepke & Leach, 2010). 

2.4.4 Second Academic Year Student Expectations 

There is limited understanding of what second-year students expect or as to 

whether this understanding is a surface conception or a deeply internalised 

comprehension. Hill and Tinker (2018) identified expectations of second year as 

one of five key areas that required addressing through proactively embedding 

skills resources into curriculum due to the significantly different perceptions of 

second-year experience between academic staff and students. Aside from this, 

much of the work around student expectations evaluates the transition point 

between high school and first year. Some of these first-year issues have been 

indicated as challenges for students transitioning to second year (Crisp et al., 
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2009; Jackson et al., 2000; Juillerat, 2000; Longden, 2007; Pearson & 

Chatterjee, 2004). 

In the USA literature relative to second year, there is discussion of the lack of 

anticipation associated with elevated workloads, higher levels of academic 

standard, increased autonomy and decreased structured support (Bacio, 2017; 

Blanes et al., 2014; D’Arcangelo, 2013; Hunter et al., 2010).  

Sporadic evaluation of student expectations regarding the nature of their 

expectations of second year can be found. Several core experience aspects 

demonstrate unrealistic expectations. There is a lack of required academic self-

efficacy (Bryant, 2018; Jevons & Lindsay, 2018), unanticipated workload 

intensification (Loughlin et al., 2013; Scott & Cashmore, 2012; Zaitseva, 

Stewart, & Milsom, 2014), unforeseen higher levels of academic standard 

requirements (Gump, 2007; Zaitseva, Stewart, et al., 2014), increased need for 

independent learning coupled with advanced skills and retained knowledge 

(Bacio, 2017; Gansemer-Topf, Stern, & Benjamin, 2007; Lopez & Lopez, 2014) 

and autonomy and decreased support structures (including academic and non-

academic) (Gahagan & Hunter, 2006; Money et al., 2017; Nelson, 2018; 

Schaller, 2018; Schreiner et al., 2018). This can leave students with a sense of 

bewilderment and has led to the generalised cohort being described as ‘lost’ 

(Gahagan & Hunter, 2006; Kim-Lee, 2017). 

The expectations of others in the sphere of influence for second-year students 

can impact on whether the students experience a ‘sophomore slump’ or not. 

American four-year college degree programs have a decision point at the 

commencement of the second academic year with the declaration of a major 

required. First-in-family students particularly struggle to make choices that may 



 

Page | 59  

The lived experience of second-year science academic programs of study students at a public Australian university. 

narrow career options yet support their development of purpose (Bacio, 2017) 

and degree progression. Furthermore, academic staff assume second-year 

students will demonstrate much higher levels of personal autonomy (Maggitti, 

2008).  

To temper the prospective development of ‘sophomore slump’, some USA 

institutions, such as Ohio State University, require their second-year students to 

remain living on campus during this academic year. This facilitates immersion in 

a purpose-designed program to help manage student expectations effectively 

and transition their understanding through a year of transformative exploration 

and reflection (Pitstick, 2018). On-campus living-learning communities (Finning-

Kwoka, 2009) and a variety of specific curricular and co-curricular programming 

(Isakovski, Kruml, Bibb, & Benson, 2011; Kranzow & Foote, 2018), including 

high-impact practices (Provencher & Kassel, 2017), have been shown to 

support these developments.  

Australian students do not typically live on campus in their second year and 

minimal evidence exists of second-year programming (Binek, West, McBurnie, 

& Miller, 2014; McBurnie et al., 2012). However, Australian students too have 

raised concerns associated with academic workload, the elevation in academic 

performance requirements, the connection of second-year course content to 

future career trajectories and the availability of work experience opportunities 

(Loughlin et al., 2013). 

Where students’ inability to live up to university, academic or their personal 

expectations occurred in conjunction with academic failure this had serious 

long-term consequences. These consequences include anxiety, stress, or 

depression (Quinlivan, 2010), dissatisfaction (Juillerat, 2000; Zaitseva, Stewart, 
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et al., 2014) and experience of sophomore slump (Evenbeck, Boston, DuVivier, 

& Hallberg, 2000; Lemons & Richmond, 1987; Wang & Kennedy-Phillips, 2013). 

Subsequently this combination has been attributed to students leaving their 

studies or being at risk of attrition (Gahagan & Hunter, 2006; Jevons & Lindsay, 

2018; Longden, 2007; MacDonald & Gibson, 2011; Ruffalo Noel-Levitz, 2017; 

Webb & Cotton, 2018; Willcoxson, 2010). These challenges have also been 

reported to be intensified by parental expectations of academic performance for 

those of Filipino heritage (Panganiban, 2016). In Australia, we have little 

understanding of the impact of expectations on second-year experiences, other 

than a single study with business students, where the combination of academic 

self-efficacy and expectations was a key factor contributing to attrition across 

the whole of second year (Willcoxson, 2010). 

Researchers advocate for the explicit collation of second-year student 

expectations early in the year to enable a shared vision and effective 

collaborative refinement of how these changed progressively through a program 

of study (Schmitt, Larsen, et al., 2013). This process has shown to be 

beneficial, especially to science students particularly with expectations of 

academic courses (Schmitt, Badawy, et al., 2013). It is likely that the gap 

between student expectations of their second year and the actualisation of 

second year university may be contributing to the development of ‘sophomore 

slump’ in some students. In addition, the developing identity of the students is 

reported (Vardi, 2013) to impact the development of autonomy and positive 

academic outcomes and is a known area of challenge for second-year students 

associated with slump (Boivin, Fountain, & Baylis, 2000; Drummer, 2014; 

Maggitti, 2008). Where students were facilitated through active reflection on 

first-year learning experiences to prepare for the second year, the likelihood of 



 

Page | 61  

The lived experience of second-year science academic programs of study students at a public Australian university. 

poorer academic outcomes and attrition was reduced (MacDonald & Gibson, 

2011).  

Given that a reported consequence of our lack of understanding and addressing 

of the problems may be causing an elevation in attrition of the second-year 

cohort (Harris, 2012; Lee, 2014), an understanding of second-year student 

expectation may be an important consideration for student retention and 

progression. 

2.5 Experiences of Second-year Undergraduate Students 

2.5.1 Overview of Experiences of Second Academic Year Undergraduate 

Students 

Literature reveals four key aspects that contribute to experiences of second-

year undergraduate students. These focus around academic and non-academic 

developmental and academic and non-academic institutional influences (Hunter 

et al., 2010; Milsom et al., 2014; Schreiner & Pattengale, 2000). The nature of 

these experiences and the enrichment opportunities associated with each 

impacts the lived experience of any individual student (Schreiner, 2018). 

Developmental experiences encompass the personal development of an 

individual student and include a student’s maturity and sense of identity 

together with a sense of purpose as to where they are headed, not limited to 

career pathways, but as a person as well. Additionally, this includes 

relationships with family, friends, academic staff, peers, and professional 

acquaintances. 

Institutional experiences are associated with extracurricular programs, student 

support services and opportunities that are provided to undergraduate students 
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in conjunction with the program of study they are undertaking. These 

experiences include various forms of student support that may be provided by 

academic staff, such as assessment review or student services including 

financial, peer, welfare and career advising. Furthermore, institutional 

experiences include activities such as the development of a community to which 

students feel a sense of belonging. 

For each of these two core aspects of second-year student experience, being 

developmental and institutional, there are both academic and non-academic 

influences. Academic influences can be attributed to any experience a student 

may have that involves the demonstrated mastery of curriculum content. It 

includes the curriculum, major selection, and links of content to career goals 

along with the development of competency and autonomy, and academic 

security. Academic outcomes are central to student experience of 

undergraduate studies and their ability to continue to study and successfully 

progress within their program of study. Non-academic influences can be derived 

from student, institutional, sectoral, or external areas of student experience and 

still have a significant impact on student overall outcomes as described in the 

Deconstructing the Student Experience framework (Benckendorff et al., 2009). 

As the focus turns towards holistic student experiences of university, 

enrichment of the program of study is becoming a broader focus for the 

enhancement of positive student outcomes. In this context, enrichment 

experiences are those that enhance the student experience in their second 

year. Their nature may focus on both academic/non-academic activities that 

support student developmental and institutional experiences. Ideally, they are 

founded on institutionally identified needs to support students in different ways 
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and may involve either the creation or repackaging of opportunities, activities, 

and support systems into comprehensive holistic programs. Enrichment 

purposefully targets positive academic outcomes and experiences for students 

that support retention and progression (Gahagan, 2009; Kranzow & Foote, 

2018). 

2.5.2 Second Academic Year Student Overall Experiences 

Evaluation of overall second-year student experiences needs to consider a 

range of contributing influences that include student, external, institutional, and 

sectoral factors (Benckendorff et al., 2009), all of which can impact student 

outcomes. A literary review of those influences key to second-year students 

indicates student developmental and institutional contributors may be more 

influential to this cohort. The literature identifies key areas of undergraduate 

experience that are particularly challenging for second-years, and that these 

contributors are broader and more complex in nature than those of first year 

(Jevons & Lindsay, 2018). Key developmental factors include questioning 

beliefs, searching for purpose and direction, learning capabilities and 

connection (Schaller, 2007; Tetley, Tobolowsky, & Chan, 2010). Additionally, 

there may be institutional challenges for these students, specifically around 

program progression with discipline major selection (Gore & Hunter, 2010) and 

support services (Nelson, 2018), with a particular focus on financial (Lambdin, 

2014), academic and career advising in the second year. These factors 

influence the progression and experiences of second-year students. 

2.5.3 ‘Sophomore Slump’ or Second-year Blues 

The potential for students to experience the ‘sophomore slump’ phenomenon 

arises when challenging academic and non-academic influences originating 
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from the student, the institution and/or external factors combine to construct a 

poor second-year lived experience. In both the UK and Australia, the 

phenomenon has been referred to as the ‘second-year blues’. Generally, it is 

described as a multidimensional phenomenon (Hunter et al., 2010) which is 

characterised as a “period of developmental confusion” (Lemons & Richmond, 

1987) where students struggle with their personal identity, capabilities, and 

purpose (Boivin et al., 2000; Graunke & Woosley, 2005; Hunter et al., 2010; 

Lemons & Richmond, 1987; Yorke, 2014). The consequences of the 

phenomenon may range from poor self-efficacy, disengagement and lack of 

motivation to grade slump and attrition resulting from a combination of unmet 

needs. However, students who experience slump also experience 

dissatisfaction with their college experience, feeling isolated and ignored by the 

university. This has led to the cohort being described variously as invisible 

(Gahagan & Hunter, 2006; Keup, Gahagan, & Goodwin, 2010; Schreiner & 

Pattengale, 2000), lost (Gansemer-Topf, Sterm, & Benjamin, 2007) and 

forgotten (Gahagan & Hunter, 2006; Tobolowsky, 2008). It is a year wedged 

between the first and final years that are both more clearly and independently 

defined and commonly understood (Milsom & Yorke, 2014). 

It is acknowledged that slump does not affect all students (Whittle, 2016) with 

proposed figures suggesting approximately 20% of second-year undergraduate 

populations in the USA (Schreiner, 2018) may be impacted, with causation for 

any given individual stemming from a unique combination of contributing 

factors. For example, some students experience a reduction in their Grade 

Point Average (GPA) (Gregory & McDonnell, 2012; Loughlin et al., 2013; 

McBurnie et al., 2012; Wilder, 1993). A sufficient drop in GPA (Wilder, 1993) 

may be a contributing factor to slump which could lead to attrition in conjunction 



 

Page | 65  

The lived experience of second-year science academic programs of study students at a public Australian university. 

with other factors (Willcoxson, 2010), such as institutional commitment (Wang & 

Kennedy-Phillips, 2013; Willcoxson, 2010), program commitment (Graunke & 

Woosley, 2005), self-efficacy, expectations and personal circumstances of a 

student. Since attrition is strongly associated with funding paradigms the 

evaluation of factors that may affect second-year attrition are more broadly 

reported. As with any phenomenon, it is not universally evident. While some 

reports have found non-specific evidence of academic, engagement or 

satisfaction slump (Fox, 2014), they still agree that the experiences of second-

year students do differ from those of other year levels. 

In the USA, activities that supported improvement in cumulative GPA were 

associated with retention and progression of students (D'Arcangelo, 2013; 

Drummer, 2014; Finning-Kwoka, 2009; Gardner, 2015; Lambdin, 2014; Lee, 

2014; Sanchez-Leguelinel, 2008; Vuong, Brown-Welty, & Tracz, 2010; Wilder, 

1993). Moreover, the lack of these supportive measures has been identified as 

leading to some students becoming at risk of second-year attrition (Boivin et al., 

2000; Jevons & Lindsay, 2018; Viau, 2016). Slump may occur when a student 

experiences excessive challenge from a combination of unexpected elevation in 

curriculum difficulty and quantity, elevation in the expected academic quality, 

reduction of academic support services, lack of connection between curriculum 

and personal career objectives, lack of purpose, lack of identity and lack of 

connection/community (Bacio, 2017; Coghlan et al., 2009; Gump, 2007; Wang 

& Kennedy-Phillips, 2013; Milsom et al, 2014).  

Interestingly, the Willcoxson (2010) report on factors underlying attrition 

decisions for second-year students at an Australian university did not identify 

many of the commonly associated slump factors of institutional commitment, 
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academic accessibility/support, learning environment/infrastructure or 

course/career advice as being contributing factors. They reported, however, the 

contribution of academic staff skills/attitudes, commitment to a program of 

study, assessment feedback, social-cultural environment/infrastructures and 

personal circumstances. This suggests that there is perhaps some level of 

unique experience for Australian cohorts. However, a recent Australian study of 

underperforming business discipline students at risk of involuntary exclusion 

(Jevons & Lindsay, 2018) demonstrated students in this country also 

experience slump-associated factors leading to attrition with self-reported 

causation including the need to work, health challenges (particularly mental 

health), financial problems including financial disadvantage, family-associated 

challenges and relationship difficulties. These findings indicate some level of 

alignment with aspects of slump reported in USA and UK cohorts. 

There is a larger body of research on supportive intervention programs for the 

prevention of ‘sophomore slump.’ This primarily seems to be a collection of 

institutions in the USA (Gahagan, 2009; Hanover Research Council, 2008; 

Jordan, 2011; Keup et al., 2010; Report;, 2011; Young, Schreiner, & McIntosh, 

2015) along with infrequent examples from Australia and the UK (McBurnie et 

al., 2012; Whittle, 2016). Whilst the slump phenomenon encompasses crisis 

involving social, academic, and personal factors, research tends towards 

exploration of the social and personal aspects with minor focus on the specific 

variety of academic experiences that these students have (McBurnie et al., 

2012; Noel-Levitz, 2013; Webb & Cotton, 2018).  
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2.5.4 Factors Affecting Second Academic Year Student Experience 

Specific aspects of student experience of higher education are reported to have 

greater impact on second-year students than other years. These areas include 

specific student factors, institutional factors, and external factors. These 

influences are a combination of academic and non-academic influences. 

Impact of Student Factors 

The key aspects of development pertinent to second-year students include self-

efficacy, autonomy, learning capacity, student learning approach and the impact 

these have on academic performance. 

Self-efficacy 

Self-efficacy is the belief in “…one’s capabilities to organise and execute the 

courses of action required to manage prospective situations” (Bandura, 1995, p. 

2) and is the first of ten recommendations to develop an integrated approach to 

student engagement (Zepke & Leach, 2010). It contributes to developing a 

student sense of capability (Lizzio, 2006). In American second-year cohorts, it 

has been reported to contribute to both social and academic integration 

(Schaller, 2010). A UK study identified second-year students experiencing a 

decline in their confidence to successfully complete academic work and did not 

seek effective support to do so (Whittle, 2015) while German STEM second-

year students demonstrated improvements to their perceived academic control 

(self-efficacy associated with academic outcomes) (Respondek, Seufert, 

Stupnisky, & Nett, 2017). Higher levels of self-efficacy were shown to be 

predictive of campus involvement (Wang & Kennedy-Phillips, 2013) with a high 

correlation to reduced stress levels (Darwent & Stewart, 2014). For second-year 
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students the development of self-efficacy has been shown to be supported by 

being connected to the academic community, both in person (Finning-Kwoka, 

2009; Lewis, 2009; Zaitseva, Stewart, et al., 2014) and online (Tower et al., 

2015). There is mixed evidence of the impact of self-efficacy on second-year 

academic outcomes. Lewis (2009) showed that self-efficacy affects career 

decision-making but it was not directly correlated with GPA, whereas other 

analytical analysis indicated it was predictive (Educational Testing Service, 

2012; LeMay IV, 2017) and significantly impacted academic success (Schaller, 

2005; Vuong et al., 2010; Wang & Kennedy-Phillips, 2013). Furthermore, the 

influence of low self-efficacy was a key factor affecting second-year attrition 

(Dittmar, 2000; Gahagan & Hunter, 2006; Rigali-Oiler & Kurpius, 2013; Tower et 

al., 2015; Willcoxson, 2010; Zaitseva, Darwent, & Thompson, 2014) more so for 

first-generation students than their second-generation peers (Vuong et al., 

2010), though with less effect than in the first year of study (Ishitani, 2016).  

Autonomy 

The second key component to developing an integrated approach to student 

engagement is autonomy (Zepke & Leach, 2010). While the increase in 

autonomy required in second year was perceived by US students to be the 

most favourable aspect of second-year experiences (Bacio, 2017; Gahagan & 

Hunter, 2006; Lemons & Richmond, 1987; Tobolowsky, 2008; Vuong et al., 

2010) their lack of autonomous capacity is regularly attributed to challenges 

experienced by second-year students (Boivin et al., 2000; Chickering & Reisser, 

1993; Schaller, 2018) and is highly influenced by a student’s self-efficacy. 

Autonomy is known to support effective management of uncertainty and 

increased academic workload for second-years (Darwent & Stewart, 2014) 
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along with predicting academic achievement (D'Arcangelo, 2013). Part of this 

challenge is associated with an academic skills gap for higher level academic 

activities like essay writing and the use of primary literature (Whittle, 2015). 

There also exists a disconnection between students, staff and learning 

developers with regards to how autonomous second-year students should be 

(Hill & Tinker, 2018; Scott, Furnell, Murphy, & Goulder, 2015), with staff 

expecting higher levels of independence but students are conceivably not yet 

capable (Maggitti, 2008). For example, the expected level of autonomy should 

allow for better self-curation and creation of learning resources. Therefore, class 

materials like lecture slides should require a less scaffolded, signposted set of 

curriculum notes. Unfortunately, a reduction in highly scaffolded or signposted 

resources was met with discontent and disillusion by students. This is likely 

because they were comfortable with the teacher-centric pedagogy that included 

a “spoon-fed for success” approach (Stewart & Milsom, 2014) that is more a 

norm in the sciences discipline (Yin & Ke, 2017), coupled with effective 

pedagogically supported transition into higher education (Kift, 2009) 

experiences that preface Australian university second academic year of 

program. 

This disconnect is a challenge for supporting student capacity (Milsom & Yorke, 

2014). Students require encouragement and support to take ownership and 

responsibility for their learning and thus further develop their autonomous 

capabilities (Isakovski et al., 2011; Schaller, 2005; Splan, 2013). This can be 

embedded in both curricular and co-curricular activities. For example, 

establishing realistic expectations is an enabling practice for the development of 

second-year student autonomy (Nicholson et al., 2013). For those students 

identifying as female, the perception of support for the development of 
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autonomy was found to be predictive of GPA (LeMay IV, 2017). An additional 

challenge is that second-year students may neither perceive the relevance nor 

the necessity of developing autonomy and therefore experience a decline in 

self-efficacy and motivation that can be academically detrimental (Yorke, 2014). 

Yet support measures positively impact second-year student experiences 

(Milsom & Yorke, 2014; Schaller, 2005), particularly through growth in personal 

confidence and better learning engagement to enable academic success 

(Zaitseva, Stewart, et al., 2014). 

Learning capacity in achieving academic competency 

How students approach study in the second year is heavily affected by the level 

of their self-efficacy and autonomy. However, a student’s capacity to effectively 

achieve competency is reported to be a second-year issue (Boivin et al., 2000; 

Chickering & Reisser, 1993; Lemons & Richmond, 1987; Maggitti, 2008). 

Difficulties with second-year course materials are not uncommon (Milsom & 

Yorke, 2014), along with effective study habits to enable mastery. Reports 

indicate that many second-year students experience a shift away from 

curriculum mastery in pursuit of good grades (Darwent & Stewart, 2014; 

Lieberman & Remedios, 2007). Besides, this shift towards memorisation was 

identified as the preferred learning method for 60% of students, along with lower 

preference for teaching styles that included high-order thinking and analysis 

(Gardner, 2000). Yet the application of first-year study habits is known to lead to 

poor academic outcomes (Bacio, 2017). The risk that a student will experience 

‘sophomore slump’ and subsequent attrition (Kennedy & Upcraft, 2010; 

Longden, 2007) was observed where the student’s preferred learning 

approaches were incompatible with course delivery, yet recent evidence 
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suggests that learning strategies and approach are more likely to contribute to 

outcomes than preferential personal style approach (Husmann & O'Loughlin, 

2019).  

Student perceptions of their academic environment have been reported to 

influence their approaches to learning and academic outcomes for first-year 

students (Lizzio et al., 2002). Furthermore, high-achieving science students 

were reported to be likely to show tendencies to use deep learning approaches 

and that this had similarity with commerce disciplines, but not humanities (Laird 

et al., 2008). Eley (1992) reported similar findings with an Australian second-

year cohort with the additional understanding that for science students 

(biochemistry, microbiology and chemistry), the propensity towards deep 

learning approaches was observed when curriculum and assessment had clear 

structure, provision of effective learning environment and support and there was 

a focus on autonomous learning. 

Equally important to achieving competency, social engagement on campus 

contributes as a key developmental task for second-year students, with 

inclusion in the academic community promoting a sense of belonging (Sterling, 

2015; Heier, 2012). Evidence suggests that engagement with peers is 

beneficial, particularly for lowest-ability students, and impacts academic 

achievement (Carini et al., 2006). These interactions can be of both an 

academic and non-academic nature, for example, peer learning approaches are 

reported to be particularly important to second-years (Kawczynski, 2009) and 

assist in sharing successful study practices through academic modelling (Petr, 

2010). There are positive correlations drawn between peer learning and the 

ability to plan time effectively to implement purpose and priorities (Cemaloglu & 
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Filiz, 2010). Furthermore, peer learning can impact attendance capacity (Menz 

et al, 2008) and study habits, particularly for day students (Khurshid et al., 

2012) and leads to academic achievement (Cemaloglu & Filiz, 2010; Waite et 

al., 2003). Interestingly, there appears to be no direct link to the quantity of time 

spent studying and academic performance (Nonis & Hudson, 2006), but rather 

a combination of motivation and ability. Thus, peer learning leads to improved 

experience, attenuates the risk of experiencing slump factors, improves grade 

outcomes and student retention (Tower et al., 2015; Waite et al., 2003). 

Academic Security 

In science disciplines, knowledge schema development differs to other 

disciplines, in that the curriculum is highly constructivist in nature, and content 

tends to be iteratively scaffolded. This spiral curriculum can create challenges to 

student academic security as it requires a solid foundation and maintenance of 

prior knowledge and academic skills to be academically successful in the 

second academic year (Milsom & Yorke, 2014). Prior knowledge has the 

capacity to both enhance or detract from new learning dependent on the 

accuracies of the knowledge. However, where effective appropriate prior 

knowledge of content exists this can enable further integration of complex 

knowledge and enhance concept comprehension (Kober, 2015). For second-

year students, their academic security is known to support self-efficacy and 

developing autonomy (Stewart & Milsom, 2014). Where there were gaps, this 

has been reportedly associated with poorer experiences of learning for second-

year students (Whittle, 2015). These findings stem from general second-year 

undergraduates in the UK. 
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Sense of purpose/direction 

Developing a sense of purpose and identity is another of the major influences of 

second-year student experience. Lizzio (2006) found that first-year students 

who could articulate their purpose in participating in an undergraduate program 

of study were more likely to be resilient and persist to completion. Similarly, 

second-year students have been identified to transition from a state of random 

exploration to focused exploration with some evidence making tentative 

choices, though the rate of this process is variable (Schaller, 2007). Only some 

second-year students will develop purpose independently, thus presenting a 

need for purposeful curriculum design to effectively support this aspect of 

student experience (Schaller, 2018).  

A lack of direction, or purpose, is regularly cited as being a barrier to success 

for second-year students and is thought to be a key contributing factor to the 

development of sophomore slump (Boivin et al., 2000; Kennedy & Upcraft, 

2010; Maggitti, 2008; Pattengale & Schreiner, 2000; Schreiner, 2018; Sterling, 

2015; Willcoxson, 2010). It is likely to be one of the core contributors, along with 

lack of academic performance and disconnection from community, of second-

year students struggling with discipline major selection. It is the culmination of 

the three college student development vectors, achieving competence, 

developing autonomy, and establishing identity (Chickering & Reisser, 1993), 

that are central to second-year experience (Hanover Research Council, 2008). 

Of all the various factors that influence second-year student experience the 

challenges associated with choosing a major seem to be paramount. This may 

have more impact on students studying in the USA where undergraduate 

programs of study comprise four years with the first being a breadth year 



 

Page | 74  

The lived experience of second-year science academic programs of study students at a public Australian university. 

followed by three years of a specific area. Students who have not identified a 

major or are unclear as to their educational goals are 1.3 times more likely to 

not be retained after second year (Ishitani, 2006). In the UK and Australia, most 

undergraduate programs of study do not have this breadth year and so major 

selection at the beginning of second year is less of an influence, except for 

breadth programs of study such as the Bachelor of Science and equivalents. 

Supporting the development of purpose for a student is a highly recommended 

inclusion in any second-year experience program with many programs including 

activities to address this aspect for second-year students both in Australia 

(Harrison, 2007; McBurnie et al., 2012) and abroad (Hanover Research Council, 

2008; Tobolowsky & Cox, 2007). Recommendations by Wang and Kennedy-

Phillips (2013) suggest that focusing on developing a sense of purpose will 

furthermore assist in developing a “stronger sense of commitment and 

connection” to the university for a student. 

Sense of belonging 

A sense of belonging and connection to the university, their program and people 

associated with both is one of the nine measures of student success (Coates et 

al., 2016) and forms one element of Maslow’s hierarchy of needs (Maslow, 

1943). It is identified as a student-associated factor (Benckendorff et al., 2009) 

and is a key influence of second-year student experience (Bacio, 2017; 

Zaitseva, Darwent, et al., 2014). Equally important are the institutionally 

controlled factors of campus environment and academic program that contribute 

to how students develop connection and belonging, along with the contribution 

of relationships.  
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Meaningful relationships are a cornerstone for wellbeing (Seligman, 2012) and 

were recently reported to be highly influential to mental health, morbidity, and 

mortality (Holt-Lunstad, Smith, & Layton, 2010). At university, successful 

relationships are described as one of the six key influences of all undergraduate 

student experiences (Felten et al., 2016). For second-year students they are 

positively aligned to a developing sense of belonging through social integration 

(Webb & Cotton, 2018), and when this cohort feels they are connected there is 

a tendency to thrive rather than just survive (Schreiner, Louis, & Nelson, 2012). 

Lewis (2009, p. iii) also reported that a  

students sense of being connected to the academic community was correlated 

with their sense of self-efficacy and confidence in their career decision-making 

ability.  

Within the conceptual framework developed by Noel-Levitz (2011), social and 

personal relationships were one of the five core factors found to positively 

enhance second-year student experience. The development of a supportive 

network of peers, university staff and academic staff is at the heart of this sense 

of belonging, with those built between peers and staff recently shown to be 

particularly highly valued (Kawczynski, 2009; Money et al., 2017) by second-

year students. Connection to peers is also important for developing academic 

competency through a modelled approach to learning (Petr, 2010). There is 

evidence too that where there is a reduced opportunity for personal connection, 

for example, for those students who undertake paid work, there is a lessening of 

the richness of university experience and prospective outcomes (McInnis & 

Hartley, 2002). 
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Student-academic staff relationships 

The connections between academic staff and students at this year level is 

extremely important and highly influential to student progression, academic 

achievement and retention. The key factors supporting student academic 

success identified by students included positive, inclusive and engaging 

interactions with academic staff (Kinnear, Boyce, Sparrow, Middleton, & Cullity, 

2008; Money et al., 2017). A consistent theme throughout the literature is the 

desire for second-year students to undertake quality interactions with academic 

staff (Astin, 1993; Juillerat, 2000; Kim & Sax, 2017; Pascarella & Terenzini, 

2005; Schreiner, Louis, et al., 2012; Tinto, 1994). In fact, the number and quality 

of interactions between students and staff in an informal context has been 

highlighted as paramount to building student capacity (Kim & Sax, 2017; Noble 

& Henderson, 2011; Schreiner & Tobolowsky, 2018). Such interactions are 

central to student engagement (Zepke & Leach, 2010), vital to (Graunke & 

Woosley, 2005; Noble & Henderson, 2011; Parry, 2011) and a predictor (Young 

et al., 2015) of academic success, critical to persistence (Pullins, 2011; Tinto, 

1994; Vardi, 2013), particularly for those students at risk of attrition (Viau, 2016) 

and recognised as one of the most powerful contributors to students thriving 

and success (Schreiner, 2013; Schreiner & Tobolowsky, 2018) of the second-

year group. Recommendations to enhance academic advising relationships are 

core for this cohort (Hall, 2017). Good communication and connection between 

students and academic staff are important to enable academics to understand 

the challenges faced by second-year students thereby effectively providing 

academic support for student learning (Schreiner, 2010b) or referral to alternate 

support facilities where appropriate. Connection to academic staff is cited as 

being one of two significant predictors of student GPA (Graunke & Woosley, 
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2005). For second-year students the quality of interactions with academic staff 

both inside and outside the classroom was shown to be highly influential for 

student learning and this was different to other year levels, such as junior year, 

where sometimes even frequency exceeded quality in importance (Terenzini, 

Theophilides, & Lorang, 1984). These interactions support student perception of 

belonging to the academic community (Finning-Kwoka, 2009; Gore & Hunter, 

2010; Schreiner, 2010a; Schreiner, Noel, Anderson, & Cantwell, 2011). 

Importantly, the student-academic staff relationship has the capability to stretch 

beyond the classroom. Students are more likely to participate in retention 

strategy activities advocated by academic staff, especially if these initiatives are 

not embedded into curriculum (Scobie, 2010). The student-academic 

relationship is enabling of formal and informal mentorship that can be 

particularly helpful in making career choices. In the sciences, this is of 

considerable benefit for understanding the nature of the discipline (Sweeder & 

Strong, 2012). In addition, there are lifelong benefits reported for students’ 

wellbeing (Pitstick, 2018). Discontent with these interactions and sense of 

belonging can occur when the disconnect between student engagement and 

academic staff expectations broadens with regards to the impact of effective 

time management and the value of regular class attendance (Menz et al., 

2008).  

Student mindset 

Dweck (2017) describes fixed and growth mindsets, noting that psychological 

factors that contribute to mindset approach can be more influential on academic 

performance than academic competency (Dweck, Walton, & Cohen, 2014) in 

school children. There is also a common propensity towards a fixed mindset in 
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the sciences and mathematics. Mindset has been shown to be connected to 

elevations in academic growth and intrinsic motivation (Seabrook, 2017) and a 

recent report indicates it has also been positively correlated with academic 

performance outcomes (Center for Community College Student Engagement, 

2019). This work has been discussed in the context of higher education (Center 

for Community College Student Engagement, 2019) as an academic mindset. 

Academic mindset is comprised of four elements; the growth/fixed mindset 

described by Dweck (2017), in conjunction with self-efficacy, relevance of 

academic experience and sense of belonging. Students may be described as 

possessing either a productive or a non-productive academic mindset though 

“...most students have a mixed mindset” (Center for Community College 

Student Engagement, 2019, p. 3). In their second academic year, students may 

experience a non-productive academic mindset that reinforces their first-year 

academic experiences of success or failure (Schreiner, 2010a) yet a growth 

mindset is one of three identified aspects vital to successful transition into and 

thriving throughout second year (Louis & Schreiner, 2012). For second-year 

students, mindset is thought to be a key contributor to success and satisfaction 

in the year (Schreiner, 2010b) though there has been limited exploration of this 

factor. 

Impact of Institutional Factors 

Experience of second-year programs is affected by several factors controlled by 

the institution at which a student is studying. These factors include their 

program of study, the curriculum within and associated workload, with the 

science discipline being of pertinence to this research project. Support services 
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are of key impact for second-years and include those associated with academic 

learning and career advising. 

Program and curriculum delivery 

Curriculum quality and relevance to students is recognised to motivate 

persistence for undergraduate studies (Tinto, 2017). The second year of 

academic programs of study sees the intensification of curriculum and 

assessment. This creates challenges for some second-year students either 

through progression opportunities or disconnect of expectations. The 

progression challenge can be observed more commonly in programs of study 

where there is a generalist first year, followed by two or more years of major 

study. This model is most frequently, though not exclusively, seen in the 

American college model. When students lack purpose, then choosing a study 

direction becomes difficult (Gardner, 2000; Schaller, 2005; Schreiner, Louis, et 

al., 2012). Students lacking a good understanding of prerequisite knowledge 

and progression pathways may perceive limited progression choices 

(Keshishian, Brocavich, Boone, & Pal, 2010) with earlier exposure beneficial in 

improving this limitation, particularly in the STEM discipline (Larsen 2013). 

Similarly, failure to meet the academic requirements may restrict a student’s 

ability to fully commence a major of study in second year (Gregg-Jolly et al., 

2016; Kennedy & Upcraft, 2010; Pattengale, 2000). Where program numbers 

are capped, this subsequently leads to competitive entry and lost opportunity if 

limited academic advising exists regarding entry (Evenbeck et al., 2000). 

Academic learning environments are also highly influential to undergraduate 

student learning regardless of whether they are formally part of the university 

provisions or personally created (Feldman, Smart, & Ethington, 2008) and for 
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second-year undergraduates can be unsettling if changes are unanticipated 

(Zaitseva, Darwent, et al., 2014). When this occurs, second-year students 

reported a decline in the learning atmosphere including course enjoyment 

(Webb & Cotton, 2018; Zaitseva, Stewart, et al., 2014). In a national USA 

survey of 13,000 second-years from 63 different universities, 20% of students 

indicated that they felt their program was worse in second year compared with 

first year (Schreiner, Louis, et al., 2012). This decline is likely associated with 

reduced levels of scaffolding (Money et al., 2017), elevation in the level of 

expected independent learning and the escalation of the curriculum (Bacio, 

2017; Hill & Tinker, 2018; Whittle, 2015). 

Second-year undergraduates identified that academic outcomes were highly 

impacted by their learning environments (Splan, 2013) with those not 

anticipating changes to this environment leading to students experiencing shock 

(Milsom & Yorke, 2014). Curriculum changes implemented to reframe student 

expectations of second year have been shown to mitigate factors associated 

with ‘sophomore slump’, in particular, changes associated with provision of 

year-level appropriate academic learning support mechanisms (Whittle, 2016). 

In addition, how students respond to their learning environments is influenced 

by their perceptions of the environment (Jackson et al., 2000) and their 

personality type (Pike, 2006) with the most effective combinations for support 

for second-year transition being a combination of emotional connection coupled 

with information that meets a student’s needs (Schreiner, 2012). 

The development of strong peer learning groups established in first year has 

been identified as a factor that positively contributes to science students in 

general (Kober, 2015) and this notion has been further extended to second-year 
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science and engineering students specifically (Thompson et al., 2013). Learning 

communities that are based around peer interactions also provide both 

cognitive and social support for individual students (Kober, 2015). A large 

proportion of the students in this present study fall under the biology discipline 

(BBiomedSc, BMedSc, BForSc biology major and BSc biochemistry, molecular 

biology and clinical sciences majors) where there is a known propensity for the 

use of small group work to develop problem-solving skills by undergraduate 

biologists (Hora & Ferrare, 2013). 

Academic programs that demonstrate a clear sense of progression and have 

holistic design and process can positively impact the second-year student 

experience. However, it may be difficult for second-year students to see ‘the 

forest for the trees’, with academic maturation in third year providing the context 

of progressive curriculum design, particularly in the science discipline (Whittle, 

2015).To support this endeavour, universities need to seek to understand the 

perspectives of all stakeholders (such as students, academic and professional 

staff) and to facilitate empowerment (through policy and practice) to effectively 

communicate these intentions (Schreiner et al., 2018). This can then contribute 

richly to ensuring the alignment of expectations and to support development of 

connection between curriculum, assessment, and future work opportunities 

(Gaff, 2000; Hill & Tinker, 2018). Second-year students benefit particularly from 

explicit linkage of curriculum and future opportunities (Schreiner, 2010a) with 

positive experiences of practical learning and placements (Zaitseva, Stewart, et 

al., 2014) but expressed concern regarding a perceived lack of work experience 

opportunities (Loughlin et al., 2013). Second-year students’ ability to thrive 

requires these cognitive connections between curriculum and career (Schreiner, 

Louis, et al., 2012). Confusion regarding direction and alignment of curriculum 
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with future work can lead to anxiety and frustration (Gardner, 2000). Where 

student expectations were not aligned with actual program outcomes (Gahagan 

& Hunter, 2006) or where assessment feedback was unhelpful (Willcoxson, 

2010), these have been reported to be contributing factors towards intention to 

withdraw in second year. 

Workload 

Workload is one of the top two stress factors affecting undergraduate mental 

health (Rickwood, Telford, O'Sullivan, Crisp, & Magyar, 2016) with a perceived 

heavy academic workload reported to be predictive of students adopting either 

a surface or strategic approach to learning (Entwistle & Ramsden, 1983; 

Kreber, 2003). The approaches a student takes to learning has also been 

argued to impact the perception of elevated workloads, particularly where 

students use a reproducing or rote learning approach to study (Kember & 

Leung, 1998). 

For premedicine undergraduates there has been a reported propensity towards 

a “last-minute cramming time management study strategy” (Bickerdike, 

O'Deasmhunaigh, O'Flynn, & O'Tuathaigh, 2016, p. 230) coupled with a surface 

approach to learning. This observation was also seen in general UK second-

year students with a decline towards attempted mastery (Darwent & Stewart, 

2014).  

The required workload associated with mastering the second-year curriculum is 

reported to create challenges for students. For some students this may be due 

to a false sense of academic security having successfully completed a well-

supported first year (Zaitseva, Stewart, et al., 2014), lack of preparedness 

(Yorke, et al., 2014) particularly for first-in-family students (Bacio, 2017) 
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possibly through previously tolerated negative behaviour patterns or struggles 

(Pattengale & Schreiner, 2000; Scott & Cashmore, 2012) or lack of aptitude 

(Pattengale, 2000). 

In second year there is an increase in workload associated with an intensified 

curriculum (Milsom & Yorke, 2014; Pattengale, 2000; Pattengale & Schreiner, 

2000; Scott & Cashmore, 2012; Smith, 2010; Stewart & Milsom, 2014). This 

increase ideally provides much advocated, challenging and enriching education 

experiences (Zepke & Leach, 2010) that would improve engagement and 

capabilities necessary for final year cutting edge and capstone courses (Yorke, 

2014) though second-year students may not appreciate the relevance or benefit 

in this at this point. This may include increases to the quantity and difficulty of 

the work required to be successful (Gump, 2007; Scott & Cashmore, 2012; 

Zaitseva, Stewart, et al., 2014) or that students perceive that marks now ‘count 

more’ towards graduating outcomes than they did in the first year (Whittle, 

2015; Zaitseva, Stewart, et al., 2014). The workload associated with second 

year has also been cited by first-in-family students to be the least favourable 

aspect of this year (Bacio, 2017). Not all students anticipate all these changes 

(Loughlin et al., 2013; Scott & Cashmore, 2012) which can lead to a 

disconnection of expectations and actualities that becomes an academic failure 

risk and is one of five key factors associated with attrition in second year 

(Harris, 2017; Noel-Levitz, 2011). Academic staff assume that students are 

developing autonomy and should have mastered and retained prerequisite first-

year knowledge (Hill & Tinker, 2018; Scott & Cashmore, 2012). In addition, 

there are increases in the standard of assessment completion, with students 

struggling with perceived first-year leniency in marking practices no longer 

afforded (Stewart & Milsom, 2014) now contributing to a disconnection of 
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expectations and realities for second-year students (Pattengale & Schreiner, 

2000). In addition, students report that there is a disconnect between how long 

course designers anticipate assessment tasks to take and actual requirements 

(Stewart-Lewis & Webb, 2009). Where deficits exist, in association with a 

combination of academic security challenges and coupled with misalignment 

between institute and student expectations, this too may have resulted in 

perceived workload escalation required to be able to keep up academic 

requirements in the second-year. 

The driving motivations and coping strategies of second-year students are 

reportedly different to first year. Motivations focus on completion of assessment 

to obtain a high grade. Some reports indicate positive trends in students’ 

academic engagement (Webb & Cotton, 2018) with attempts to approach 

learning in a deep and structured manner (Gardner, 2000). Of notable 

relevance is that an Australian study found that students undertaking 

biochemistry, microbiology and chemistry courses exhibited a preference 

towards deep learning when both the curriculum and assessment had clear 

structure and were supportive of developing independent learning habits (Eley, 

1992). However, more frequently, reactive and strategic behaviour is observed 

(Gardner, 2000; Zaitseva, Stewart, et al., 2014). Student coping strategies 

seem to address issues of hidden curriculum by endeavouring to appease 

teacher requirements to be academically successful (Ramsden, 2008). These 

include resorting to high school learning strategies to learn content (Milsom & 

Yorke, 2014) and a prevalence towards basic rote learning (Gardner, 2000) 

rather than mastery. This attitude subsequently leads to inappropriate help-

seeking behaviour and lack of student willingness to accept accountability for 

poor academic outcomes (Stewart & Milsom, 2014). These behaviours are likely 
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in response to perceived high workloads and challenging assessment, though 

this is not unique to second-year students with this issue also having been 

identified in first-year cohorts (Lizzio et al., 2002). This variation is likely a 

consequence of students’ capacity to adapt readily to the demands higher 

education makes (Milsom & Yorke, 2014) and students with low levels of self-

efficacy that are still developing effective autonomy will struggle (Yorke, 2014). 

Science Discipline 

Academic success within the science discipline requires careful consideration to 

student prior knowledge and subdiscipline learning approach (Schmitt, Badawy, 

et al., 2013). This is important, given that there are reports of some science 

students perceiving their academic outcomes are affected by uncontrollable 

external factors (Splan, 2013). For example, a common marketing narrative in 

the modern Australian university is the capacity for flexible programs of study by 

offering many components online. In science programs, a core element for 

learning and assessment occurs in laboratories, practicals and fieldwork, which 

inherently requires more contact time (Fry, Ketteridge, & Marshall, 2003). The 

flexibility of science programs is thus reduced relative to other disciplines. This 

may set unrealistic expectations of contact time required for science 

undergraduates. Second-year grade slump has been reported specifically in 

small science cohorts (Loughlin et al., 2013; McBurnie et al., 2012). As with 

other disciplines, second-year engineering students were found to be the least 

satisfied with their learning experiences (Calvo, Markauskaite, & Trigwell, 2010) 

particularly if theoretical studies were not effectively connected to practical 

experience (Yorke, 2014).  
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Assessment in undergraduate courses can be for many different purposes but 

commonly has an overarching purpose to provide evaluative measures of 

learning at a given point in time (Newton, 2007). Some forms of assessment, for 

example formative assessment, align more towards assessment for learning 

rather than of learning. Whether assessment is a key driver of learning remains 

open for debate (Joughin, 2010). In the sciences discipline, some assessment 

forms, such as laboratory reports, are unique to the discipline. The nature of 

evidencing complex scientific knowledge means that within science programs 

there is a high prevalence of traditional assessment of learning forms including 

assignments and what students perceive to be high stakes exams (Brame & 

Biel, 2015) that incorporate both theoretical and applied contextual 

computations, chemical reactions and clinical cases. These exams incorporate 

combinations of multiple-choice questions, short answer questions, 

mathematical computations, chemical and physical reactions, and complex, 

integrated processes. Exams test for a combination of understanding of 

theoretical underpinnings and application of these to applied scenarios. 

Generally, exams in the science discipline do not include lengthy essays. 

Science students from equity groups and first-generation students enrolled in 

second-year level courses were found to have poorer grade outcomes (Gregg-

Jolly et al., 2016). In disciplines such as the sciences, second-year students 

may have their first experience with career tasks such as clinical placements 

(Ivins, 2013) or research settings that can challenge prior conceptions leading 

to anxiety. For medical students, the ability to master large amounts of content 

knowledge and abstract conceptualisation was important in successful 

performance in higher level, complex courses (Newland & Woelfl, 1992). 
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The provision of support through second-year specific seminar classes (Hall, 

2017; Sweeder & Strong, 2012) and learning communities (Finning-Kwoka, 

2009; Hall, 2017) around understanding STEM majors and the nature of 

scientific-related careers can be beneficial to second-year students. Similarly, 

there are examples of programs designed to specifically support the challenges 

of this cohort in sciences (Gregg-Jolly et al., 2016; McBurnie et al., 2012). In 

addition, STEM students report higher levels of satisfactory student and 

academic staff professional relationships which help temper the difficult 

coursework (Kim & Sax, 2017). Moreover, evidence indicates that students are 

more likely to persist and graduate if their major falls into science, engineering, 

health-related or business professions (Kennedy & Upcraft, 2010; Pascarella & 

Terenzini, 2005) due to a combination of climate and culture within these 

departments and the incorporation of high-impact activities that incorporate 

active learning strategies such as small group learning, problem-based learning 

and the use of case studies being common in these disciplines.  

Campus Environment 

How welcoming and inclusive campus life is perceived can be influential for 

second-year student experiences (Panganiban, 2016) and predictive of thriving 

(Schreiner, Louis, et al., 2012) and persistence (Pullins, 2011; Rigali-Oiler & 

Kurpius, 2013; Schreiner, 2010b). Another point to note is that campus 

environment can heavily influence self-efficacy (Price-Williams, 2015), 

previously identified as an important developmental factor for second-year 

students. Regardless of university type, students identified that campus 

environment was a major contributor to perceptions of second-year being better 

than first year and contributing to satisfaction and success (Juillerat, 2000; 
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Kennedy & Upcraft, 2010; Schreiner, 2010b). This is perhaps due to this cohort 

not sufficiently having developed levels of efficacy and autonomy or established 

new networks that substitute for the loss of parental and high school support 

networks (Maggitti, 2008). Current recommendations proposing an intentional 

design of policies and activities promoting a positive campus environment 

communicates to students their value to the university (Gahagan, 2018) and 

enrichment to facilitate a thriving experience for all second-years (Schreiner, 

Louis, et al., 2012; Schreiner et al., 2018). 

Support Services 

Student support services are a core component of university business and 

comprise a variety of different services. These include administration, 

accommodation, advising/counselling and finance. Advice and support 

associated with academic and career progression are regularly highlighted as 

being of importance to second-year student experiences. The perceived lack of 

support coupled with an understanding of the increased difficulty and 

importance of second-year studies can lead to dissatisfaction with their 

university experience (Whittle, 2015). Then again, it should be noted that 

students who most need this type of support are not likely to be proactive in 

seeking assistance (Yorke et al., 2014). Yet activities and services that support 

academic, personal and career exploration are fundamental second-year 

enrichment strategies (Kranzow & Foote, 2018; Nelson, 2018; Schaller, 2018). 

Academic Support 

The unexpected removal of the majority of first-year academic support services 

for students not developmentally ready for this loss leads to high levels of 

dissatisfaction (Zaitseva, Darwent et al., 2014) and academic decline in second 
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year. The transparency and availability of academic support for first-year 

students has been a core component of first-year transition programs for 

several decades (Kift, 2015; Nelson, Clarke, Stoodley, & Creagh, 2014) and 

receives both government (Higher Education Participation and Partnerships 

Program (HEPPP) funding in Australia (Higher Education Support Act 2003, 

2011) and university financial support as a key retention strategy. However, the 

loss of these resources and activities in second year is a reported barrier to 

student success (Juillerat, 2000; Schreiner, 2018). Couple this with the 

diversification of students currently attending university and we find many 

students experiencing and expecting academic support at a similar level in 

second year, where universities experience challenges to meet these needs for 

second year (Yorke, 2014). There is an implicit assumption that students can 

seamlessly transition into second year without requiring the previous transitional 

supports. The academic challenges associated with second-year curricula 

mean the lack of academic support may (Evenbeck & Hamilton, 2010; Juillerat, 

2000) or may not (Quinlivan, 2010) impact student academic achievement and 

student progression (Evenbeck & Hamilton, 2010). Evidence of this impact was 

seen in a large biological sciences study, where students who experienced 

gaps in their academic knowledge reported that this led to poorer student 

satisfaction with their university experience (Whittle, 2015). Yet when effective 

academic support is provided, the slump associated with its loss was no longer 

observed (Whittle, 2016).  

The types of support second-year students are likely to require differ from that 

of first-year students. Willcoxson, Cotter, and Joy (2011) reported that academic 

activities that enhanced the building of confidence and capacity may be most 

important. Additionally, the recent use of online support resources may assist in 
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addressing the lack of university financial resources to support students in 

person, or the lack of student time or confidence to personally seek assistance 

(Gregory, 2015; Whittle, 2015). Questions remain around the boundaries for 

academic support and the implementation of beneficial services (Benson, 

Hewitt, Devos, Crosling, & Heagney, 2009) affecting student development of an 

autonomous learning approach. However, there is a clear need for some level 

of continued academic support for some second-year students (Bacio, 2017), 

especially considering widening participation (Evenbeck et al., 2000; Gregg-

Jolly et al., 2016; Petr, 2010). Academic support has been identified as a key 

factor influencing second-year retention (Graunke & Woosley, 2005; Juillerat, 

2000; Willcoxson et al., 2011) with academic teaching staff best placed for its 

provision. Staff familiarity, concern and respect for students coupled with their 

own professional development in learning approaches is central to good 

teaching practices (Ramsden, 2003). In addition, both the quality and frequency 

of faculty-student interactions have been reported predictors for student 

learning for second-year students (Lundberg & Schreiner, 2004).  

There are examples where universities have successfully addressed the 

provision of targeted second-year academic support mechanisms that were 

successful (Kuglitsch & Burge, 2016; Lee, 2014; Sanchez-Leguelinel, 2008; 

Thompson & Blankinship, 2015; Wilson et al., 2012). 

Meaningful connectedness to academic staff has been proposed to be one of 

three factors have a significant impact on motivation and learning outcomes that 

ultimately  

lead to student success, learning, retention and ultimately progress toward 

degree completion. (Levesque-Bristol et al., 2019, p. 21) 
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In conjunction with academic support for learning, mentoring by academic staff 

is a frequent component of second-year student experience programs 

(Gahagan, 2009) and has been identified as a top three contributor to improving 

retention (Kuh, 2017; Walsh, 2013). Reported benefits of this approach include 

improved academic skills (Quinlivan, 2010; Whittle, 2015), metacognitive 

evaluation of abilities through self-reflection (Gregg-Jolly et al., 2016; Quinlivan, 

2010), coping mechanisms and support-seeking behaviour (Quinlivan, 2010), 

along with front-line identification of at-risk students (Price-Williams, 2015). 

Career Advising 

Making career pathway decisions is a key developmental task for second-year 

students because it supports development of purpose and direction (Heier, 

2012; Hunter et al., 2010; Pattengale, 2000; Schreiner, 2018). Thus, advice 

regarding prospective career pathway options is a core contributor to second-

year student experience and one identified by second-year students as being 

particularly desirable (Gansemer-Topf et al., 2007; Gregg-Jolly et al., 2016). 

Lack of support in this area has been reported to influence students 

experiencing slump (Bacio, 2017; Gardner, 2000; Maggitti, 2008; Pattengale & 

Schreiner, 2000) and tensions can arise between students and their family 

around career progression (Pattengale, 2000). 

There are three common avenues of career advice available to students. These 

are through university career centre opportunities, through mentoring from 

academic staff and through embedding in curriculum. Conceivably, the latter 

two combined could be particularly helpful. The relationships built between 

academic staff and students has been shown to be particularly empowering for 

those pursuing STEM careers (Packard, 2004; Sweeder & Strong, 2012). 
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Consequently, activities that support career exploration are a common 

component of second-year experience programs (Gahagan, 2009). Their 

contribution assists in providing motivation to help push through the 

uncertainties of second year by supporting student development of professional 

purpose (Bacio, 2017) and are regularly recommended as an important 

contributor to positive second-year student experience (Hall, 2017; Tetley et al., 

2010).  

Impact of External Factors 

Yorke (2014) and Benckendorff et al. (2009) specifically identify several 

extraneous factors that impact on students who are undertaking study at a 

university institution. Fiscal pressures, accommodation arrangements and 

wellbeing are three key areas of student experience that are of interest to the 

current discussion and have been reported to contribute to second-year slump, 

should challenges arise. 

Financial Pressures 

Having insufficient financial resources to complete higher education is not a 

unique challenge for second-year students (Longden, 2007). Yet for this cohort, 

financial stability, and financial management skills (Gohn et al., 2001), are an 

important factor for retention and contribute to a student’s ability to become 

academically and social integrated (Schaller, 2010). The pursuit of financial 

independence can lead to dissatisfaction with experience (Panganiban, 2016) 

and cause emotional stress (Andrews & Wilding, 2004; Ivins, 2013; McInnis & 

Hartley, 2002) and shift motivation away from learning goals (Darwent & 

Stewart, 2014) that interferes with second-year academic studies. This may be 

due to the need to financially support themselves or due to a loss of financial 
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aid packages (Tobolowsky & Cox, 2007) or scholarship (Harris, 2017; 

Pattengale, 2000) as a consequence of poor academic performance in first 

year. Students may also undertake off-campus part-time work with only a slight 

majority of students reported to have sufficient financial means to complete their 

degree (Noel-Levitz, 2013). Financial pressures are reported to impact many 

Australian undergraduate students in a recent study, with the ability to meet 

living needs and university cost affecting up to a third of students (Rickwood, 

Telford, O'Sullivan, Crisp, & Magyar, 2016). 

The need to undertake paid employment during undergraduate studies has 

been reported (James & Seary, 2019) as a reason for non-attendance in 

classes and non-submission of assessments. For students, the impact of 

employment necessities on their second-year of undergraduate lived 

experience was complex. These factors likely contributed to why students who 

work more than 16 hours per week were reported to demonstrate poorer 

academic progress and increasingly negative lived experience of undergraduate 

in their first year (James et al., 2010). 

This leads to students making decisions about how much work they can or need 

to take on in addition to study, choices around balancing attendance of 

scheduled classes with irregular work hours, employer demand and financial 

need for income (McInnis & Hartley, 2002; Pascarella & Terenzini, 2005). If this 

balance was not successful, and support was not sought or received, then 

financial issues become a frequently cited contributing factor for involuntary, 

second-year attrition (Boivin et al., 2000; Jevons & Lindsay, 2018; Mersha, 

Bishaw, & Tegegne, 2013; Pattengale, 2000; Willcoxson, 2010). 
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Students working to support themselves during study does not necessarily 

negatively impact on their studies if their work is on campus (Pascarella & 

Terenzini, 2005). In addition, a student’s loan debt does not seem to impact 

persistence (Lambdin, 2014) and a high family median income has been shown 

to have a positive impact (Scobie, 2010) on second-year undergraduates. 

Students’ satisfaction reports indicated financial aid is highly valued (Juillerat, 

2000) and provision of institutional financial aid was reported to be a key to 

second-year student success (Kennedy & Upcraft, 2010) and to which students 

were receptive (Noel-Levitz, 2013). Finding solutions to support student 

financial stability was recently identified (Schreiner et al., 2018) as a key area 

for future research into enhancing second-year success. 

Accommodation 

Changes to student living arrangements are not uncommon in the second year, 

and include moving to shared accommodation, or out of college campus 

accommodation. This adjustment period has consistently been reported to 

create disruptive challenges (Darwent & Stewart, 2014; Evenbeck et al., 2000; 

Scott & Cashmore, 2012; Yorke et al., 2014) and have a negative impact on 

student experiences of second year. 

There is growing evidence (Ishitani, 2016; Kennedy‐Phillips & Uhrig, 2013; 

Kennedy & Upcraft, 2010) that living on campus during second year has a 

positive impact on student experience, retention, and graduation (Pitstick, 

2018); though not necessarily predictive of persistence (Pullins, 2011). Living on 

campus can create stronger connection to the university and a sense of 

belonging, as evidenced through higher levels of participation in campus 

activities (Wang & Kennedy-Phillips, 2013) and better access to supportive staff 
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such as residence-hall staff (Evenbeck et al., 2000; Richmond & Lemons, 1985) 

and residence programs (Finning-Kwoka, 2009). 

Wellbeing 

Martin Seligman’s wellbeing theory identifies five core components to support 

wellbeing. These are “positive emotion, engagement, meaning, positive 

relationships, and accomplishment” (Seligman, 2012, p. 16). In the context of 

academic wellbeing, this encompasses both physical and psychological 

wellbeing with both reported to impact student academic outcomes and 

experiences (Yu, Shek, & Zhu, 2018). Personal challenges and physical health 

contribute to the emotional wellbeing of students, the management of which is 

one of the seven vectors (Chickering & Reisser, 1993) impacting college 

student development, though previously it was not considered a key contributor 

to issues in second year (Lemons & Richmond, 1987). An Australian study 

(Rickwood et al., 2016) found that for all year levels of undergraduate students 

…about two-thirds of the 16-25 year olds rated their mental health as only fair or 

poor and a similar proportion reported high or very high psychological distress. 

(Rickwood et al., 2016, p. 44) 

These individuals associated feelings of anxiety and stress with low levels of 

motivation and mood. This proportion of students is significantly greater than in 

the relative matched general population. Pekrun, Goetz, Titz, and Perry (2002) 

also found that positive emotions were associated with better motivation, 

improved cognitive functioning and better academic outcomes. Conversely 

negative emotions were seen to be coupled with a non-productive academic 

mindset and reduced motivation, effort and academic outcomes. 
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Health issues, particularly mental health issues associated with clinical anxiety 

and depression, are more pervasive in the second year when compared with 

first year (Whittle, 2015) with referral to counselling for this cohort being one of 

the top three causes for the need for support (Hooper, Achorn, & Hemyari, 

2017). Contributors to development of mental health issues include financial 

and relationship pressures (Andrews & Wilding, 2004), living arrangements 

(Darwent & Stewart, 2014; Scott & Cashmore, 2012) and challenges 

precipitated by an inability to balance study, work, and life (Darwent & Stewart, 

2014; McInnis & Hartley, 2002); particularly for women (McInnis & Hartley, 

2002) and students of African American heritage (Howell, 2010). For some 

students, their ability to adjust to stress (Gohn et al., 2001) can lead to a change 

in motivation away from learning goals (Darwent & Stewart, 2014), which could 

account for observed reduction in academic achievement (Andrews & Wilding, 

2004; Quinlivan, 2010). Student mental health issues can lead to declines in 

self-efficacy (Whittle, 2015), which has been recognised as a major cause of 

involuntary attrition for second-year students (Jevons & Lindsay, 2018; 

Willcoxson, 2010). The recommendation for effective support strategies that 

include emotional and personal support to encourage persistence (Gohn et al., 

2001) have perhaps been insufficiently heeded in the past 20 years. 

Physical wellbeing is also of concern being identified as the third major factor 

affecting overall wellbeing for all Australian university students, in general, after 

finance security and academic progression (Rickwood et al., 2016). Poignant for 

this current study was the reported findings from an undergraduate study 

(Arnold, 2012) in which the 20% of the cohort identified as being in second-year 

rated the ability to gain sufficient rest as important, and closely tied to academic 

performance capabilities. Furthermore, nutrition and exercise were also found to 
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contribute to both physical wellbeing and academic achievement in the second 

year of undergraduate studies (Howell, 2010).  

2.5.5 Combined Impact on Student Academic Outcomes and Satisfaction 

Student developmental factors combine to impact the academic performance of 

second-year students. Academic capital garnered from high school and first-

year impact on satisfactory progress leading into the second year and is 

pertinent to academic success (Gardner, Pattengal, & Schreiner, 2000; Mersha 

et al., 2013). Academic outcomes from previous years impact course and major 

selection by limiting options (Graunke & Woosley, 2005). These limits can 

impact motivation, and major commitment, possibly putting students at risk of 

experiencing slump. 

There have been several different studies looking at the impact of poor student 

experiences in second year affecting GPA given this metric has been identified 

as a significant predictor of second-year academic success (Macrillo, 2008). 

Belief solely in one’s capabilities to be successful (Vuong et al., 2010) has been 

reported to affect GPA. Ultimately poor GPA levels can contribute to and be a 

discriminating characteristic of experiencing slump (Kennedy & Upcraft, 2010; 

Pattengale & Schreiner, 2000; Wilder, 1993) along with failure to progress 

(Kennedy & Upcraft, 2010) and risk of attrition (Gohn et al., 2001; Scobie, 2010; 

Viau, 2016; Wilder, 1993). Yet, elevations in second-year GPA by one point (for 

example, 4.1 to 4.2) were found to increase the likelihood of persistent 

progression by 46% (Pullins, 2011). Exam grades and GPA are just part of the 

influences of experience with non-cognitive factors of motivation, engagement 

and persistence important for second-year completion (Noel-Levitz, 2013). This 

fact was borne out of a study reviewing the impact of a second-year peer 
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mentoring program (Quinlivan, 2010) where GPA was not impacted but 

students perceived benefits to academic skills, and development of self-

reflective capacity, by belonging to a supportive community. 

In the second academic year, grade decline or dip is a commonly reported 

observation that may be associated with slump experiences. In the UK a large 

scale, multiyear analysis indicated that second-year grade dip led to only 32% 

of the cohort achieving an honours degree level grade (Yorke, 2014). A few 

Australian studies have reported localised observations of grade slump 

(Gregory & McDonnell, 2012; Loughlin et al., 2013; McBurnie et al., 2012). It 

would seem that perhaps the bottom third of cohorts are those most at risk 

independent of program of study or demographic background (Loughlin et al., 

2013). 

Challenges to academic experience that occur for second-year students are 

associated with student capacity to effectively manage elevations in both 

workload and elevations in both quantity and quality evidence of achieving 

competency and developing autonomy (Boivin et al., 2000; D'Arcangelo, 2013; 

Evenbeck et al., 2000) in academic learning. College grades were the single 

best predictor of a student’s academic performance and persistence (Pullins, 

2011) to degree completion (Adelman, 2006; Pascarella & Terenzini, 2005) 

(Pullins, 2011). Yet this cohort has been shown to be the one where students 

were least academically engaged with degree materials (Gardner et al., 2000) 

thus putting them at risk. There was early evidence that of all year levels, 

second-years had a penchant for social, leisure and physical fitness activities 

that led to the least amount of study (Gardner, 2000). 



 

Page | 99  

The lived experience of second-year science academic programs of study students at a public Australian university. 

2.5.6 Actively Addressing Second-Year Experience 

In the literature there are numerous examples of activities designed for 

supporting second-year student experiences. These activities essentially aid in 

addressing our existing core understanding of influences of second-year 

student success. Borden & Evenbeck (2007) state that 

One of the primary determinants of student success is their [students] ability to 

assimilate into the academic culture, which includes aligning their expectations 

and motivations closely with the prevalent norms of the academic community. (p. 

153)  

Strategically, these activities have included purposeful curriculum design that 

incorporates both self-development (Schaller, 2005, 2006, 2018), and career 

exploration opportunities. For example, advising (Kim-Lee, 2017; Quinlivan, 

2010) that sets appropriate expectations (Evenbeck et al., 2000) and 

incorporates high-impact practices designed specifically for second year 

(Provencher & Kassel, 2017). These high-impact practices focus on mentoring 

and building student-academic staff relationships that support academic 

development, major selection (Schreiner, 2018) career exploration, peer 

counselling and living-learning communities (Gardner, 2015; Hall, 2017; 

Sweeder & Strong, 2012). These activities have been implemented both as 

stand-alone interventions or contribute to a broader experience program, as 

have been developed in universities further advanced in their understanding 

and gathering evidence of the impact of poor second-year experiences. 

Examples of programs such as these include Universities of South Carolina’s 

Sophomore Success, Beloit College’s Sophomore Year Initiative, Emory 

University’s Second Year at Emory, Colorado College’s Sophomore Jump 
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Series (Hanover Research Council, 2008), Millikin University’s C-Scape 

(Isakovski et al., 2011), Clarion University’s Transition Program (Croskey, 

Goodman, & Karp, 2008), University of Ohio’s STEP (second-year 

transformational experience program) (Pitstick, 2018) and sophomore peer 

counselling programs at RMIT (Quinlivan, 2010) and John Jay College of 

Crimial Justice (Sanchez-Leguelinel, 2008). 

The purpose of developing such activities and programs addresses key aspects 

of the ‘sophomore slump’ that are developmental and institutional in nature and 

highly influenced by both academic and non-academic factors. Developmental 

activities support focused exploration of student capabilities and future 

directions and encompass transitioning into second year, self-efficacy, 

autonomy and belonging. Institutional activities support students through 

improved campus environment and holistic experiences designed to support 

student engagement, progression, satisfaction and success. Ultimately these 

practices have been developed in response to observed or evaluated student 

experiences and aim to enrich and support student experience by having a 

demonstrated positive impact on student outcomes. Intended outcomes are 

reported to improve student retention (Croskey et al., 2008; Dittmar, 2000; 

Gahagan, 2009; Hall, 2017; Jordan, 2011) and various elements of experience 

such as setting expectations (Hill & Tinker, 2018), improving engagement and 

enhancing satisfaction (Kennedy‐Phillips & Uhrig, 2013), promoting academic 

success (Gregg-Jolly et al., 2016; Rigali-Oiler & Kurpius, 2013; Siebert, Daniel, 

& High, 2017), improving campus community (Pullins, 2011) and a sense of 

belonging (Schaller, 2018). Some interventions have shown evidence of 

comprehensive impact evidence (Gahagan, 2009; Gregg-Jolly et al., 2016; 

Juillerat, 2000; Sanchez-Leguelinel, 2008) but largely reports on second-year 
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interventions fail to identify precipitating triggers for the implementation or such 

interventions and lack comprehensive evaluation of their impact. 

Recommendations have been consistent over the last decade to develop 

institutional policies and practices that support second-year student experiences 

(Gahagan, 2018; Graunke & Woosley, 2005; Kim-Lee, 2017). Typically, these 

are more strategically focused around enhancing overall student experience 

with a broader impact than retention alone (Schreiner et al., 2018) and do not 

replicate those provided in first year as the needs of the second-year cohort are 

different (Graunke & Woosley, 2005). These focus on resolving three key areas 

of attrition: academic challenges, lack of purpose and direction, and 

disconnection from campus community (Hanover Research Council, 2008). 

Common features of a second-year specific program might include 

transitioning-in activities (McBurnie et al., 2012), intentionally designed holistic 

curriculum (Hall, 2017; Schmitt, Badawy, et al., 2013; Schmitt, Larsen, et al., 

2013), building student-academic staff relationships (Hall, 2017), campus 

involvement, spirituality, alignment of curricular and co-curricular and 

professional activities (Kranzow & Foote, 2018; Loughlin et al., 2013; McKay-

Nesbitt, Yobaccio, Wicks, & Asare, 2012; Pierre, 2014; Pitstick, 2018), 

institutional integrity and a strong sense of campus community (Schreiner, 

2018).  

Future research into the second-year experience needs to have clearly 

articulated research pedagogies applied to provide a strong and effective 

evidence-base. Furthermore, there is a call to include addressing marginalised 

populations, the differential effects of key aspects such as pedagogy, financial 

aid and how to effectively support those in the ‘murky middle’ who are neither 
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thriving nor slumping (Schreiner et al., 2018). In addition, there is a call to 

collate  multiple types of evidence. Data to support the type of interventions that 

may be impactful and how it might effect student development and retention 

(Parry, 2011). Identification of would-be barriers to successful implementation of 

strategies, such as lack of student time and academic staff/professional 

staff/administration comprehension, along with impact evaluation of any 

strategic interventions (Finning-Kwoka, 2009; Loughlin et al., 2013; Young, 

2018). 

Schreiner (2010b, p. 56−63) identified five recommendations for sophomore 

programs that emerged from evaluation of Sophomore Experiences Survey 

data in the USA. These are, in order by importance of contribution to their 

impact of sophomore success and satisfaction: 

 1. Connect students to academic staff and engage them in the learning process 

2. Focus sophomore advising on connecting present and future identities  

3. Build purpose and peer satisfaction through selective involvement on campus 

4. Empower students to navigate the institution’s systems and  

5. Help sophomores connect their strengths to academic success.  

The revised version of these recommendations (Schreiner et al., 2018) includes 

similar items but more extensive expansion on incorporating enabling factors 

such as experience audits to inform decision-making for sophomores, 

intentional design of high-impact practices, strategic vision for sophomore 

experience that includes effective policies and practices and demonstrations of 

institutional value for supporting sophomore success. 
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2.6 Focus on Science Discipline 

There are unique challenges for the delivery of typical undergraduate science 

curriculums. Historically, how science is taught at university has often been 

limited by the discipline nature and required associated infrastructure which 

combines lectures with experiential learning, particularly for practical 

explorations like laboratories and field trips.  

2.6.1 Nature of Curriculum 

Science-based programs use the curriculum, including course content and 

assessment, to support student development of a scientific enquiry approach to 

thinking (TEQSA, 2015). Key attributes include developing a coherent 

understanding of science, exhibiting depth and breadth of scientific knowledge, 

critical analysis and solving of scientific problems, effective communication of 

science and accountability for own learning and scientific works at a threshold 

level as described by the Science Threshold Learning Outcomes (Jones & 

Yates, 2011) and at an appropriate skill level as articulated by the AQF 

(Australian Qualifications Framework Council, 2013). Particularly in the 

sciences, active learning strategies that are augmented with experiential 

learning to facilitate the constructivist creation of knowledge schema are 

particularly effective and advocated (Leonard, 2000). 

Challenges occur where STEM undergraduates may value more active learning 

approaches but are resistant to their inclusion (Tharayil et al., 2018). 

Transmissive lectures focusing on knowledge delivery are common and while 

often maligned, recent evidence indicates that these may have a positive impact 

on academic outcomes for science students (Credé, Roch, & Kieszczynka, 

2010; Doggrell, 2018).  
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In addition, the experimental nature of science is an integral part of its learning, 

with laboratories and practical classes providing a major role in developing 

understanding of how science is conducted (Fry et al., 2003; Overton, 2003). 

Ergo, there remains a strong reliance on combining content delivery in lectures 

with experiential learning in physical spaces for the achievement of key learning 

outcomes that are core and unique to the discipline (Hodges, 2015). Other 

disciplines, such as health and teaching, also have experiential learning 

opportunities through practicum placements. However, these environments rely 

on a connected team approach with a sense of purpose associated with 

wellbeing outcomes for other individuals.  

2.6.2 Science Educators 

In sciences, experiential learning and developing a sense of purpose, even 

when working as a team, is reliant on experimental processes and research 

outcomes that contribute to a collective understanding. The highly competitive 

nature of the field also perpetuates this approach (Anderson, Ronning, De 

Vries, & Martinson, 2007). Thus, while science research is frequently conducted 

collaboratively in teams, many of the daily processes of being a scientist, such 

as conducting experimental work, are frequently a solitary pursuit. 

This nature of and requirement for scientists employed by the university has 

implications for how scientific understanding and inquiry are taught in higher 

education. It is not uncommon for teaching in this environment to be conducted 

by high-level researchers, thus providing students access to cutting research 

findings as part of their education. In Australia, employment practices of higher 

education providers are regulated by TEQSA, who require 
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 …that academic teaching staff must be qualified to at least one level of 

qualification (AQF level or equivalent) higher than the course of study being 

taught or have equivalent relevant academic or professional or practice-based 

experience and expertise. (TEQSA, 2015, p.21) 

Thus, any teaching staff are required to have a postgraduate science-based 

qualification higher than a bachelor’s degree. Consequently, appointments are 

traditionally based on postgraduate research qualifications, research 

capabilities and/or industry experiences with few holding educational 

qualifications.  

Further to this, the pressures for science academics to maintain research 

performance through grant success and publication records leads to resistance 

from some science academic staff towards pedagogical upskilling (White et al., 

2016) and the conceivable reduction in the time spent preparing effective 

curriculum delivery methodologies (Feller, 2018; Kreber, 2003) due to time 

prioritisations. Consequently, “it is unfortunate, but true, that some academics 

teach students without having much formal knowledge of how students learn” 

(Fry et al., 2003, p. 9). 

This combination of limited pedagogical understanding, researcher identity and 

the siloed nature of research are recognised contributors to the creation of poor 

learning environments with a propensity that can contribute to attrition of 

sciences majors (Kober, 2015; Singer, Nielsen, & Scheweingruber, 2012). 

There has been a recent shift with recommendations for change (Bradforth et 

al., 2015; Overton & Johnson, 2016) and the incorporation of better learning 

pedagogies (Drinkwater, Matthews, & Seiler, 2017; Smith, Jones, Gilbert, & 
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Wieman, 2013) but uptake has been sluggish (Hora & Ferrare, 2013; Singer et 

al., 2012).  

Yet these science researchers are frequently responsible for the development 

and delivery of curriculum and creation of institutional learning environments for 

second-year students. Thus, the challenges of implementing good learning 

pedagogies (Drinkwater et al., 2017) and appropriate learning environments 

remain. Science undergraduate experiences seek to develop scientific literacy 

and include the mastering and application of complex knowledge with 

embedded experiential learning focused primarily on practical laboratory 

experimentation. 

2.6.3 Second-year Experience of Sciences 

Evaluation of second-year student experiences in the literature identifies a 

paucity of knowledge of our understanding of second-year science students. 

Previous second-year studies have either included but not separated science 

undergraduates from whole of institute or subset faculty study’s findings (Hunter 

et al., 2010; Juillerat, 2000; Yorke et al., 2014; Zaitseva, Milsom et al., 2013).  

Alternatively, findings have been narrowly focused on experiences pertaining to 

a single point of interest with a single course (Larsen 2013; Loughlin et al., 

2013; Sweeder & Strong, 2012; Taylor & Harrison, 2015). In addition, the 

sciences include the traditional disciplines of biology, chemistry, mathematics 

and physics and also pertain to disciplines like engineering, technology, 

computer sciences or allied health sciences including psychology and nursing. 

Our understanding of second-year science undergraduate experiences primarily 

draws from this latter group, particularly in the engineering and allied health 

science disciplines. 
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2.7 What Now? 

Studies exploring the experiences of second-year undergraduate students are 

an emerging area of research where most of our understanding stems from 

studies in the USA and UK. Reporting seldom focuses on the academic 

experience unless coupled directly with student retention. Leaders in the field 

regularly highlight the need for further comprehensive exploration and 

evaluation of second-year experiences to support intentional design of effective 

support mechanisms to enhance student outcomes (Schreiner et al., 2018). 

Evident too is a scarcity of investigation into students undertaking science 

programs of study. 

These gaps provide a focus for this research inquiry into second-year students 

undertaking science programs of study in a large Australian university. This 

study aims to capture the student voice associated with the lived experience of 

this cohort with a focus on their expectations and other factors that influence 

their experiences associated with the second academic year of program of 

study. 
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3 Methodology 

3.1 Research Principles and Approach 

3.1.1 Phenomenological Principles 

Phenomenology describes the study of lived experience. It is a philosophical 

approach widely regarded to be originally described by Husserl (1900/01) and 

developed by Heidegger, Gadamer, Merleau-Ponty and Sartre (Smith, 2015) 

among others. The approach endeavours to describe the perceptions of those 

experiencing a phenomenon without prejudgement or presupposition. Of key 

import in this study were the contributions of van Manen’s (van Manen, 1990) 

work on the four fundamental existentials of human experience that describe 

the combination of both descriptive and interpretive branches of the philosophy. 

The four existentials of lived experience are: spatiality (lived space), corporeality 

(lived body), temporality (lived time) and relationality (lived other) 

phenomenology. In this study the aspects of temporality and relationality were 

particularly pertinent. The lived experience of the second academic year of 

science programs of study does not occur at a single point in time but rather is a 

collective time – it occurs across the entire academic year. To be true to the 

temporal lens in this study, student lived experience data was collected at 

multiple time points from each cohort across their second year to provide a 

holistic understanding of the changes that may occur across the academic year. 

Relationality in this research study was explored through the interactions of 

second-year students and other people who contributed to their lived 

experience of second academic year of science programs of study, be they 

from within or beyond the university.  
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While there exist numerous varieties of phenomenological precepts, they are 

underpinned by three core principles. These principles are: (i), that the research 

remains discovery orientated, (ii), methods adopted arise out of the data and 

are responsive to the phenomena and (iii), that the researcher is required to 

engage in a reflexive, dialectical analysis of the data (Finlay, 1999). The intent 

of these combined principles is to focus on the wholeness of an experience, not 

just the individual components. It differs from other research paradigms in that it 

does not test a hypothesis, nor does it expect predictable, reproducible results. 

This research study sought to holistically describe the lived experience of 

students undertaking their second year of science programs of study. Given this 

phenomenon occurs across an entire academic year the temporality aspect of 

phenomenological inquiry was apt. Further, how students experienced their 

second year was anticipated to be highly influenced by the people around them, 

so focusing on the exploration of relationality was also appropriate. 

3.1.2 A Phenomenological Research Approach 

The phenomenological method is comprised of four key steps; epoché 

(bracketing), intuition, reduction analysis and description. The use of Husserl’s 

definition of epoché is a concept advocated by transcendental phenomenology 

(Moustakas, 1994) to put focus on descriptors of participant experiences while 

setting aside researcher’s personal interpretations and bias (Finlay, 1999). 

Intuition requires immersion and reduction to understand the phenomenon. 

Analysis requires iterative reduction processes to develop an understanding of 

the phenomenon. It may require changes to data collection methods as 

understanding emerges. The final stage of description occurs when the 

researcher describes their understandings of the data to define the 
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phenomenon (Finlay, 1999; Moustakas, 1994; Smith, 2015; Smith et al., 2009; 

van Manen, 1990). In this research study the interpretative phenomenological 

analysis (IPA)  approach (Pietkiewicz, 2014; Smith, 2015) was also applied to 

allow for the researcher to provide contextualisation to the emergent themes 

from student accounts (Braun & Clarke, 2006). 

3.2 Research Design Methodology 

3.2.1 Overview 

The study made use of an embedded mixed method approach (The SAGE 

Encycolpedia of Qualitative Research Methods, 2008) to capitalise on the 

strength of both quantitative and qualitative methods to inform the 

understanding of the phenomenon associated with the experiences of a 

second-year student in a science-based academic program of study. A single 

university case study with eligible participant data collected over a longitudinal 

period was deployed to capture the temporal nature of the experience and to 

provide iterative data. The researcher undertook the study in a part-time 

capacity which enabled the data collection phase to be extended and the 

capturing of multiple cohort data that was not possible in a shorter project 

period. The iterative nature of the study allowed for determining influences of 

the lived experience that were not unique to any given single cohort and added 

to a more holistic understanding. 

The application of this approach allowed for effective gathering of data that 

could be analysed to reveal a detailed exploration of the lived experience of the 

study participants. While the nature of this study inherently means it is not easily 
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generalised to larger populations, it does contribute to conveying individuals’ 

unique experiences to which subset populations may relate. 

3.2.2 Quantitative Methodology 

Two surveys were designed for the quantitative approach which drew on the 

survey design principles described by Fowler (2009), The SAGE Encycolpedia 

of Qualitative Research Methods 2008) and Schmitt, Larsen, et al. (2013) and 

were realised in the instruments designed. Informed by the literature, the 

surveys were structured around four main areas to answer the research 

questions that evolved from the broader second-year student experience 

literature. These were comparative first-year experiences, expectations of 

second-year experiences (Survey 1, Appendix B and C), reflections of second-

year experiences (Survey 2, Appendix D and E), academic factors of influences, 

non-academic influences of experience and general information pertaining to 

enrolment and geographic study location. The temporal and iterative nature of 

the research provided a larger pool of data for analysis at any timepoint across 

the second year of a program of study. Further details are described in Sections 

3.3, 3.4 and 3.5.1. 

3.2.3 Qualitative Methodology 

Open responses to survey questions provided qualitative data for the study. To 

remain consistent and true to phenomenological methodology, the process 

described in this chapter was undertaken. This process was congruent with 

literary recommendations (Finlay, 1999; Merriam, 2014; The SAGE 

Encycolpedia of Qualitative Research Methods, 2008; van Manen, 1990), with 

modifications to adapt individual interview and focus group methods to a larger 
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population using survey methodology. Further details are described in Sections 

3.4 and 3.5.2. 

The combination of both quantitative and qualitative data sources at multiple 

time points and with multiple cohorts also supported the development of valid 

and reliable points of reference and allowed for effective gathering of data. Data 

analysis provided a detailed exploration of the experience of the study 

participants.  

3.2.4 Ethical Approval 

Human ethical approval for this project was obtained (Approval Reference: 

EDN/B3/14/HREC) and was conducted in accordance with the university policy 

related to data collection associated with teaching and learning 

(http://www.griffith.edu.au/research/research-services). Details of the specific 

information pertaining to this project are recorded in Appendix F. 

3.2.5 Design of Surveys 

Overview of Design 

The instruments used to collect data on student lived experience were a 

combination of two surveys. These were: 

(i) Survey 1: Expectations Survey 

(ii) Survey 2: Reflections Survey 

The development of these two surveys followed the process outlined in  

Figure 3-1. 

http://www.griffith.edu.au/research/research-services
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Figure 3-1 Survey 1: Expectations Survey and Survey 2: Reflections Survey 
Design Process. 

The surveys were designed to capture data to inform a response to the 

research questions. Survey design incorporated a combination of Likert scale 

survey questions and open-ended questions related to various elements of 

academic life as a second-year science student at Griffith University. The 

surveys were developed based on concepts described in a collection of various 

survey tools (Table 3-1), where no individual tool captured the sentiments 

associated with academic experiences in second year and the holistic impact of 

non-academic factors on these experiences.  

Combined survey instruments (Table 3-1) provide information and conceptual 

topic questions related to academic experiences of program, expectations of 

academic studies and influential factors. The inclusion of general demographic 

data that includes sampling weights such as age, sex, ethnicity and race are 

typically included in the data metrics used for survey evaluations of higher 
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education students. Sampling weights are positive measures that enable the 

adjustment of datasets to correct for population skew. 

Table 3-1 Survey instruments that led to the surveys utilised in this study and 
aspects of design contribution. 

Instrument Year Survey Source 
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Sophomore 
Experience 
Survey (SES) 2011 

Schreiner, L. 

https://www.thrivingincollege.org/ses-
2020 

Accessed 20-10-2014   

 

    

First-year 
Expectations 
and 
Experiences  2009 

(Brinkworth et al., 2009) 

https://link.springer.com/article/10.100
7/s10734-008-9188-3 

Accessed 27-11-2014   

 

    

National 
Survey of 
Student 
Engagement 
(NSSE) 
Questionnaire 2014 

Centre for Postsecondary Research, 
Indiana University 

Accessed 29-10-2015 

Instrument now accessed from 

https://nsse.indiana.edu/nsse/survey-
instruments/index.html    

 

    

Australasian 
Survey of 
Student 
Engagement 
(AUSSE) 
Questionnaire  2011 

Australian Council of Educational 
Research 

https://www.acer.org/au/ausse/survey
-instruments 

Accessed 29-10-2014   

 

    

Student 
Experience 
Questionnaire 
(SEQ) 2014 

Australian Council of Educational 
Research 

https://www.acer.org/au/ausse/survey
-instruments 

Accessed 29-10-2014 

Instrument now available from 
https://www.qilt.edu.au/    

 

    

https://www.thrivingincollege.org/ses-2020
https://www.thrivingincollege.org/ses-2020
https://link.springer.com/article/10.1007/s10734-008-9188-3
https://link.springer.com/article/10.1007/s10734-008-9188-3
https://nsse.indiana.edu/nsse/survey-instruments/index.html
https://nsse.indiana.edu/nsse/survey-instruments/index.html
https://www.acer.org/au/ausse/survey-instruments
https://www.acer.org/au/ausse/survey-instruments
https://www.acer.org/au/ausse/survey-instruments
https://www.acer.org/au/ausse/survey-instruments
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Instrument Year Survey Source 
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Course 
Experience 
Questionnaire 
(CEQ) 2012 

Graduate Careers Australia 

Accessed 29-10-2014 

Instrument now available from 
https://www.qilt.edu.au/qilt-
surveys/graduate-satisfaction   

 

    

College 
Student 
Expectations 
Questionnaire 
(CSXQ) 2013 

Centre for Postsecondary Research, 
Indiana University 

Accessed 21-10-2015 

Instrument now available from 
http://cseq.indiana.edu/pdf/csxq_whol
e.pdf   

 

    

Sophomore 
Survey 
Princeton 2010 

Marsh, J. Princeton University 

Accessed 21-10-2015 

Instrument no longer available online  

 

  

However, reports (Mercer, et al, 2018; Winship & Radbill, 1994) indicate that 

sampling weights are somewhat arbitrary in nature and only minimally reduce 

potential bias in online opt-in survey methodology. In addition, sampling weights 

were not included in several instruments this study draws on. Given this 

combination of circumstances, sampling weights were not included in this study, 

however, this limits the generalisability of findings relative to these specific 

demographic parameters. Instead, questions regarding the study background of 

students, such as their degree program, academic history and campus location 

were included in the survey design to provide additional context to the nature of 

the students. When borrowing questions, it is important to undertake pretesting 

to ensure context remains relevant to the current project (Converse & Presser, 

1986). Alignment of the research questions to data collection questions is 
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shown in Table 3-2 and Table 3-3. The survey tools can be found in Appendix B 

and C (Survey 1) and Appendix D and E (Survey 2) as both online (Appendix B 

and D) and hard copy versions (Appendix C and E). 

Survey 1: Expectations Survey Design 

Survey 1 was designed to develop an understanding of student expectations of 

their second academic year of study in a science program of study, 

contextualised by their experiences in first year. It utilised an embedded mixed 

methods design (Fowler, 2009; The SAGE Encycolpedia of Qualitative 

Research Methods, 2008; Schmitt, Larsen, et al., 2013) and included a 

combination of quantitative Likert and qualitative open response questions. 

Questions were initially developed based on relevant question selection from a 

collection of survey tools (Table 3-1) used with similar cohorts trialled during 

Phase A ( and slightly refined for Phases B and C of the study (refer to Figure 

3-1 and Appendix A). Questions collected information on student expectations 

of both academic and non-academic influences of student experience in 

addition to pertinent general information (Table 3-2). The final tool is in 

Appendix B (Survey 1 online version) and Appendix C (Survey 1 hard copy 

version). Survey 1 was implemented at the beginning of each academic year, 

during teaching period (TP) 1. 

Survey 2: Reflections Survey Design 

Survey 2 was designed to develop an understanding of what students had 

experienced during their first semester and their whole second academic year 

during their science program of study. It utilised an embedded mixed methods 
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design (Fowler, 2009; The SAGE Encycolpedia of Qualitative Research 

Methods, 2008; Schmitt, Larsen, et al., 2013) and included a combination 

Table 3-2 Survey 1 alignment of research questions to data collection questions 
for Survey 1: Expectations Survey (2017).  

of quantitative Likert and qualitative open response questions. Questions were 

initially developed based on relevant question selection from a collection of 

survey tools used with similar cohorts (Table 3-1), trialled in Phase A (Figure 3-

1) and refined for Phases B and C of the study. The questions collected 

information on student reflections of both academic and non-academic 

influences of their experiences in addition to pertinent general information 

(Table 3-3). The final tool is in Appendix D (Survey 2 online version) and 

Appendix E (Survey 2 hard copy version). Survey 2 was implemented following 

grade release for teaching periods 1 and 2 of each academic year. 

Research Question Topic 
Survey Question 

Number 

Expectations 

1st year Experiences 5, 7, 12−15 

2nd year Expectations general 21−44 

Academic 
Influences 

Academic History 7, 12−15 

1st Year use of Support Services 7 

2nd year Expectations 21−30 

Non-academic 
Influences 

1st Year use of Support Services 7 

Lifestyle History 16−20 

2nd year expectations 31−44 

Study Background   1−6, 9−10 
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Table 3-3 Survey 2 alignment of research questions to data collection 
questions. 

Research 
Question 

Topic Survey Question Number 

Expectations 

Impact of Expectations on Workload 9–10, 21, 23, 55–57 

Assessment 13–14, 21, 24–27, 55–57 

Prior knowledge 21, 27, 55–57 

Academic 
Influences 

Content Load 8, 10, 55–57 

Course Resource Use 11, 55–57 

Assessment Load 12–13, 55–57 

Assessment Outcomes 14–16, 55–57  

Assessment general 10, 17–20, 55–57 

Prior knowledge 21, 27, 38–41, 55–57 

Content link to career 21, 28, 55–57 

Academic staff impact 31, 41–42, 54–57 

Study skills & habits 17–20, 41–44, 55–57 

Support services 32, 41, 45–47, 55–57 

Academic skill development 43, 48–49, 55–57 

Timetabling 52–53, 55–57 

General 55–57 

Non-academic 
Influences 

Life circumstances impact 21, 22, 29, 34–37 

Student services 21, 32, 45–47, 54–57 

Time management impact 21, 50–53, 55–57 

Career-associated impact 21, 30, 33, 55–58 

Attendance at 2nd year events 59 

Study 
Background 

  1–8 

Pilot Study 

Phase A of the research study piloted the research methodology. The two 

surveys (Survey 1: Expectations Survey and Survey 2: Reflections Survey) 

were used during Phase A (Figure 3-1) of the study. Subsequent analysis of 

responses to Phase A survey instruments was conducted to determine 
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hypothetical misinterpretation of questions, simplicity of data analysis and the 

ability of the tools to gather meaningful data that would address the research 

questions. Evaluation assisted with testing adequacy and refining the research 

instruments (Baker, 1994), establishing whether the sampling frame and 

technique could be effective, assessing the likely success of proposed 

recruitment approaches and collecting preliminary data to assess interpretation 

and analysis methods (van Teijlingen & Hundley, 2004). Pretesting of questions 

was conducted as recommended (Converse & Presser, 1986) where the 

supervisory group evaluated the instruments for clarity, readability, potential 

bias and leading questions. Phase A was initially considered to be an external 

pilot study (Lancaster, Dodd, & Williamson, 2004) as the students came from 

the target group of participants who would not be included in the main survey 

collection.  

On completion of the analysis of Phase A, question sets were consolidated to 

ensure relevance and ease of analysis. The survey instruments were refined to 

address research questions more clearly. Further detailed information 

pertaining to the pilot study in Phase A can is in Appendix A. 

The minor modifications made, and the ability of the pilot surveys to collect 

meaningful data, enabled a secondary outcome of Phase A with data included 

in the main study. The final version of each survey is in the appendices. Survey 

1: Expectations Survey is in Appendix B (online version) and Appendix C (hard 

copy version). Survey 2: Reflections Survey is in Appendix D (online version) 

and Appendix E (hard copy version). 
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Overall Data Collection Methodology 

As indicated in Figure 3-2, data collection occurred at eight different time points 

across three years. Each year represented a different phase of the study with 

Phase A occurring in 2015, Phase B in 2016 and phase C in 2017.  

Figure 3-2 Overview of data collection across the study 

 

As can be seen in Table 3-4, Phase A comprised the pilot study undertaken in 

Semester 2, 2015. Details of this study are in Appendix A. Phase B comprised 

four separate data collections during 2016. Phases A and B were conducted 

during 2015−2016 with teaching periods of 13 weeks’ duration (semesters). 

Phase C comprised five separate data collections during 2017 and was 

conducted with teaching periods of 12 weeks’ duration (trimesters). 

Response rates during the pilot and early part of the main study remained low. 

Initially focus groups had been planned as part of the design strategy but the 



 

Page | 121  

The lived experience of second-year science academic programs of study students at a public Australian university. 

lack of response to calls for participation meant that the focus group studies 

were not undertaken. 

Table 3-4 Data collection types and timings across the research study. 

 Data 
Collection 

Point 

 

Data Collection Point Type Timing of 
Collection 

P
h

a
s

e
 A

 

1 2015 Pilot Survey 1: Expectations Survey TP 2a 

2 2015 Pilot Survey 2: Reflections Survey TP 2b 

P
h

a
s

e
 B

 

3 2016 Survey 1: Expectations Survey TP 1a 

4 2016 Reflections 1 Survey TP 1b 

5 2016 Reflections 2 Survey Hard Copy TP 2c 

6 2016 Reflections 2 Survey Online TP 2b 

P
h

a
s

e
 C

 

7 2017 Survey 1: Expectations Survey Hard Copy TP1d 

8 2017 Survey 1: Expectations Survey Online TP 1a 

9 2017 Reflections 1 Survey Online TP1b 

10 2017 Reflections 2 Survey Hard Copy TP 2c 

11 2017 Reflections 2 Survey Online TP 2b 

TP=Teaching period of 12−13 weeks. a Week four; last date to enrol in the TP. b One week 
postresults release. c Last timetable teaching week of TP. d Second week of TP; prior to 
census date 

As an alternative to gather triangulated rich data, an abridged version of the 

online survey including general information and the open response questions 

was distributed as a hard copy survey. The modified Survey 1: Expectations 

Survey (Appendix B) was used for the online data collection points 3 and 8 for 

teaching period 1. The abridged version (Appendix C) was used for data 

collection point 7. The modified reflections survey (Appendix D) was used for 

both the midyear and end-of-year online data collection points 4 and 9, and 6 
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and 11, respectively. The abridged version (Appendix E) was used for data 

collection points 5 and 10. Identification codes were crosschecked to ensure no 

students completed both an online and hard copy survey for corresponding 

instruments.  

3.3 Participant Selection and Invitation 

3.3.1 Sampling Frame 

The participant group for this research were second-year science students 

enrolled in one of four different science-based bachelor programs of study: 

Bachelor of Biomedical Science (BBiomedSc), Bachelor of Science (BSc), 

Bachelor of Forensic Science (BForSc) and Bachelor of Medical Science 

(BMedSc). Students were enrolled at one of two different campuses 

(approximately 70 km apart) of a multicampus public Australian university, 

ranked in the top 3% of universities globally during 2015−2017 with a student 

population of 50,000. The participants represented key sciences discipline 

areas and created a student sample representative of the second-year science 

student cohort at this university. An individual student was eligible to complete a 

maximum of three surveys within a single academic year, with data collected 

over multiple academic years. 

Students who met three specific criteria were invited to participate in the study: 

(1), students who had successfully completed a minimum of 75% of first-year 

program-related coursework in their first undergraduate program of study; (2), 

students who had engaged in studying core science subjects such as biology, 

chemistry, mathematics and physics in the programs defined in this 
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investigation during their first and second academic program of study years; 

and (3), students who were enrolled as full-time students.  

It should be noted that there was some fluctuation in the number of eligible 

students in each year cohort, but this was due to variation in the numbers of 

students enrolled in any given year and their capacity to meet the specific 

criteria above. 

3.3.2 Recruitment Strategy 

Students who met these three criteria were recruited as participants in 

accordance with the ethics approval process. Each participant was invited by 

email to participate in the survey. Emails were personally addressed using the 

LimeSurvey software and contained information regarding both the 

requirements and closure dates. Students who had not completed the survey 

within 14 days were sent a reminder email near the end of the survey collection 

timeframe. 

3.4 Data Collection 

Two different surveys were used to collect data during the three years of the 

study. The first was the Survey 1: Expectations Survey which sought to gain 

information on student expectations of their academic experiences in their 

second academic year of program of study. Student comments from this survey 

were indicated using the beginning-of-year (BOY) abbreviation to provide 

context to discussion. Survey 2 was reflective in nature and utilised at two time 

points across each cohort’s second year. Survey 2 sought to gain information 

from guided reflections on student’s experiences at the midpoint and at the end 

of their second academic year of their program of study. Student comments 
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from this survey were indicated using the middle-of-year (MOY) and end-of-year 

(EOY) abbreviations to provide temporal context to discussion. 

3.4.1 Survey 1: Expectations Survey Data Collection 

Data collection for Survey 1 occurred four times (data collection points 1, 3, 7 

and 8; refer to Table 3-5) during the study. An anonymous codification system 

was employed (refer to Appendix D). While response rates were low, ranging 

between 10% and 17% for online responses, this was not atypical of the 

collection methodology and all recommended participation encouragement 

methods (Fowler, 2009; Garner, 2018; Nulty, 2008; Polit & Beck, 2008; van 

Selm & Jankowski, 2006) were employed, except incentivisation. A summary of 

response rates can also be seen in Table 3-5.  

Table 3-5 Summary of Survey 1: Expectations Survey response rates. 

Year 2015 2016 2017 2017 

Data Collection Point 1 3 7 8 

Total Eligible Participants (n) 260 186 23 308 

Total Number Respondents (n) 27 31 23 51 

Response Rate (%) 10 17 100 17 

For data collection point 1, the pilot Survey 1 was administered at the beginning 

of the second semester of 2015 with respondents asked to complete it 

retrospectively. The pilot Survey 1 was refined with additional open response 

options added to generate Survey 1 used in the main study. Further data was 

collected using Survey 1 respondent codes (data collection point 3) from the 

2016 cohort at the beginning of the academic year. Data collection point 7 

occurred during the second-year orientation activity held at the commencement 

of the 2017 academic year. A total of 23 students attended and completed 
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survey forms during the session. To ensure that an eligible respondent did not 

have duplicate data included in the evaluation a comparison of the respondent 

codes was conducted for data collection points 7 and 8. No duplicate data was 

identified. The program of study and campus distribution for respondents was 

analysed and considered to be representative of the cohorts (Table 3-6). 

Table 3-6 Distribution of data by program and campus for Survey 1: 
Expectations Survey data. 

Year 2015 2016 2017 2017 

Data Collection Point 1 3 7 8 

BSc survey respondents (n) 
8 1 10 21 

BBiomedSc survey respondents (n) 
9 11 3 20 

BMedSc survey respondents (n) 
0 13 5 5 

BForSc survey respondents (n) 
10 6 1 5 

Total program respondents (n) 
27 31 19 51 

Campus A survey respondents (n) 
24 25 19 39 

Campus B survey respondents (n) 
3 6 0 12 

Total campus respondents (n) 
27 31 19 51 

n = total number of respondents in a specific program or on a specific campus 

3.4.2 Survey 2 Data Collection 

The response rates for each data collection point can be found in Table 3-7 and 

Table 3-9 for MOY (data collection points 4 and 9) and EOY collections (data 

collection points 2, 5, 6, 10 and 11), respectively. Table 3-8 and Table 3-10 

show the distribution of responses relative to program enrolment and campus 

for MOY and EOY data collections, respectively. 
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Table 3-7 Summary of midyear (MOY) reflection survey response rates. 

Year     2016 2017 

Data Collection Point     4 9 

MOY Eligible Participants (n) 
  

186 308 

MOY Eligible Respondents (n) 
  

19 35 

Response Rate (%)     10 11 

n = total number of respondents 

Table 3-8 Distribution of data by program and campus for midyear (MOY) 
reflection survey data collection. 

Year 2016 2017 

Data Collection Point 4 9 

BSc survey respondents (n) 1 13 

BBiomedSc survey respondents (n) 4 13 

BMedSc survey respondents (n) 8 6 

BForSc survey respondents (n) 6 3 

Total program respondents (n) 19 35 

Campus A survey respondents (n) 13 26 

Campus B survey respondents (n) 6 9 

Total campus respondents (n) 19 35 

Table 3-9 Summary of end-of-year (EOY) reflection survey response rates. 

Year 2015 2016 2016 2017 2017 

Data Collection Point 2 5 6 11 10 

EOY Eligible Participants (n) 260 101 186 308 168 

EOY Eligible Respondents (n) 6 101 21 18 36 

Response Rate (%) 2 100 11 6 21 

n = total number of respondents 
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Table 3-10 Distribution of data by program and campus for end-of-year (EOY) 
reflection survey data collection. 

Year 
2015 2016 2016 2017 2017 

Data Collection Point 2 5 6 11 10 

BSc survey respondents (n) 2 12 2 5 14 

BBiomedSc survey respondents (n) 2 43 6 6 7 

BMedSc survey respondents (n) 0 31 7 5 8 

BForSc survey respondents (n) 2 15 6 3 7 

Total program respondents (n) 6 101 21 19 36 

Campus A survey respondents (n) 5 76 16 13 36 

Campus B survey respondents (n) 1 25 5 6 0 

Total campus respondents (n) 6 101 21 19 36 

n = total number of respondents in a specific program or on a specific campus 

3.5 Data Analysis 

Data evaluation was conducted using several different analytical approaches. 

Respondents for each of the collection points listed in Table 3-5, Table 3-7 and 

Table 3-9 were aligned in time sequence (BOY then MOY then EOY for each 

year in sequence 2015 to 2017) and each respondent given a unique student 

number; numbers 1 to 345. Where a respondent was identified as having  

completed multiple collection points, they were only assigned a single number 

relative to the first collection point in which they participated. For reporting 

purposes any quotes were attributed based on this number allocation and 

include program and time of year the data collection occurred for 

contextualisation of comments. This process ensured replicated data was not 

included in the study for individual time points. Although this attribution 

methodology allowed for the tracking of individual journeys across the entire 

academic year, the intent of the study was to evaluate holistic phenomenology 
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of second-year lived experience across the year and as such individual journey 

findings were not reported. 

3.5.1 Quantitative Data Analysis 

Quantitative summation of Likert data across the three years was completed. 

The nature of the sample size from individual data collection points was 

insufficient to ensure compliance with the assumptions required for inferential 

analysis or statistical validity testing. Thus, results could be misleading or 

erroneous. 

With low response rates, particularly for the MOY data collections, and online 

collections in general, the quantitative reflections from the MOY and EOY can 

be combined for analysis. For the most part, findings were consistent across the 

time points and were presented as a combined analysis. Differences in the 

findings that were greater than 20% were discussed accordingly. 

It should be noted that the respondents to the BOY, MOY and EOY data 

collections were for the most part different individual students. This created both 

disadvantages and benefits for analysis and interpretation of data. Direct 

comparison of changes in perceptions of experiences may be due to varying 

respondents rather than individual changes across time. The multiple cohort 

collection helps address this challenge. In addition, the accompanying 

qualitative data sets provided a level of importance based on the number of 

respondents who reported specific experiences. 

3.5.2 Qualitative Data Analysis 

The qualitative analysis used interpretative phenomenological analysis (Smith, 

2015; Smith et al., 2009). While this approach is traditionally used for small 
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study in-depth interviews, here it was applied to the open-ended survey data. 

Analysis followed an adapted van Kaam methodology as defined by Moustakas 

(1994). Initially, all survey responses were downloaded from LimeSurvey and 

processed in an excel spreadsheet. The open responses were then extracted, 

collated and saved into language analytics software NVivo version 11.0. The 

pawing (multiple read-through) (Ryan & Bernard, 2003) of open responses was 

conducted in four sequential stages: initially in the LimeSurvey HTML data file, 

then in the extracted excel spreadsheet both in a digital and hard copy format, 

and finally in multiple passes in the NVivo file. Responses were then codified 

using NVivo. An example of a coded response can be found in Appendix G. 

Thematic analysis using a combination of deductive a priori codes and inductive 

reasoning methodology ensured that identified themes were emergent and thus 

grounded in the data (Ryan & Bernard, 2003; Stuckey, 2015). An example of an 

extract of the two types of codes can be viewed in Figure 3-3. A code book was 

developed using a combination of a priori codes derived from the research 

questions and evaluation of the literature along with emergent theme codes. An 

excerpt from this code book can be found in Appendix G. This code book was 

implemented for each recursive dataset to ensure consistent comparison and 

evaluation.  

Coded passages then underwent a process of reduction and elimination, 

cluster, and validation of textual descriptions of themes applied (Moustakas, 

1994). Horizontalisation of qualitative data allowed for the identification of 

holistic themes across both individual data collection points and collated data 

points that were similar in nature. In addition, it facilitated the identification of 

importance of specific themes in cohorts. The inductive approach supported the 

identification of emergent latent themes which were in turn considered following 
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a manifest analysis (Bengtsson, 2016) for further internal categories and 

validation. 

Figure 3-3 An exemplar comparative of the hierarchy for (a) a priori, (b) 
emergent codes, (c) subtheme identification and (d) major theme identification. 

* Codes developed from evaluation of literature prior to data analysis in the study 

 

An overview of the qualitative data analysis is shown in Figure 3-4. 

Respondent comments relevant to any discussion points throughout this study 

were included in the dialogue to ensure incorporation of authentic student 

voices. To ensure a balanced and representative inclusion, an analysis of the 

comments has been included in Appendix G. A total of 455 unique comments 

from 170 unique respondents has been included in this dissertation. In 

alignment with IPA methodology, the emergent latent themes and collective 

comments across whole year group cohorts was reviewed with 

contextualisation. 
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Figure 3-4 Process for analysis of qualitative data. 

 

3.5.3 Validity and Reliability 

In qualitative research there are concerns as to ensuring the rigour of the 

research where the traditional measures of reliability and validity are difficult to 

articulate in a traditional quantitative sense. Criteria for determining reliability 

and validity in qualitative research is more commonly applied to quantitative 

approaches by evidencing the four elements of trustworthiness that include 

credibility, transferability, dependability, and confirmability (Guba & Lincoln, 

2005. Whereas in qualitative, trustworthiness is more appropriate. This 

trustworthiness can be found in several ways and revolves around the selection 

of appropriate tools, processes, and data (Leung, 2015). The alignment of 

methodology with the phenomenological research paradigm aids in ensuring 

appropriateness. Creswell (2007) proposes four key aspects to ensure the 

exact replication and thus accuracy of research findings in qualitative research. 
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These include persistent field observations and prolonged engagement with 

data accumulation, implementation of triangulation strategies, the production of 

rich, thick descriptions of the phenomena being studied and respondent 

validation of preliminary findings. 

In this study, the first three of these aspects were included. Prolonged 

engagement and field observations for data sets occurred over a period of three 

years and three cohorts each with multiple collections during each cohort 

period. Prolonged engagement of each dataset by applying the methods 

described above (Moustakas, 1994; Ryan, 2006; Ryan & Bernard, 2003) 

supported the reliability of the data. Documentation of the audit, as described in 

the qualitative analysis description of these processes, maintained a systematic 

approach and transparency (Meyrick, 2015) to facilitate reproducibility. 

Triangulation of data is a common method used to improve qualitative research 

reliability (Cresswell, 2007; Neuman, 2011; Leung, 2015) with multiple 

variations. Triangulation of data was used in this study to minimise 

measurement, sampling and procedural biases that might otherwise have 

occurred, and minimise a possible limitation of prospective cohort studies where 

experience bias associated with a single group can occur. Key to triangulation is 

the incorporation of iterative processes that combine data and provide 

convergence. Together these enable the researcher to explore the 

phenomenon in more depth for enhanced understanding and trustworthiness of 

conclusions (Carter, Bryant-Lukosius, DiCenso, Blythe, & Neville, 2014). In this 

study the use of both method triangulation (qualitative and quantitative data, 

online and in-person collection) and data source triangulation (multiple year 

cohorts) strategies were applied. 
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For all survey tools the first-tier investigator triangulation method was applied. 

There was a review of questions by and expert team to reduce ambiguity, 

leading questions and emotive questions within the pilot tools. In addition, 

theory triangulation methods were applied to each dataset. Subsequently, a 

methodological triangulation strategy occurred through the collection of data 

using multiple collection methodologies at a single point in time (Polit & Beck, 

2008) thereby enhancing the rigour of the findings (Merriam, 2014). This 

method also enabled respondents who were less inclined to complete online 

data collection to still participate in the study. In addition, the iterative nature of 

the study enabled further exploration to remove potential individual cohort bias. 

To further augment validity measures, each cohort and time point data was 

analysed separately initially then subsequently synthesised for broader 

outcomes (Morse, 2009). Descriptions of the phenomena were drawn from 

analysis of the qualitative data collected. A documented audit trail of all 

research materials and analytical processes was included as well as a 

multidimensional analysis of data. 

When all these aspects are considered, they support both the validity and 

reliability of the research enabling exact replication of all processes and are 

measures recommended by Leung (2015) and Cresswell (2007). 

3.6 Summary 

Chapter 3 provides the rationale for the application of a phenomenological 

approach and subsequently the selection of a phenomenological research 

methodology implementing the embedded mixed method research process. The 

research involved a combination of Likert and open response survey questions 

collected across three discreet time points designed to capture respondents’ 
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lived experience of their second year of science programs of study. In addition, 

the collation of three time point data was iterative: initially with a pilot study 

(2015) and then with two cohort data collections (2016−2017). The researcher 

completed analysis of all quantitative data by coded, collated and synthesised 

raw data using manual methods and NVivo11 software. This structured data 

was then analysed repeatedly and crosschecked to identify a series of themes 

and patterns among the respondents. The research processes were undertaken 

in an appropriate manner to ensure both the validity and reliability of the project. 

The results of this research are reported in Chapters 4−6 and include 

participant background, data collection outcomes, thematic analysis outcomes 

and a summary of findings.   
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4 Findings – Sciences Student Expectations 

4.1 Introduction 

Chapter 4 presents the findings of Survey 1: Expectations Survey. It addresses 

research question 1: What are student expectations of their tertiary academic 

program of study requirements in second year? 

4.2 Findings of Survey 1 

In general, respondents, expected that there would be an increase in all 

university requirements compared with their first year, and consequently the 

year would be more difficult and challenging. They expected impending 

challenges (Figure 4-1) arising from three core themes associated with 

undertaking the second year of academic programs of study. 

Figure 4-1 Three key emergent themes associated with student initial 
expectations of the second academic year of their science program of study. 
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These expectations focused around the (i), degree of academic difficulty, (ii), 

provision of support for learning and (iii), challenges associated with time 

management. It is these themes that the following discussion will explore 

regarding impact and conceivable associated risks, and how these expectations 

were affected by non-academic influences.  

4.2.1 Background of Survey 1 

Representation from the four programs of interest varied (the data for which 

were previously reported in Table 3.6) in survey format, year of collection, 

program of study and primary campus. The BSc and BBiomedSc programs had 

participant numbers approximately double that of the BMedSc and BForSc 

programs across the four data points. For the primary campus, there were fewer 

respondents from Campus B (27%) compared to Campus A (84%). 

Online data collection yielded higher participation levels than hard copy, though 

the in-person submission of hard copy responses yielded a higher percentage 

of respondents relative to participants. 

While response rates were low for any given collection point, ranging between 

10% and 17% for online and 100% of in-person respondents (the data for which 

were previously reported in Table 3.5), this was not atypical of the collection 

methodology and all recommended participation encouragement methods 

(Fowler, 2009; Garner, 2018; Nulty, 2008) were employed, except 

incentivisation. For each cohort, the online participation rates were not 

dissimilar, with the 2017 cohort overall participation for combined data collection 

tools being the highest. 
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Analysis of the respondent demographic data indicated that the proportion of 

respondents from each program was similar to the total number of eligible 

students for cohorts of in this study. The exception to this was 

underrepresentation of some majors within the BSc, particularly from chemistry 

and physics. However, given the nature of the sample both in size and draw in 

conjunction with phenomenological methodology, the findings of this study were 

exploratory and should not be generalised. The data does allow for the 

formation of a foundational understanding of other Australian science students 

where further research is required to extend understanding of the second-year 

student experience phenomenon. 

Regarding the background of respondents in this study, 98% were primarily 

enrolled as full-time undertaking between 30−60 credit points (CP) of study, 

where a typical full-time load was 30−40 CP in the semester the survey was 

conducted. Most respondents (87%) expected their living arrangements to 

remain the same as in their first year, being off campus (89%) and primarily with 

family (81%). The majority were also identified as meeting the commuter 

student profile (Stewart & Rue, 1983) where they indicated spending up to 10 

hours per week (74% of respondents) or more than 10 hours per week (14% of 

respondents) travelling between their accommodation and university campus. 

4.2.2 Anticipated Difficulty of Second Academic Year of Science 

Programs of Study 

Greater than 90% of respondents in the study indicated that they expected their 

second academic year in a science program of study would be more 

challenging than first year. This was independent of the amount of time 

respondents expected to engage with various activities, both academic and 
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non-academic in nature. There were specific aspects of undertaking second-

year courses that respondents identified as presenting challenges. These 

included the difficulty of course content and associated assessment to evidence 

successful mastery of curriculum, learning activities and resources provided to 

facilitate comprehension of materials and how these impacted on expected 

workloads. Many respondents echoed the same sentiments: “I’ve heard that for 

my degree the course content and assessment will be more challenging then 

[sic] first year...” (Student 128, BOY, BBiomedSc). Frequently, these 

expectations were referred to in a negative vein with how they expected second 

year to be “harder, more stressful, more depressing, more challenging” (Student 

55, BOY, BMedSc). That “you have to suck it up” (Student 99, BOY, BSc) and 

how they anticipated that it would be “…very difficult” (Student 53, BOY, 

BMedSc), “very stressful and hard to keep up with” (Student 137, BOY, 

BBiomedSc). Some respondents valued these challenges recognising that there 

was “…no point in doing a degree which [sic] is easy” (Student 102, BOY, BSc). 

While there exists no information pertaining specifically to expectations of 

science undergraduate respondents as a discreet subpopulation; previous 

studies (Chapter 2.4.4) indicate that second-year respondents often do not 

anticipate a variety of factors associated with the step up to second year and 

that consequently their experiences were negatively impacted by this in a 

variety of ways. This seems somewhat different to the findings reported in this 

study. 

Thematic analysis of respondent answers indicates that there were five different 

aspects of their second year where difficulties were anticipated that will be 

further discussed in this chapter (Figure 4-2). 
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Figure 4-2 Difficulties respondents expected associated with their second 
academic year of science programs of study. 

Difficulty of Content and Assessment 

Respondent expectations regarding the nature of content in the second year of 

their science program of study seemed congruent with university requirements. 

Many respondents articulated their expectations regarding prior knowledge that 

they should “…have a high degree of understanding of the first year [sic] 

content” (Student 105, BOY, BSc) and that this knowledge formed the 

prerequisite knowledge for second year. For 96% of all respondents their 

expectations were that content would be “more discipline focused and 

increased [sic] difficulty” (Student 108, BOY, BSC) and that there would be an 

elevation in content quantity with “more things to cover and much [sic] deeper” 

(Student 117, BOY, BBiomedSc). In addition, the timing and structures of 

second-year courses would provide “not as much revision” (Student 112, BOY, 

BMedSc) time or facilitated activities. Regarding materials provided for 

workshops/tutorials and laboratories, fewer respondents (70% and 79% 

respectively) expected the work involved with completing these to be more 
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difficult than those from their first year. There was limited information in the 

literature regarding second-year student expectations of curriculum. However, 

in several countries including Australia, NZ and the UK, university programs of 

study are certified based on an academic qualifications’ framework. Studies in 

NZ with Information and Computing Technologies respondents found that there 

were significant differences between respondents’ and the NZ Qualifications 

Framework’s (NZQF) expectations of curriculum components with student 

expectations clearly lower than the framework (Lopez & Lopez, 2014) and those 

of academic staff halfway between the two. This misalignment poses a 

challenge for all stakeholders but is perhaps less of a concern with the cohort in 

this study as they appear to exhibit appropriate expectations of the increased 

curriculum challenge compared to first year.  

The respondents involved in this study expected that assessment would differ 

from first year with regards to increases in both the quantity and difficulty. This 

was particularly true of assignments (88%) and final examinations (94%). They 

expected assessment to focus more on evaluating greater depth of 

understanding with “more long/written response assessment; more frequent and 

more prep required” (Student 112, BOY, BMedSc). They also expected that 

there would be “more complex questions” (Student 105, BOY, BSc of the 

“…short answer and essays…” (Student 106, BOY, BSc variety “…that require 

writing and critical analysis.” (Student 113, BOY, BMedSc). These types of 

assessments necessitated demonstration of higher order revised Bloom’s 

taxonomy levels (Krathwohl, 2002) in alignment with analysis and evaluation, 

instead of the perceivably simplistic multiple-choice questions favoured in the 

first year (Struyven, Dochy, & Janssens, 2005). Respondents also expected 

there would be “a lot of assessment” (Student 117, BOY, BBiomedSc) that 
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would “…be more difficult…” (Student 107, BOY, BSc than first year, with 80% 

of respondents across the 2015−2017 cohorts anticipating that they would 

experience assessment fatigue during their second academic year due to this 

combination. 

There was a small subset of participants, primarily drawn from respondents 

enrolled in the Bachelor of Medical Science, who accurately anticipated that 

their second year should be more difficult than the first. They valued this as it 

enabled their development, and felt that attainment was not worth having unless 

this kind of adversity was embraced and overcome to further academic and 

personal growth, for example 

My degree program is designed to be intensive, so I can understand certain 

aspects of my life will become more strenuous. With the University’s support 

mechanisms, I am sure that I can continue to achieve the marks that I need to 

attain my career goals. (Student 32, BOY, BBiomedSc) 

Science respondents in this study appear to be aware of the academic changes 

regarding the nature of content and assessment associated with their second-

year level curriculum. They cannot be directly compared with combined 

discipline, international cohorts where reported unrealistic expectations were 

mismatched to institutional standards and requirements (Pattengale, 2000) 

where these expectations put respondents at risk of experiencing slump. 

Despite demonstrating appropriate expectations of academic workload, this 

does not dispel concerns they may have regarding their ability to demonstrate 

successful mastery of the materials; a previously identified concern of similar 

cohorts (Loughlin et al., 2013; Shastri, 1993). 
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Participating in Curriculum Learning Activities 

Learning activities included a variety of different tasks associated with 

measures of learning that could be completed in an autonomous or assisted 

manner with varying degrees of alignment to assessment. Autonomous learning 

tasks were those that require respondents to undertake learning independently 

of a teacher. Respondents were asked to indicate which of the selection of 

available tasks they were expecting to undertake during their second year. 

What was clear was that respondents anticipated utilising a combination of 

learning activities to master the curriculum. Figure 4-3 and Figure 4-4 show the 

proportion of respondents who indicated which tasks they expected to complete 

most of the time, based on whether these tasks were autonomous or facilitated 

in person.  

Completing Autonomous Learning Tasks 

In this study, completing autonomous learning tasks included several different 

activities prior to class; prelecture readings, experimental preparation for 

laboratories and attempting tutorial/workshop question sets before class time. 

They may also include subsequent activities including augmenting their own 

lecture notes with textbook materials (Figure 4-3). 

For the programs involved in this study, those in the biosciences disciplines 

were required to undertake competency-based second-year laboratories. For 

these classes, the completion of prelaboratory activities is a hurdle for entry into 

the laboratory and the experimental work forms the core assessment. Thus, it 

was appropriate that respondents would expect to complete prelab activities 

despite them requiring the undertaking of independent learning tasks. Second-



 

Page | 143  

The lived experience of second-year science academic programs of study students at a public Australian university. 

year chemistry and physics courses have embedded laboratory requirements 

that were assessable.  

Figure 4-3 Autonomous learning activities respondents expected to complete in 
their second-year.  

Preparatory activities for these laboratories were also expected. Therefore, it is 

logical that most respondents agreed that they expected to participate in 

prelaboratory activities. 

A large proportion of respondents, 79% (2016) and 85% (2017) (Figure 4-3) 

also agreed that they expected to undertake preclass work for 

tutorials/workshops. Drivers of anticipated participation in these types of classes 

were perhaps less obvious than prelaboratory activities. However, these 

classes frequently contained small cumulative assessments or had been 

designated a hurdle requirement (whereby a minimum grade was required for 

the specific assessment item(s) to pass the course). Thus, the completion of 

tutorial/workshop questions prior to class, while not a gatekeeper for entry or a 
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personally facilitated learning experience, were still closely aligned with grade 

contribution. 

Far fewer respondents expected to undertake textbook readings or prelecture 

readings. Of the tasks investigated, these required the highest level of 

autonomy and were not noticeably aligned with assessment. Thus, for each 

cohort, the more the learning activity was associated with autonomous learning 

actions, the lower the proportion of respondents who identified as expecting to 

undertake such tasks in their second year. As to the cause of this 

disengagement perhaps respondents can provide some insight: “the 

expectation of self-learning required for each unit can be quite difficult to 

achieve when working outside of university to earn enough money to live” 

(Student 42, BOY, BMedSc). Achieving academic autonomy in the second year 

is a significant factor and where this does not occur, it can lead to the 

development of sophomore slump (D'Arcangelo, 2013). Further, where realistic 

student expectations regarding the nature of autonomous study existed, these 

were shown to enhance academic behavioural confidence and improve 

academic performance (Nicholson et al., 2013). 

Expected participation in face-to-face learning activities 

Consistent across all year levels, respondents agreed or strongly agreed that 

they expected to engage with activities that were directly guided or facilitated − 

teaching experiences lead by academic staff involving face-to-face activities; 

laboratories, workshops or tutorials and lectures (Figure 4-4)2. 

 

2 Note: Data collection point 1 did not include all preparatory activities and was therefore not 
included in this data. 
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Laboratory experiences feature heavily in the second year of science programs 

in this study. As an authentic experiential learning opportunity, they are a key of 

component of a science degree (Laws, 1996). They also provide hands-on 

interactive learning that reinforces the theoretical components of coursework. In 

addition, they provide a social learning environment and are most closely 

aligned to future career progression opportunities in the sciences. Respondents 

indicated appropriate expectations associated with laboratory experiences. 

Examples of these included a “more individual approach” (Student 117, BOY, 

BBiomedSc) “requiring finer skills” (Student 113, BOY, BMedSc) with “more 

independence” (Student 109, BOY, BForSc) and greater complexity with “more 

advanced techniques” (Student 104, BOY, BSc that “involves more than just 

mix A and B” (Student 105, BOY, BSc) and developed “practical skills to set up 

for third year” (Student 108, BOY, BSc). Although laboratories were a face-to-

face activity, in second year they require far more independent learning when 

compared with lectures or tutorials/workshops. This step up in the process of 

undertaking experimental work was anticipated by respondents. 

I expect a lot more autonomy in the labs this year….which can be daunting, kind 

of like an apprentice chippy being given a nail gun for the first time…it looks cool, 

and it make a loud noise, but it’s got a kickback to it. (Student 37, BOY, 

BBiomedSc) 
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Figure 4-4 Participation in face-to-face learning activities respondents expected 
to undertake in second year.  

Laboratories and tutorials/workshops frequently have incremental assessment 

items embedded within them as a means for providing early and ongoing 

feedback to respondents regarding their mastery of course materials and their 

developing comprehension. Given the propensity of respondents to engage with 

any activity directly affiliated with assessment it is unsurprising that most 

respondents expected to participate in these types of activities.  

Some lectures within these programs also contain micro-assessment items, 

recommendations for study methodologies and examples of question modelling 

or revision. As such, the expected lecture attendance was also high based on 

prior experiences in first year. Respondents also reported their preference for 

face-to-face instruction that provides direct visible engagement with peers and 

immediate feedback.  
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It is important to note that although respondents anticipated attending these 

activities this does not necessarily translate to their attendance. Exploration of 

this aspect will be discussed in Chapter 5. 

Expectations of completing assessment 

Given that assessment of learning is core to progression in higher education 

and the mechanism by which meeting program requirements is ascertained, it 

should be anticipated that respondents would expect to undertake any 

summative assessment items. As can be observed in  , this was not always the 

case. 

Figure 4-5 Completion of assessment activities respondents expected to 
undertake in second year. 

In these programs of study, many second-year courses have exams as the final 

assessment item that are frequently high-stakes pieces of assessment worth 

between 40−60% of a student’s final grade for the course. While all 

respondents expected to undertake final exams, a small proportion did not 
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intend to submit all assessable items, thus inherently reducing their capacity to 

be optimally academically successful. 

However, this choice likely pertained to low stakes summative assessment 

items respondents may have personally decided were not worth the time 

required in lieu of other prioritised activities. The number of respondents 

anticipating undertaking formative assessment was also reduced. Formative 

assessment items can be incorporated into learning frameworks in both a 

facilitated (for example, classroom clicker questions and non-graded workshop 

quizzes) or autonomous (for example, online homework questions and practice 

tests) fashion. The benefits of participating in formative assessment to inform 

student learning have been shown to be predictive of final exam marks and 

course grades but if respondents fail to appreciate the direct impact that 

formative assessment can have, respondents are less likely to engage with 

these tasks (Brazeal & Couch, 2017). 

This study provides evidence regarding student expectations of undertaking 

activities for learning. Despite the various benefits of each of these activities the 

outcomes were neither surprising nor unexpected. Voluntarily undertaking non-

assessable items requires intrinsic motivation from respondents for self-starter 

exploratory actions and curiosity (Bye, Pushkar, & Conway, 2007). In addition, 

respondents may not understand the benefits of various learning approaches 

that support knowledge schema construction for deep learning (Entwistle & 

Ramsden, 1983). However, it could also be that these could be respondents 

with lower academic aspirations or high-achieving respondents who did not 

require additional learning approaches to master content to their level of 

satisfaction. Equally, the lack of engagement with less assessment-aligned 
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activities could also be due to respondents focusing primarily on memorisation 

or other surface level learning strategies, that require less academic 

engagement, to cope with the increased quantity of work required (Gardner, 

2000), a characteristic previously identified in second-year respondents. 

Of note in this study, respondents who spent extended hours in employment 

were less likely to engage with learning activities, however, they nevertheless 

included preparatory work for labs and tutorials. For respondents who had 

expected to spend less than 25 hours per week on university associated work in 

second year, their anticipated use of formative assessment was not statistically 

different from whole of cohorts. However, more of these respondents expected 

not to undertake learning activities requiring autonomy and aligned with 

formative requirements. Possibly this stems from student push-back with 

respondents thinking “it’s much more self-directed than first year even though 

first year was already self-directed enough” (Student 29, BOY, BMedSc) or the 

reasons listed previously which demonstrate unrealistic expectations of what it 

means to be an autonomous learner.  

This shift to higher levels of autonomous learning is appropriate for second 

year. However, it may have academic consequences if respondents do not 

have the academic capabilities or self-efficacy to make this transition. This 

observation was likely partially a consequence of the widening participation 

enterprise (Department of Education Employment & Workplace Relations, 

2009), whereby respondents with hypothetically lower levels of academic capital 

and self-efficacy are accepted into university programs. They are well supported 

in their transition-in phase but are still in need of support in subsequent years, 

when comparatively little support is available (Money et al., 2017). It also 
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concurs with findings in the UK where 45% of respondents indicated that in their 

second academic year, they found it difficult to acclimatise to the need for so 

much independent learning (Webb & Cotton, 2018). Respondents who were yet 

to separate from parental support and to make this autonomous shift are at risk 

of experiencing aspects of ‘sophomore slump’ (Maggitti, 2008).  

Anticipated Use of Learning Resources 

The respondents enrolled in the science programs specific to this study have a 

wide variety of resources available to support their learning. These resources 

fall into two categories; those provided or recommended for learning (Figure 4-

6) and those that respondents self-source, curate and synthesise (Figure 4-7). 

Respondents indicated that they were expecting to utilise a combination of 

resources with a high preference for lecture slide materials, lecture recordings, 

online materials, and textbooks all of which were readily available to 

respondents (Figure 4-6) and expected to be provided as part of course 

materials. Most respondents also expected to create their own notes from 

learning materials, but the nature of these notes was variable dependent on the 

level of synthesis and integration any individual student undertook, and the 

resources utilised. 

Many second-year courses in the programs of interest indicate a set textbook 

resource. However, expected utilisation was variable. For some respondents, 

their financial situation precluded their ability to afford textbooks. Whilst the 

university requires copies of the current textbook to be held by library services 

these were limited in number which restricts access. Some courses have a 

digital version of the textbook which can vary in accessibility and practical 

functionality. 
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Figure 4-6 Expected use of provisioned or recommended learning resources by 
respondents in their second-year.  

 

Here it should be noted that the prevalence of study guides associated with 

second-year level courses was minimal and yet two-thirds of respondents 

expected them to be provided as part of course materials. Study guides can be 

considered a transitionary scaffold better removed in second-year courses with 

the expectation that respondents have developed a level of autonomous study 

skills that do not require this type of resourcing. However, if respondents were 

yet to have developed this level of self-efficacy, disappointment likely ensued 

with their absence thus having a negative impact of student experiences of their 

program. 

In addition to those resources recommended or provided by the university to 

support learning, respondents could have utilised additional resources and 

mechanisms of sense-making to consolidate their understanding of content 

(Figure 4-7). In this study, respondents expected to create their own notes. The 
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2016 and 2017 cohorts had a higher proportion of respondents who expected to 

create their own notes. This difference in year levels was likely due to the 

respondent pool where the 2015 cohort did not include any BMedSc 

respondents. This was also likely the contributor for proportions of respondents 

applying synthesis-type learning strategies, like creation of glossaries and 

concept maps. 

Figure 4-7 Expected use of self-sourced or created learning resources in 
second year.  

The 2017 cohort also has a higher percentage of BBiomedSc and BSc 

respondents that could contribute to the elevation in alternative sources of 

information and higher order learning strategies. Examples of self-sourced 

resources included “open courseware” (Student 15, BOY, BSc), “self-drawn 
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diagrams” (Student 23, BOY, BBiomedSc), “flash cards” (Student 32, BOY, 

BBiomedSc) and “YouTube” (Student 37, BOY, BBiomedSc). 

The proportion of respondents undertaking autonomous deeper learning 

strategies such as concept maps and glossaries was consistently less than half 

of each cohort. These activities involve knowledge association that develops 

connection and meaning as opposed to surface learning including 

memorisation, unreflective and unrelated studying (Entwistle & Ramsden, 1983, 

p. 137). This could be problematic for respondents given reports that student 

learning has a propensity towards visual/auditory learning strategies and the 

loss of hands-on learning in second year with a shift towards more theory, 

meaning respondents may adopt less preferable learning strategies to survive 

(Gardner, 2000). 

While access to a wide variety of resources and learning activities was helpful 

for meeting the diverse needs of a student cohort it can be better utilised if 

respondents also have an awareness of how best they learn. The data from 

survey respondents indicates that 70% (2015), 79% (2016) and 82% (2017) of 

respondents reported a high level of awareness of how they best learned which 

allowed them to enhance their “capacity for meta-cognitive control of their 

learning process” (Kolb, 2014, p. 39). This awareness enabled them to minimise 

the amount of study time required to master concepts through effective use of 

learning resources and activities.  

Horizontal analysis of individual respondent data highlighted that respondents 

with limited awareness of their most beneficial learning approaches (30%, 21% 

and 17% from 2015, 2016 and 2017, respectively) also had several other 

experience commonalities. They were more likely to be working 10−20 hours 
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per week, were unlikely to participate in voluntary work, identified as mostly 

spending large quantities of time on academic activities and had tendencies 

towards being more socially isolated. They were also more likely to have failed 

one or more first-year courses. This combination of factors suggests that the 

academic capital of these respondents was lower and they experienced time 

management challenges balancing the various aspects of their lives. 

Anticipated Elevation of Workload Requirements 

Respondents were asked to report the amount of time they expected to spend 

weekly attending university classes and studying. The university 

recommendation is that the volume of learning associated with a 10CP course 

for an average student is 150 hours in a semester; this equates to 10−12 hours 

per week per course. However, this is with the assumption that respondents 

plan for sufficient provision of individual needs. This planning requires 

respondents to understand their own capabilities and best approaches for 

learning, to allocate time effectively and to take responsibility to commit the 

appropriate time to achieve this outcome. While respondents desired to be told 

“…how much work actually goes into lab classes.” (Student 167, MOY, BForSc) 

this was very much an individual requirement. The anticipated time spent in 

academic study varied between year cohorts (Figure 4-8) and programs of 

study. 

Between 39% and 49% of respondents expected to spend a combined total of 

30 hours or more per week both attending scheduled classes and for study 

time. These respondents identified as being enrolled full-time, many of whom 

were undertaking an overload of courses. They were mostly enrolled in BMedSc 

(87%) or BForSc (73%) programs.  
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Figure 4-8 Expected time to be spent on academic activities in second year. 

The remainder of respondents expected to devote less than 30 hours per week 

to academic pursuits. Nonis and Hudson (2006) found that the amount of time 

spent studying did not directly influence academic performance. It is possible 

that for the 78% of respondents who were aware of how they learn best, this 

awareness allowed them to be more strategic about how to study to minimise 

the time required to complete activities successfully. However, of those 

respondents who were spending less than 30 hours per week, a subset of 2015 

(23%), 2016 (23%) and 2017 (11%) of respondents anticipated spending less 

than 16 hours per week in total on academic activities despite being enrolled 

full-time. These respondents were mostly enrolled in Bachelor of Science or 

Bachelor of Biomedical Science programs. 

There was potential for a mismatch of expectations and requirements for 

individual respondents to complete activities to a personally satisfactory level 

that could subsequently lead to dissatisfaction. Evidence of this was supported 
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by respondents commenting that “there is too much to do. Every week there is 

[sic] minimum two assessments due plus all the pre-lab work” (Student 56, 

BOY, BForSc). “You really cannot have rest, even in the holidays, there [sic] is 

stress about everything, exams, quizzes and everything” (Student 153, BOY, 

BBiomedSc). This concern resonates with previous bioscience student 

concerns regarding the elevation in expected workload both in Australia and the 

UK (Gregory & McDonnell, 2012; Loughlin et al., 2013; Scott & Cashmore, 

2012) but could also be affected by a mismatch between the time respondents 

require to complete tasks when compared with academic staff expectations 

during development (Stewart-Lewis & Webb, 2009). For those respondents who 

were not self-aware of their learning capabilities and expected to spend shorter 

periods on work, this could lead to poor experiences and longer study time 

requirements due to lower self-efficacy or academic capital and unrealistic 

expectations. Ultimately this could lead to experiences of slump and attrition 

that were out of scope for this study. 

Here respondents commented on their negative perceptions associated with the 

desire to achieve high grades, and recognition of the high amount of work 

coupled with sacrificing sleep and social life activities.  

There is a large volume of work with five courses and I attempt to complete these 

thoroughly to gain a deep understanding. It is not often possible to attain 

sufficient sleep without short-cutting on study. (Student 57, BOY, BMedSc) 

The challenge in this being that “the workload is heavy and people strive for 

High Distinctions” (Student 33, BOY, BMedSc). This combination was where the 

anticipated impact was academic burnout. “It’s very difficult……I expect the 

entire Med Sci cohort will be burnt out and uninterested in their uni work…” 
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(Student 53, BOY, BMedSc). This was a concept frequently mentioned by 

respondents with a 50CP study load, which was higher than the standard of 

40CP for full-time study, but recommended within the program structure 

(BMedSc, BBiomedSc and BForSc). 

The expectation of excelling academically was not uncommon for respondents 

expecting to progress to medicine where the undergraduate exit GPA is a key 

determinant of the funding opportunities afforded to respondents post medicine. 

The stress associated with “Medical Science’s bonded calculations (bottom 

25% receive bonded)” (Student 36, BOY, BBiomedSc) with “lots of study 

required to get [sic] HD” (Student 53, BOY, BMedSc) leads to lack of rest in this 

cohort. In addition, perfectionism has been recognised as a frequent challenge 

for high achieving students in this discipline area (Dickinson & Dickinson, 2015) 

and while the current respondents clearly anticipate the workload challenges 

associated with their program this did not necessarily support a positive student 

experience. It also supports previous reports that achieving academic success 

was the number one cause of stress for 90% of undergraduate respondents 

(Endsleigh Student Survey, 2014). 

For other respondents, motivation and lack of effective time management of 

higher workloads led to stress and lack of sleep.  

Honestly, I am never organised and…my lack of motivation to do anything 

academic long before assessments are due get [sic] the better of me…..I would 

sacrifice sleep to catch up or cram assignments. (Student 44 BOY, BMedSc) 

Overall, most respondents anticipated an elevation in the workload required to 

successfully complete second-year courses. Sixty-four per cent of respondents 

expected that all aspects of second-year curriculum and assessment would 
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become harder than their first year. However, the expected total amount of 

work, the time required to complete it, along with the difficulty of the work 

expected, was impacted by the respondents’ self-efficacy, academic capital, 

time management and academic achievement goals. Navigating what Schreiner 

(2007) describes as the academic twilight zone of intensified curriculum 

workload and assessment rigour becomes important for respondents to thrive in 

their second-year of study (Schreiner, Miller, Pullins, & Seppelt, 2012).  

4.2.3 Anticipated Provision of Support 

The completion of an undergraduate program of study is not an easy endeavour 

and many respondents, particularly those from disadvantaged backgrounds find 

they require academic support for learning (Department of Education 

Employment & Workplace Relations, 2009). This provision is both needed and 

expected beyond first-year enrolment (Schreiner & Tobolowsky, 2018) to 

support academic success, and decision-making processes including major 

selection contributing to sense of direction, along with developing a sense of 

purpose (Bacio, 2017; Money et al., 2017). Figure 4-9 identifies the two key 

themes associated with provision of support respondents expected during their 

second year, support for academic learning and specific support modalities. 

These will now be further explored. 
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Figure 4-9 Themes associated with respondent expectations of the provision of 
support for the second academic year of science programs of study. 

Provision of Academic Learning Support 

Juillerat (2000) indicated the need for evaluating second-year student 

expectations and determining whether high expectations were unreasonable as 

they have significant ramifications for student support and experience 

outcomes. In successfully navigating this increased degree of challenge a large 

proportion of respondents in this study anticipated that support would be 

provided to them from two main sources: their specific school/faculty and 

centralised university support centres. There exists a trend in the expectations 

of support (Figure 4-10). In the 2015 cohort, 26% of respondents expected 

there to be less support provided by either faculty or the university. This was 

seen to increase to 39% of respondents in the 2016-2017 cohorts. For many 

respondents, regardless of year or program of study, there was an expectation 

that both faculty staff and the university would provide equivalent or more 

support for academic learning in their second year when compared with that 

received in first year. This concurs with previous Australian findings (Benson et 

al., 2009) indicating that respondents’ two key support points were academic 

staff or friends and family. 
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Figure 4-10 Expected provision of support from (a) academic staff (b) central 
university services. 

 

About one-third of each cohort expected less support for learning to be provided 

by the university and slightly higher for support from faculty. 
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Respondents reported that their expectations of support opportunities would be 

specifically of a ‘just-in-time’, ‘just-for-me’ nature as regularly provided in first-

year transition experiences (Hamilton, 2018; Kift, 2009; Taylor & Harrison, 

2016).  

Of those expecting higher levels of faculty support ,respondents were drawn 

from BMedSc and BForSc (15%), BBiomedSc (28%) with the highest levels 

seen in the BSc (36%). Respondents indicated that they expected an increase 

in the level of support afforded them in accordance with the increased degree of 

difficulty of second year and that this support should be provided by both 

academic staff and central university support mechanisms. The specific nature 

of this support is explored further in Chapter 5.4.2. These findings concur with 

previous reports from the Second-Year Student Assessment™ (SYSA), part of 

the Retention Management System Plus™ (Noel-Levitz, 2013). This 

motivational, early alert assessment identifies self-reported attitudes, 

motivations, needs and interests, as well as barriers to persistence and 

opportunities for supporting respondents as they transition to the second year of 

college. In this study, slightly more than 50% of respondents indicated they 

expected to seek institutional assistance in finding tutors to support their 

learning in second-year courses. These findings were aligned with those 

reported by sophomore respondents in four-year public institutions in the USA 

(comparable to the institution where this present study was conducted) where 

36% of respondents desired further assistance with study skills and 56% with 

assistance to find a tutor specifically related to individual courses (Noel-Levitz, 

2013). 
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Anticipated Support Modalities 

Respondents were asked to indicate the type of learning support activities they 

anticipated using in their second year. Respondents indicated a wide variety of 

support services, including both in-person and online mechanisms. Consistent 

across all 2015−2017 respondents were six top activities that highlight two main 

modalities of support: (i), legacy3 support measures (Figure 4-11) and (ii), 

mechanisms offered in second year4 (Figure 4-12). 

Figure 4-11 First-year mechanisms of support for academic learning that 
second-year respondents expected to utilise. 

Student expectations are built on prior experiences. In the case of learning 

support in higher education these are based on what was offered during their 

 

3 Legacy support refers to services available to respondents during their first year that are 
financially provisioned either by the government HEPPP funding or by faculty funding but are 
not available in subsequent years. 

4 Some remain central services in conjunction with ad hoc initiatives dependent on individual 
university strategic plans. 

28

21

6

2

0

5

10

15

20

25

30

Peer Assisted Study
Support

Student Success
Advisor

Peer Mentors 1st Year Coordinator

R
e
s
p
o
n
d
e
n
ts

 (
%

)

First Year Support Mechanisms



 

Page | 163  

The lived experience of second-year science academic programs of study students at a public Australian university. 

first year of study. However, respondents indicated that they anticipated access 

to these services for different reasons. Two of the first-year support 

mechanisms respondents expected to utilise in their second year were Peer 

Assisted Study Sessions (PASS) and Student Success Advisors (SSAs). PASS 

were offered in first year in affiliation with specific courses known to present 

challenges to respondents and were funding dependent. PASS leaders are 

selected from those who have performed well academically in the specific 

course and sessions have a peer-led, very academic learning focus. Of the 60% 

of respondents who used PASS in their first year, 16% expected to have access 

in their second year. Respondents commented “[I] wish there were more PASS 

sessions for second-year science courses” (Student 152, BOY, BForSc) 

indicating perceived value for the program among with a small proportion (16%) 

of respondents. Many respondents who desired continued PASS classes drew 

from the BBiomedSc and the BSc programs with half as many from BForSc and 

BMedSc. 

The SSA role was a point-in-time appointment by the university (2014−2016) 

that was developed to address student attrition and success in first year. Of the 

31% of respondents who sought SSA assistance in first year, 12% expected 

this to remain available in second year. Respondents who valued this role were 

spread evenly across BBiomedSc, BForSc and the BSc where there are more 

elective course options. Respondents indicated that they “…would have greatly 

appreciated the Student Success Advisor’s help this year…[as they were] an 

essential tool to help navigate the way through courses and university” (Student 

130, BOY, BSc). It indicates second-year respondents were looking to take 

responsibility by future-planning through seeking course and program-level 

advice to help decision making. The SSA role was one they had previously 
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utilised to help develop this sense of direction and purpose. It was one that also 

developed a sense of connectedness through relationship building that 

promoted a sense of belonging. This finding is congruent with that previously 

reported in the USA (Young et al., 2015). 

Furthermore, for both PASS and SSA there were a small proportion of 

respondents (8%) who had not utilised the resources previously but expected to 

draw on them to assist during their second year. Having them “removed was a 

very big disadvantage in 2nd year” (Student 130, BOY, BSc). This speaks to 

either a lack of communication or understanding around support mechanism 

availability during the second year of study.  

Four of the top six activities for anticipated support involve peer-assisted 

learning, through self-organised study groups or utilisation of the social media 

platform Facebook (Figure 4-12). 

Consistently the preferred support mechanism was self-established study 

groups with peers that were either in person or via online platforms such as 

Facebook. Respondents indicated that they expected to utilise their peers as 

resources to help “…understand concepts and subject matter” (Student 44 

BOY, BMedSc) or “…regarding what material in courses I am currently enrolled 

in are extremely relevant. Potentially regarding assessment items as well” 

(Student 32, BOY, BBiomedSc). 

This form of social learning not only benefits academic progression, supports 

the development of realistic expectations (Yorke et al., 2014) but also helps in 

building self-efficacy and a sense of belonging (Tower et al., 2015). Peer 

learning has been noted by second-year respondents to be most beneficial 
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Figure 4-12 Second-year mechanisms of support for academic learning that 
second-year respondents expected to utilise. 

when respondents had common purpose and courses (Money et al., 2017; 

Zaitseva, Darwent, et al., 2014) and is a preferred mechanism of support 

(Benson et al., 2009; Gregg-Jolly et al., 2016). 

Few second-year respondents expected to use the library learning support 

services, despite a wide array of both in-person and online support services that 

would be considered appropriate for second-year use and complement peer 

learning. These findings were similar to those of Webb and Cotton (2018) where 

the support of second-year respondents moved from on-campus support, such 

as tutors, to more professional support provision (such as academic skills 

developers) and online self-help. 

These findings confirm previous discussion of how the loss of support 

mechanisms, perceived to be beneficial and provided during the first year of 

university, can lead to respondents feeling abandoned by the university as the 

university refocuses on incoming first-year students (Schreiner, 2018). Hence, 
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second-year respondents have been described as being invisible and lost 

(Gahagan & Hunter, 2006; A. M. Gansemer-Topf et al., 2007). Respondents 

who feel unsupported can also experience a decline in confidence and 

motivation leading to negative academic behaviours that can impact 

progression (Bickerstaff, Barragan, & Rucks-Ahidiana, 2017). Consequently, 

some universities have implemented tailored personal tutoring support for 

second-year respondents, having found that the lack thereof contributes to the 

development of sophomore slump (Thompson et al., 2013). 

From this study we can ascertain that the support modalities favoured by 

respondents were those least likely to be provisioned by the university. Thus, 

respondents could have experienced disappointment from the mismatch 

between their expectations of continued offering of legacy strategies perceived 

to be beneficial in supporting academic success, and actual available support 

mechanisms. This issue is further discussed in Chapter 5. Sterling (2018) 

suggests that this lack of appropriate year-specific support may lead to 

challenges developing from what were previously opportunities. 

4.2.4 Competing Demands for Time 

Maintaining a balance between study and life is a challenge for many 

undergraduates. Second-year respondents were no different in this regard. The 

findings of this study support a shifting imbalance with respondents 

experiencing a wide range of competing pressures and time-associated 

challenges. Student expectations indicate a variety of concurrent non-academic 

activities. Figure 4-13 demonstrates that these competing demands for time fell 

into two main areas, employment and social activities. 
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Figure 4-13 Factors respondents expected would create competing demands 
on their time during their second academic year of science programs of study. 

 

These included recreation or working either to support themselves financially or 

developing experience in a work environment. Some respondents recognised 

the challenge of juggling different demands on their time and expected that they 

would “need to get better at time management because schedules will be much 

busier” (Student 111, BOY, BMedSc). They recognised that perhaps this shift 

was not unreasonable in the short term for long-term benefit, with some 

respondents acknowledging “it takes a toll on my social life to some extent but it 

isn’t too bad. I don’t mind it at all” (Student 125, BOY, BMedSc). 

Undertaking Employment for Financial Necessity/Experience  

It is typical for Australian undergraduates to undertake paid employment-related 

activities. Most respondents in this study (77% in 2015, 66% in 2016 and 79% 

in 2017) indicated they were engaged with paid employment in some form, with 

the majority of these respondents anticipating spending less than 20 hours per 

week (Figure 4-14). Of these respondents, 52% also expected to spend some 
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time each week undertaking volunteer work in addition to paid work. What can 

also be noted was the upward trend in the percentage of respondents who were 

anticipating needing to undertake more than 20 hours per week of paid work 

while concurrently studying.  

Between approximately a third (2015, 2016) and half (2017) of respondents also 

expected to spend time each week volunteering in the community. Respondents 

who indicated they were not expecting to undertake employed work formed 

one-fifth to one-third of respondents in any given year and were primarily from 

the BSc and BBiomedSc programs. Of those respondents who indicated they 

expected not to work, 77% also indicated they did not expect to be engaged 

with volunteer activities. 

Figure 4-14 Amount and variety of work respondents expect to undertake during 
their second year.  

This study identified lower employment rates when compared to the only 

reported study specific to second-year employment participation rates from the 
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UK. The UK study identified that 86−91% of second-year respondents usually 

worked up to 20 hours per week during a semester (Webb & Cotton, 2018). 

However, these rates concur with statistical reports on undergraduate 

employment in general, where 62% of Australian undergraduates work part-time 

during their studies (Australian Bureau of Statistics, 2013). This is somewhat 

higher than the 43% of United States of America (USA) of full-time students that 

work part-time (McFarland et al., 2017). In the UK, this proportion has been 

reported to be as high as 77% of undergraduates working part-time with 14% 

working full-time while studying (Endsleigh Student Survey, 2015).  

There was a smaller group of respondents (17%) across the three years who 

reported the projected need to work for greater than 20 hours per week. Many 

of these respondents were also anticipating spending more than 20 hours per 

week engaging in social activities and almost all expected academic activities 

would require more than 30 hours per week. Almost all respondents working 

long hours indicated higher awareness of their learning strengths which would 

allow for more effective study time. Additionally, they indicated large periods of 

time spent on weekly social activities, primarily of a non-face-to-face nature. 

This combination suggests that respondents who aimed to be high-achieving 

and expected to work long hours were likely to value balance and possess 

excellent time management skills to be able to fit work, study and social 

activities into weekly time. They demonstrate optimal motivation, high self-

efficacy, a productive mindset, good social skills and a high degree of 

organisation (Millward, Rubie-Davies, & Wardman, 2018). The data from this 

study does not speak to the academic outcomes of these respondents. For 

respondents reporting long employment hours it was not uncommon that they 

accepted insufficient rest because they were endeavouring “…to complete all 
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tasks along with making sufficient money at work” (Student 43, BOY, 

BBiomedSc) and expected timetable flexibility to enable this situation. It is 

possible that respondents could have applied coping options, such as reduced 

academic achievement expectations, missed classes and limited focus on some 

coursework (McInnis & Hartley, 2002). In addition, respondents working more 

than 30 hours per week were highly likely to possess expectations of high levels 

of support including legacy support measures, in addition to online and peer-to-

peer support. Evidence of the implementation of some of these strategies 

comes from the use of recorded lecture materials and compulsory classes 

associated with assessment. Lack of timetable flexibility to accommodate work 

leads to non-attendance because “…not all workshops need to be attended to 

pass the course” (Student 131, BOY, BSc). In addition, scheduling challenges 

for those working long hours was an issue: 

Trying to organise my classes into a suitable schedule is important. This is quite 

hard because doing five units means there are times where some classes clash 

and there are no other options, so I will often attend a compulsory class and 

watch a lecture [sic] captured one at a later time. Also, …I work [sic] 9am-5pm 

job. (Student 126, BOY, BForSc) 

Australian respondents are recognised as some of the least financially stable in 

the world and need to work during their undergraduate studies, far more than 

their international counterparts (McInnis & Hartley, 2002). The Australian 

Bureau of Statistics (2013) indicates that paid employment is the main source of 

income for 61% of these respondents. The large proportion of respondents 

engaged in some form of paid employment is the result of Australian 

government economic policies affecting tertiary financial support (Pearson & 

Chatterjee, 2004) and employer expectations of demonstrated work experience 
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(McInnis & Hartley, 2002), thereby creating a unique set of values and 

expectations. These circumstances are not dissimilar to those reported from UK 

respondents enrolled in post-1992 institutions (Money et al., 2017). Of concern 

here for some of the respondents is that a lack of financial resources has been 

cited as a contributing cause for the development of sophomore slump and 

second-year attrition in American cohorts (Noel-Levitz, 2013), thus the need for 

employment for second year may be necessary for continuation of study.  

In this study, a significant number of respondents expected to participate in 

volunteer work. Overall, 45% of respondents recognised the value of gaining 

experience and community integration through volunteering activities. Those 

volunteering were also mostly working less than 20 hours per week in paid 

employment. The proportion of respondents expecting to volunteer was low 

when compared with 63% of students who volunteer in the UK (Holdsworth & 

Brewis, 2014) but higher than in the US where recent declines show 

participation around 25% (Grimm & Dietz, 2018). The level in Australia is likely 

aligned with the recent focus on employability skills in Australian higher 

education (Moore & Morton, 2017) and the desirable capacity to evidence work 

experience, preferably in a future discipline. 

Anticipated Impact of Second-Year Academic Requirements on Social 

Activity Involvement 

Respondents reported participating in a variety of social activities that were a 

combination of in-person and online. For most respondents the amount of time 

per week spent on any individual activity was less than 14 hours. The main in-

person activities were spending time with family and friends or at work. For non-
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face-to-face interactions these were largely the use of social media platforms, 

gaming and watching televison.  

Evaluation of expected social activity data indicated that across 2015−2017, 

many respondents (71%) expected to engage in a combination of face-to-face 

and in-person social activities for less than 40 hours per week. Many of the 

respondents in this group (55%) demonstrated heightened awareness of their 

learning capabilities and expected to spend greater than 30 hours per week on 

academic activities. Of those expecting to spend greater than 20 hours per 

week engaged in social activities, most were anticipating needing to work 

relatively short hours (less than 10 hours per week) or not at all. They also 

expected few family responsibilities and shorter commuting times (less than five 

hours week). However, most of this group also indicated expecting to use a 

variety of support resources, particularly from the top six categories, indicating 

appropriate expectations of support.  

Overall, 68% of respondents anticipated that the demands of second year 

would impact their social life. “My social life will be compromised” (Student 114, 

BOY, BMedSc) with changes anticipated including “less free time (because) the 

workload of study leaves no time to socialize” (Student 13, BOY, BForSc), 

primarily due to “…lots of assessment” (Student 19, BOY, BForSc) and the 

“…need to study on weekends” (Student 112, BOY, BMedSc). In addition, an 

acknowledgement that certain social activities would be less possible: 

I will have to sacrifice many elements of my social life such as going to parties 

and talking to other people due to the massive amount of study I have to do in 

order to complete assessment tasks successfully. (Student 29, BOY, BMedSc) 
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For second-year respondents in the cohort of interest, there appear to be many 

competing demands with respondents juggling work and study commitments, 

and social activities. Respondents recognised that to successfully complete all 

the academic activities and assessment required, some compromises would 

likely be necessary. The most reported compromise was rest, with between 

26% (2017) and 41% (2015) of all respondents expecting to gain sufficient rest 

in their second year. Reasons for the anticipated lack of rest were anticipated 

elevation in the workload associated with second year and trying to maintain a 

work/study/life balance. Other respondents frequently indicated compromises 

including “going to parties” (Student 29, BOY, BMedSc), “…have to drop some 

recreational activities” (Student 156, BOY, BSc) or “less time with my friends 

and family” (Student 157, BOY, BBiomedSc) and exercise ”going to be a 

chubby bubby at uni all day” (Student 99, BOY, BSc). 

Social connectedness contributes to the development of both identity and 

purpose, two key areas of second-year experience. In combination with other 

factors, the decline in social interaction has been reported to place second-year 

respondents at risk of attrition (Boivin et al., 2000) with loss of relationships 

being a key contributing factor to the development of sophomore slump 

(D'Arcangelo, 2013). Furthermore, many of the sophomore experience 

programs developed in the USA focus on supporting second-year student 

connections (Hall, 2017).  

Not all respondents thought that they would need to sacrifice social activities for 

study commitments. Some respondents were expecting to find an alternative 

compromise by using peer group study as both a social and academic time with 

“…most time spent with friends at uni…studying” (Student 123, BOY, BSc), with 
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“…most friends…in the same course” (Student 119, BOY, BMedSc) or by using 

“…time socialising to network” (Student 109, BOY, BForSc). This demonstrated 

good time management, strategically allowing connections to be retained and 

maximising outcomes relative to time. These findings support those of Finning-

Kwoka (2009) where the living-learning community was found to enhance 

student development of purpose and improved academic self-efficacy. 

Alternatively, some respondents were looking “…to take on a leadership 

position in a club at Uni and this will entail becoming more sociable and more 

aware of the people around me” (Student 1, BOY, BSc). Again, this was likely a 

strategic move to combine recommended participation in volunteer activities 

with demonstrated leadership for future career outcomes. 

For those who did not anticipate an impact on their social life (32%) it was 

because they acknowledged a lack of one: “didn’t have much of one [social life] 

to begin with (ha ha)” (Student 13, BOY, BForSc). Or they “…choose to keep a 

low level of social life, as university is more important to me” (Student 126, 

BOY, BForSc). The value of social engagement was demonstrated by some 

respondents where they expected to incorporate activities of this nature. “I will 

find balance, and still have a social life” (Student 34, BOY, BMedSc) and “I will 

plan around study to make sure the little socialising that I do still enables me to 

keep on track with my study” (Student 9, BOY, BForSc). 

In their first year, the culmination of “balancing content, assessments and social 

commitments” (Student 137, BOY, BBiomedSc) led respondents to experience 

significant stress and may also lead to a decline in mental health: I “worry when 

one of these is out of balance and guilt when I felt that I hadn’t done enough 

study” (Student 137, BOY, BBiomedSc), I’m “too anxious at times, rumination” 
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(Student 131, BOY, BSc), and “worrying about all the tasks I had to complete” 

(Student 43, BOY, BBiomedSc). Respondents identified that these factors 

contributed to insufficient rest. For many respondents these were challenges 

they experienced in first year and thus their expectations of what second year 

might be like were framed by them. 

There was “anxiety” (Student 141, BOY, BSc) because “everything is due at the 

same time” (Student 142, BOY, BForSc), and there will be “more work than last 

year so more late nights needed to keep up” (Student 137, BOY, BBiomedSc). 

Student 47 (BOY, BBiomedSc) summed up key concerns that were anticipated 

to reduce the amount of sufficient rest through a combination of “intense 

workload, prolonged transport time, poor time management, unsatisfactory 

learning speed.” These expectations of the impact of second-year experiences 

have conceivable long-term effects and indicate the beneficial nature of 

sufficient rest on attention, comprehension, memory, and cumulative academic 

success (Arnold, 2012). 

4.3 Discussion 

Within the nascent understanding of second-year academic experiences, this 

chapter addressed research sub-question 1 by capturing the expectations of 

Australian science undergraduates at the beginning of their second academic 

year of program. These aspects are summarised in  

Figure 4-15.  
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Figure 4-15 Summary of the key themes associated with respondent 
expectations of their second academic year of science programs of study at the 
commencement of the academic year. 

 

In this study, the respondents reported anticipating many aspects of their 

second year that would change relative to their first-year experiences. They 

were found to be associated with anticipated difficulties, provision of support for 

learning and the challenges of competing demands on their time. 

Expectations associated with curriculum magnitude and difficulty, assessment 

standards and the associated workload required to be successful demonstrated 

aligned expectations of second-year academic requirements with evidence that 

clear and high expectations were being communicated as advocated (Felten et 

al., 2016) for good student experience practices. Expectations are formed from 
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university (Pattengale & Schreiner, 2000), coupled with clearly articulated 

requirements from faculty (Dunlap & Lowenthal, 2013) and the institution 

(Felten et al., 2016). This research contributes towards future efforts to address 

student expectations. In some aspects of the students’ experiences, there 

currently appears to be a mismatch of expectations and reality especially with 

regards to support systems. Where mismatch occurs, it has previously been 

shown to lead to a decrease in academic performance and satisfaction (Ruffalo 

Noel-Levitz, 2017), contributing to characteristics commonly associated with the 

‘sophomore slump’ phenomenon (Juillerat, 2000) and was reported as a key 

factor affecting second-year student intentions to withdraw (Gahagan & Hunter, 

2006; Longden, 2007). Conversely, where alignment between respondents, 

faculty and institutional expectations occurs there can be improved satisfaction, 

and retention (Smith, 2002). Furthermore, where student academic 

accountability occurs, positive alignment of expectations was predictive of 

semester grades (Nicholson et al., 2013). Thus, a clear understanding of 

student expectations of various aspects of undergraduate experiences develops 

capacity to provide guidance to support student success through understanding 

driving factors for contradictory behaviour (Zaitseva, Stewart, et al., 2014). 

There were three primary findings in this study associated with student 

expectations. The first primary finding indicates that for the science cohorts 

involved, most respondents articulated appropriate expectations associated with 

the nature of content and assessment, combined with learning activities, that 

result in elevations in the workload required in a second-year level academic 

program. This differs from the disconnections previously reported (Longden, 

2007; Pearson & Chatterjee, 2004), although these reports are not directly 

comparable as they are from the UK and business program respondents, 
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respectively. For some respondents, the elevated workload was a welcomed 

challenge while others found it confronting and very difficult.  

The second primary finding was that respondents indicated a preference of 

peer, one-to-one and online support modalities. While some respondents 

demonstrated informed expectations of support regarding the types available, 

most expected the same level or more support than in first year, along with a 

disconnection between the modalities of academic support available and 

preferred support forms. Respondents were primarily expecting to see support 

afforded them by faculty and the university for both academic learning and for 

programmatic progression advice, including program variation and course 

selection. 

The third primary finding was that participants also expected that they would 

face challenges in balancing the various aspects of their whole lifestyle, 

including work and other commitments, with attempts to meet the necessary 

workload requirements. A respondent summation that second year was “the 

crucible year. If you do well…then you’re in a good place mentally and 

physically [to succeed]” (Student 20, BOY, BForSc) demonstrated well 

developed, appropriate expectations. These findings support previous notions 

that appropriate expectations influence self-efficacy and successful student 

outcomes through engagement with appropriate self-regulatory behaviour. Self-

efficacy is a predictor of campus involvement (Wang & Kennedy-Phillips, 2013) 

and thus contributes to a sense of connectedness. If respondents do not have 

appropriate expectations and seek to effectively manage their academic 

workload with other activities, then they are at risk of experiencing sophomore 

slump and subsequent attrition. Meeting expectations is one of four identified 
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areas where second-year respondents can experience unique challenges 

(Pattengale, 2000). This combination contributes to key recommendations to 

develop second-year experience programs. 

Given the continued paucity of understanding regarding second-year student 

expectations and experiences, particularly in the science disciplines, this study 

warrants continued deepening of our understanding of the lived experience of 

student progression. This understanding will help to ensure effective setting of 

expectations and alignment with a university culture of learning to enhance the 

student experience and facilitate student success. 
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5 Findings – Sciences Student Experiences 

5.1  Introduction 

Chapter 5 explores the lived experience of second-year science students over 

the duration of their second academic year of program of study. It includes 

discussion of reflections from three separate points in time – beginning-of-year 

(BOY), the middle-of-year (MOY) and the end-of-year(EOY). It addresses 

research questions two and three, ‘How do academic factors influence the 

students’ overall experiences of the second year of tertiary science programs?’ 

and ‘How do academic factors influence the students’ overall experiences of the 

second year of tertiary science programs?’, respectively. 

Australian undergraduate respondents in general are reported to have a lower 

proportion of positive experiences (Challice et al., 2018) when compared with 

their counterparts in the American National Survey of Student Experience 

(NSSE) and the UK National Student Survey (NSS); though there are limits to 

the comparison that can be made due to the survey methodologies and student 

population background information. In addition, these findings were holistic 

undergraduate experiences with no subpopulation-specific data available 

relative to the second year of academic program. Furthermore, there were 

limited reports of science discipline student participation and few that report 

specifically on the discipline of science. For the most part, the nature of these 

reports focuses on issues associated with student services, like housing, or 

academic challenges/interventions, such as GPA. In addition, there are 

currently no studies that explore the lived experience across an entire academic 

year, nor one that combines multiple years for second-year science populations. 
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Therefore, the findings of this study provide a unique perspective of the lived 

experience of second-year Australian students engaging in science discipline 

studies. 

5.2 Study Background Information 

Survey 2 data, capturing student reflections, was collected at three different 

time points, as portrayed in Chapter 3. Due to the high level of consistency 

between responses from different cohort years, the data was combined for 

analysis and discussion. An overview of the reflection survey respondent 

background data collection from all three time points (BOY, MOY and EOY) can 

be found in Chapter 3.4. Data highlighted the relatively consistent 

representation from programs, campus and cohort years.  

Thematic analysis of all respondent reflections data was conducted as 

described in Chapters 3.2 and 3.5. Results can be partitioned into two major 

categories that directly align with research sub-questions, the planned 

curriculum (RQ2) and non-curriculum influences (RQ3), that contribute to 

shaping the lived experience of second-year sciences undergraduates. Major 

themes and several subthemes within these categories emerged. Within the 

planned curriculum influences, the themes of program and curriculum 

composition were key. The themes of balancing priorities and wellbeing were 

key within the non-curriculum influences. There was much interconnection 

between how these categories, themes and subthemes contribute to lived 

experience with findings reported relative to these.  

The chapter is divided into three key parts to assist with unpacking the depth 

and breadth captured in the lived experience of students in this study. Chapter 
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5.3 and 5.4 address the research question results. Chapter 5.5 critically 

synthesises the holistic lived experience, identifying key patterns associated 

with it and an international comparative of the lived experience of second-year 

students.  

5.3 Curriculum Influences 

This section explores the influences the planned curriculum has on student lived 

experience of second year. Institutional factors affecting the lived experience 

were prevalent within the program of study as Australian universities are 

responsible for the program of study development, its curriculum, learning 

environments and assessment, in accordance with the standards for program 

quality and benchmarking. In some cases, such as BMedSc, this is also in 

response to professional accreditation requirements (see Chapter 2.2.1). 

Central to lived experience of a science program were the program design, 

course content, the learning environment, assessment requirements, the 

workload requirements and academic outcomes. Figure 5-1 highlights the key 

aspects of the planned curriculum, the programs and courses, and the 

curriculum composition , that influence the lived experience. It highlights the 

importance of this institutional factor described in the conceptual framework for 

this study (Figure 1-1). 
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Figure 5-1 Overview of planned curriculum influences of the lived experience of 
second-year undergraduate students in science programs of study. 

5.3.1 Program Composition 

In this research, the core second academic year of program included traditional 

science-based courses founded in biology, chemistry, mathematics and 

physics. Discipline nuances, the university and external factors that impact the 

development of science-based programs were discussed in Chapter 2.6. While 

the second-year science students’ lived experience of science-based programs 

was inherently influenced by these factors, these were heavily impacted by 

student capabilities, expectations and the provisions for learning afforded to 

them. In this research study, two aspects of science programs, the overall 

program design and the scheduling of these offerings, were found to heavily 

influence students’ lived experience (Figure 5-2). 

Figure 5-2 Key themes impacting lived experience of second-year respondents 
associated with their science programs of study. 
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Program Design  

Curriculum delivery, in the programs of interest in this study, occurred through a 

combination of face-to-face teaching blended with online offerings. Resources 

to support learning for the curriculum were also provided both online and in-

person. Most respondents indicated that they were generally happy with their 

program as a whole (88% MOY and 93% EOY). There were two factors raised 

regarding program design that negatively influenced respondents’ lived 

experience of their program. The primary one was related to the offering of 

particular core courses, that lead to a requirement to overload their enrolment, 

redundancy in some content and the impact this had on them. 

CP Overloaded Enrolment 

For some programs (BMedSc, BForSc and BBiomedSc) the structure of the 

program created perceived disadvantage either through course sequencing 

and/or demands of program overload. For some respondents, this overload was 

included as part of an accelerated (BMedSc5) or advanced level course while 

for others the choice to overload may have come from the need to repeat first-

year courses concurrently or associated with required elective offerings. For 

many of the respondents in this present study (Table 6-1), their program 

required undertaking “compulsory 5 subjects” (Student 316, EOY, BBiomedSc) 

equating to 45−50CP, an overload of 5−10CP, in their first semester of second 

year6.  

 

5 The BMedSci required program progression requires an overload of 50 CP every semester 

6 The BBiomedSci recommended program progression requires an overload of 45CP in 
semester 1 of second year. 
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Table 5-1 Proportion of respondents who identified being enrolled in 50CP 
during their second academic year of program of study. 

 

BOY  

(n=60) 

MOY  

(n=44) 

EOY 

(n=175) 

Total  

(n=279) 

n % n % n % 
N  % 

O
v
e
rl

o
a
d

e
d

 

E
n

ro
lm

e
n

t 

50CP 31 55 19 43 11 28 11* 39 

*CP data was only collected for online survey responses, n = 39 

While respondents may have recognised and appreciated this overload 

conceptually, the realities were somewhat different. It led to respondents feeling 

that they were “…so busy first semester and now am so burnt out” (Student 53, 

BOY, BMedSc). 

This overload issue also created stress: 

The beginning of second year (Tri 1) had four out of five courses which were 

particularly challenging and content heavy. In the second trimester, I have really 

enjoyed studying more applied courses which relise [sic] better to my ultimate 

career goal. I understand that we need to learn the content to apply it but Tri 1 

was the most stressful period of my program. (Student 132, EOY, BMedSc) 

This issue was heightened further for the 2017 cohort where the semester 

duration was shortened from 13 to 12 weeks leading to “…less contact hours…” 

(Student 152, EOY, BForSc) for curriculum delivery and assessment 

completion. 

The changes to a shortened semester for the 2017 cohort added extra stress 

with no perceived reduction of course materials or assessment requirements 
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and fewer revision opportunities provided, with comments commonly 

expressed, like “Give me back my study week!      Extra stress caused by this 

was [sic] negative experience” (Student 332, EOY, BBiomedSc). 

Respondent recommendations provided insight into these challenges. They 

reinforced perceptions of their science programs of study that revolved around 

the perceived inflexibility of course offerings that impacted their capacity to cope 

with the second-year curriculum escalation expectations. For example, “Offer 

courses through to the 3rd semester? Easy [sic] the load of 2nd year 1st 

semester? 5 subjects is [sic] hard to juggle” (Student 183, MOY, BBiomedSc). 

The main driver for this alternate offering appeared to be due to scheduling of 

assessment for multiple concurrent courses. “It would be better that the 

assessment or quizzes for the different course [sic] spread out evenly 

throughout the semester so that we would have more time to revise” (Student 

301, EOY, BForSc). The impact of these factors will be discussed in Chapter 

5.3.2 (Assessment) and Chapter 5.4.1 (Fitting it all in). 

The course overload requirements were articulated in program overviews. The 

lived experience of the associated higher workload and reduction in the time 

available for learning, when coupled with an intensified second academic year 

curriculum, however, negatively impacted this experience. 

Program Cohesion 

At a program design level, issues with progressive cohesion of courses were a 

factor, especially in the sciences discipline where the spiral curriculum was 

particularly evident. In addition, where respondents perceive lack of value-add 

this creates dissatisfaction with their lived experience: 
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Course D7, for example, (the lecturers are good - this isn't the issue) is so poorly 

structured. In the summer semester in [Course E]8 we learnt a lot of the same 

content, and all the content in this subject is scattered all over the place… 

convenors of the subjects need to sit down together and say 'by the time the 

students finish this degree, will they know…’. (Student 46, BOY, BMedSc) 

Additionally, for the BMedSc respondents, there appeared to be some aspects 

of repetitiveness in their program that created frustration and lack of value 

proposition for some of their courses. This lack of value might stem from 

disengagement with the curriculum; “Very boring, a complete waste of my time. 

The only reason I'm doing most of them is because I have no choice in the 

matter” (Student 134, BOY, BMedSc). 

Frustration might also stem from where repetition causing redundancy occurred. 

The second-year courses I did study relied on a lot of knowledge from first year - 

this is because the content was the same. I find this very frustrating that I must 

pay approximately $1000 to do a course that is repeating what I have already 

learnt, while adding only a small amount of new content. Examples include 2nd 

year [Course F] and 2nd year [Course G] - these are VERY similar to 1st year 

[Course H] and [Course I]9 respectively. These courses can and should be 

combined together as these courses are not particularly relevant to Bachelor of 

Medical Science respondents who will move on to post-graduate medicine in the 

near future. (Student 159, MOY, BMedSc) 

 

7 A core second-year first semester course 

8 A third-year course respondents in the accelerated BMedSci program are required to take 
prior to Course D. 

9 These four courses are core requirements in the Bachelor of Medical Science program on one 
campus. 



 

Page | 188  

The lived experience of second-year science academic programs of study students at a public Australian university. 

This lack of curriculum continuity contributed to a poorer lived experience for 

these respondents. 

Other concerns raised were associated with the lack of conceptual knowledge 

required for core courses. One respondent noted that there was “…more 

assumed knowledge for subjects that I didn’t actually know” (Student 230, EOY, 

BForSc). Consequently, respondents needed to independently backfill their 

knowledge thus creating additional workload to successfully complete these 

offerings. This appeared more prevalent with a “…heavy workload especially in 

1st sem due to lots of prior knowledge; improved in 2nd sem cos many subjects 

were interrelated” (Student 212, EOY, BMedSc). 

Scheduling 

The scheduling of undergraduate classes for STEM respondents can be more 

challenging than other disciplines. Many laboratory classes are 3−4hrs long and 

may be required for more than one course in a given semester. In addition, it is 

not uncommon for second-year science courses to include compulsory, 

assessable workshops and tutorials in the interest of providing regular, low 

stakes feedback on learning.  

Figure 5-3 Factors affecting the scheduling of programs of study. 
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This further leads to relatively inflexible class timetables, particularly as these 

classes and lecture timeslots need to be scheduled around facility availability for 

spaces like shared teaching laboratories. Two major influences associated with 

scheduling (Figure 5-3) were identified.  

Timetabled Classes 

In this study, respondents indicated that both their attendance (65%) and 

lifestyle (67%) were impacted by class scheduling with a common sentiment 

being that “trying to fit in a schedule for 100% attendance is near to impossible” 

(Student 125, BOY, BMedSc). Respondents also raised timetable scheduling as 

a challenge that negatively affected their lived experience with “the 

timetable…(being)…really inconvenient with only early or late classes” (Student 

263, EOY, BBiomedSc) that resulted in undesirably “large gaps between 

subjects (which) made it harder to manage my time” (Student 297, EOY, BSc).  

Physical logistics of the timetable were also raised as an issue with class 

“clashes, every semester” (Student 234, EOY, BForSc) yet even with “…a fairly 

well structured (timetable) there were…some schedules where I didn’t have 

enough time to pack up and leave one class to arrive at the next one in time” 

(Student 35, EOY, BForSc). 

Flexibility of Timetable 

For some there were unreasonable expectations of scheduling that indicate a 

lack of bigger picture issues and how their future world of employment might 

work with one respondent indicating that  

…I feel like my particular course is structured in a poor way as I often have to 

attend university for upwards of four hours a day, generally 5 days a week. This 

often leaves me feeling exhausted come the weekend and I generally fail to 



 

Page | 190  

The lived experience of second-year science academic programs of study students at a public Australian university. 

complete regular extra study/work. In each of my semesters at uni so far, I have 

had to compromise my timetable in order to effectively attend all of my prescribed 

classes. (Student 168, EOY, BForSc) 

This subsequently led to the perception that the “…crap timetable made it 

annoying to come to class” (Student 162, MOY, BMedSc) and consequently 

“the timetable in second-year does not impart much of a lifestyle” (Student 301, 

EOY, BForSc). This was particularly the case for those respondents needing to 

travel long distances coupled with when “8am classes ☹ - (mean I) have to 

leave super early” (Student 243, EOY, BForSc).  

The promise of flexible timetables by university marketing and the experiences 

of fellow non-sciences discipline respondents also led to perceived equity 

issues that could create disillusion and discontent, though this was an unusual. 

For example, “I think the trimester system negatively impacted my learning 

experience. It is really hard seeing all my friends still on holidays while I go into 

my third week” (Student 119, MOY, BMedSc). 

The impact of timetable class challenges and perceived inflexibility led to 

respondents experiencing decreased motivation or perceived lack of value for 

the effort required to physically attend: 

My timetable was all over the place (workshop every odd weeks [sic] for different 

subjects etc—hard to keep track of) sometimes going to lectures was not worth 

the travel time other days can go from early in the morning to late evening (tiring 

& using lec[ture] capture to catch up takes even more time). (Student 44 MOY, 

BMedSc) 

Some respondents did not value attending lectures as they thought “…some 

staff just didn’t teach the content very well and going to lecture seemed like a 
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waste when I could just lecture capture and save a lot of time” (Student 342, 

EOY, BMedSc). 

This combination of challenges transpired for just over two-thirds of 

respondents (67%), yet these same respondents indicated that they attended 

face-to-face classes whenever possible. Respondents talked about how they 

managed to overcome the physical attendance challenges created by class 

scheduling. The solution to managing what respondents perceived to be poor 

and inflexible timetabling schedules was through prioritising attendance in small 

group learning classes where assessment was included and by “…using lecture 

capture to catch up on the missed lectures I couldn’t attend” (Student 337, EOY, 

BBiomedSc). “Lecture capture was very necessary, especially as there is no 

choice in lecture times” (Student 126, EOY, BForSc) and that the timetable 

made attendance “…difficult but lecture capture is very helpful to allow me to 

work and help with the family. Although I couldn't go to every class, I still 

watched everyone and don't feel like I missed out on much” (Student 173, MOY, 

BForSc). Thus “having lecture capture made managing my timetable far easier” 

(Student 191, MOY, BBiomedSc). 

Timetabling impacted other areas of the respondents’ lived experience of 

second-year science programs, particularly regarding their capacity to 

undertake employment (to be discussed in Chapter 5.4.1) and to engage with 

activities outside university, including time spent with family, with the proportion 

of respondents affected at 43% in the MOY and 71% by the EOY.  

Together these findings indicate that the lived experience of the class timetable 

for second-year respondents was one of frustration, with a lack of control and 

agency to create a personalised schedule that accommodated their individual 
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requirements and offered optimisation and minimisation of the time required to 

be spent on campus. The only positive perspectives associated with class 

timetabling identified by respondents were that there was “no compulsory 

attendance to [sic] lectures” (Student 218, EOY, BMedSc) and the provision of 

alternate modes to acquire information through mechanisms such as recordings 

of lectures. The impact of class scheduling on the lived experience concurs with 

that described by second-year UK undergraduates (Money et al., 2017) 

regarding perceived value in attending some classes. 

The cohesion of program design and scheduling of courses was one of three 

key areas respondents indicated would enhance their lived experience of the 

second academic year of science programs of study. 

5.3.2  Curriculum Composition 

The findings of this research study indicate that the lived experience of 

undertaking learning in the second year of undergraduate science programs is a 

complex and assimilated experience. It combined learning activities with 

learning environments and required applied strategic approaches to learning. 

The impact of these institutional factors was discussed previously (Chapter 

2.5.4). Figure 5-4 highlights the four identified themes associated with second 

academic year curriculum composition, the scientific content, learning 

resources, assessment and the learning environments respondents were 

involved in. 
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Figure 5-4 Key themes impacting lived experience of second-year respondents 
associated with the curriculum composition of their science programs of study. 

 

Curriculum content  

It was evident from the data analysis that there was a disconnect between 

respondent-articulated expectations at the beginning of the year and the lived 

experience of the curriculum. Even where respondents demonstrated an 

understanding that the curriculum would intensify (Chapter 5.3), the 

ramifications of this for them was not necessarily internalised and thereby 

accounted for. The four main challenges for respondents were identified as: 

• the increased quantity of knowledge requiring mastery 

• the elevation in degree of difficulty of the curriculum respondents 

experienced 

• the impact of prior knowledge 

• resistance towards changes in content presentation formats. 

In this study, there were two critical aspects of academic experiences 

associated with content that were regularly raised by respondents: 

1. underestimation of the quantity of content required to master 

2. underestimation of the difficulty of the content. 
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In each cohort, fewer than 25% of respondents effectively estimated how much 

content would be presented (Figure 5-5).  

Figure 5-5 Underestimation of the quantity of curriculum content.  

At the EOY there was a shift in which 35% of respondents frequently 

underestimated how much work would be required, up from 18% in the MOY. 

This indicates that most of the respondents in each cohort had not fully 

anticipated how much content was required to be learned with an increased 

number of respondents underestimating the quantity of work at the EOY. 

Respondents indicated that they found the content to be “…full on and in-depth 

content across all subjects, hard to remember everything!” (260, EOY, 

BBiomedSc).  

Contributing to an ability to cope with the quantity of material presented was the 

compounding factor that there were “…a lot of concepts covered per 

lecture…(where)…the content moves more quickly and the lecturers require a 

lot more assumed learning” (Student 129, BOY, BMedSc).  
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Other challenges were that respondents were “…not sure how to go about 

learning the content” (Student 328, EOY, BBiomedSc) and that for some 

respondents there was an “…overwhelming amount” of content (Student 129, 

BOY, BMedSc). 

Respondents also underestimated the difficulty of the course content (Figure 5-

6). 

Figure 5-6 Underestimation of the difficulty of the curriculum content. 

  

Most respondents 61% (MOY) and 81% (EOY) demonstrated some level of 

misconception. Of these approximately 25% of the combined cohort 

experienced this misconception regularly. Frequency of underestimation 

increased towards the end of the year with 61% (MOY) and 81% (EOY) of 

respondents indicating the difficulty of content was unexpected ‘sometimes’ to 
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the EOY but with the frequency of this unexpected increase shifting more 

towards ‘sometimes’. This misalignment of expectations with content difficulty 

led to respondents identifying that “…the difficulty of the higher content” 

(Student 47, EOY, BBiomedSc) was a negative influence on their academic 

experience. This was particularly evident when “…I didn’t realise how much 

work there was going to be, I thought I was well prepared after 1st year but it 

was a huge jump” (Student 173, MOY, BForSc). Their lack of prior knowledge, 

(discussed in Chapter 5.4.1 Academic Security), also contributed to 

respondents’ perceptions of difficulty, with Student 248 (EOY, BBiomedSc) 

reporting a common perception that they thought “the courses were significantly 

harder and first year did not prepare us well.” The unanticipated curriculum 

escalation meant that “…more complex content has to be learnt as soon as 

possible to understand more complex and detailed content…[and that this led to 

respondents feeling]… it has become a lot more stressful” (Student 37, BOY, 

BBiomedSc). 

A good example of the impact of underestimating the difficulty of the content 

comes from a respondent who identified that the curriculum escalation and time 

required to complete associated study requirements negatively affected their 

experience: “[Course A], especially the pre-labs. They were very stressful, and I 

spent more than 5 hours a week participating in the course learning (more than 

I should have, considering it was only 5CP)” (Student 242, EOY, BForSc). 

For context, Course A is a two semester (5CP for each semester) competency-

based laboratory course that is core to all bioscience majors regardless of the 

program. In this study, 78% of respondents were required to complete the 

course. It is run in an intensive mode over nine weeks of teaching time plus a 
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1.5-week assessment block. However, it was not uncommon for respondents to 

disregard the condensed nature of the course when comparing it to other 

courses. In addition, where a student has prior knowledge gaps from first year 

this can directly impact on their capacity to complete laboratory requirements. 

This course was closely aligned with many bioscience career pathways and 

provides one of the core experiential learning component of bioscience 

programs of study. Given the spread of respondents in this current study, where 

78% of all respondents fall within this broad category, the findings are pertinent. 

The challenges respondents reported in relation to content quantity and 

difficulty were also compounded by their inappropriate expectations of the 

learning environment.  

Regardless of these identified negative factors associated with second-year 

curriculum content, some respondents also spoke of benefits to their lived 

experience of the curriculum: “The second-year courses are more targeted 

towards my main areas of interest and thus I find the content much more 

relevant” (132, BOY, BMedSc) and “Also relating the content to future or current 

scientific projects made the content more comprehendible and realistic” (237, 

EOY, BForSc). 

Despite the content being more challenging than foundation year respondents 

indicated that they “…learnt new things…” (Student 259, EOY, BBiomedSc) that 

made it “…thoroughly enjoyable and much more interesting than first year 

subjects…” (Student 33, BOY, BMedSc) “…which makes it fun to learn” 

(Student 52, BOY, BForSc). In addition, studying this advanced content became 

“…rewarding” (Student 130, MOY, BSc), with the focus shifting to include 
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experiential learning opportunities that were perceived by respondents to be 

“…more engaging and practical than in first year” (Student 121, BOY, BSc). 

These findings contrast with those reported in the USA literature and were most 

likely the result of Australian respondents not having a foundational first year. 

Learning Resources 

Learning resources associated with the curriculum fell into one of two 

categories, provided or self-curated (Figure 5-7). 

Figure 5-7 Identified themes for learning resources and the curriculum 
composition. 

 

Provided Learning Resources 

Course materials provided students with a variety of resources aligned with 

content and knowledge. These include lecture slides, audio recordings of 

lectures and textbooks, despite the perception of some that there were “…not 

many resources to help us through the semester” (Student 259, EOY, 

BBiomedSc). Here, the focus of the respondents was on those resources 

regularly afforded them in courses.  
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It was apparent that respondents regularly engaged with both lecture slides 

(95%) (Figure 5-8a) and lecture recordings (76%) (Figure 5-8b)10. For lecture 

slide use there seemed to be a shift from weekly to daily in 2017 by the EOY, 

perhaps reflecting the need for more regular engagement with fundamental 

material due to the higher-level curriculum and pending end of semester 

assessment. 

 

 

10 Calculated by taking the mean value of weekly, daily and multiple times/day data 
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Figure 5-8 Use of provided learning resources: (a) lecture slides and (b) lecture 
recordings. 

 

Self-Curation of Learning Resources 

Respondents indicated engaging with a variety of different independent learning 

activities during their second-year studies. Independent learning activities, or 

self-knowledge curation, involves active processes such as creating notes from 
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lectures, using alternate resources to enhance comprehension and concept 

verification along with supportive resources such as glossaries and concept 

maps that integrate and create connection of knowledge.  

Few respondents engaged in a passive learning approach through attending 

lectures, listening to lecture recordings or reading of lecture slides or the 

textbook. Instead, there was evidence of the need to engage with these 

resources in combination with more active learning strategies. For example, 

respondents engaged with these resources by making “…notes in class and 

listen(ing) to the recorded lecture, make [sic] more notes that I have missed out 

[sic]” (Student 301, EOY, BForSc). Student 183 (MOY, BBiomedSc) 

commented “I’m a slow learner so lecture capture allows me to stop and play on 

important content”. “…Pausing the lecture capture when I didn’t understand 

something and try to work it out before resuming” allowed for better 

comprehension of materials by Student 336 (EOY, BSc). 

In addition, more active approaches were observed. These varied from simple 

rote learning, by way of repetition, through to a complex integrated approach 

utilising many different activities. Respondents indicated that they undertook to 

make lots of notes during class (76%) that they subsequently cross-referenced 

with other information sources (47%).  

There was a clear need for active learning strategies to incorporate a 

combination of repetitive exposure to concepts through a combination of 

techniques that were both self-curated and self-created. 

The creation of individual notes was the most prevalent activity respondents 

reported undertaking and had the highest level of regular engagement. As 
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respondents progressed through their second year there appeared to be an 

increase in the frequency of note creation towards the EOY (Figure 5-9).  

Figure 5-9 Use of self-created study notes. 

 

The creation of notes differed between individuals but generally involved 

multiple curation strategies to support hierarchical knowledge schema 

development. Notes involved a combination of those taken in class, updated 

through using lecture recordings and textbooks that were then cross-referenced 

with alternative information sources (Figure 5-10). However, the utilisation of 

prescribed textbook resources on a regular basis (daily/weekly/multiple times 

per day) was 54% in MOY, which increased to 72% by EOY (Figure 5-10). A 

small proportion of respondents never utilised textbooks during their studies in 

second-year sciences and this was likely due to some courses not prescribing 

textbooks as a specifically aligned resource. 
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Figure 5-10 Use of textbooks. 

 

Alternative information sources include substitute textbooks, peers and 

accessible online content from both reputable and non-reputable origins. Given 

the unlikely scenario where every course is taught in a manner most suitable to 

each student, it is encouraging to have evidence of this type of behaviour as it 

demonstrates that respondents are using initiative to understand what they 

need to learn through self-directed learning (Garrison, 1997) to support their 

knowledge schema construction for developing understanding. In addition, 

assessment in the form of assignments and reports requires use of alternative 

information sources for successful completion. On average, for 45% of the 

respondents the frequency of this activity was primarily weekly and for nearly 

30% this was more often (Figure 5-11). About a fifth of respondents (20%) used 

this resource less frequently. A very small proportion of respondents had never 

engaged with using alternative information. 
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Figure 5-11 Use of alternate information sources as part of note curation and 
learning processes. 

 

The format of the notes created by respondents included written text, 

diagrams/mind maps for concepts and conditions, along with flow charts for 

processes. These notes were then used as resources to work through 

workshop/tutorial questions and as prompts for discussion in study groups and 

classes. Students commented that “putting information into diagrammatic 

format…helps me to remember the content” (Student 237, EOY, BForSc), 

“using the 'key concepts' slide of each lecture [is] extremely useful in 

streamlining my revision” and “I find the use of colours and mind maps to be 

very beneficial for my way of learning” (Student 175, MOY, BForSc). 

Summative methodology to consolidate learning was reported to be utilised by 

approximately 60% of all respondents (weekly, daily, and multiple times daily) 

with a similar uptake across the year (Figure 5-12). Over half (36%) of these 
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remaining respondents undertaking it daily or multiple times per day. Of the 

respondents who did not use visual representation frequently, 25% used it 

approximately three times a semester (monthly) and a small proportion not at 

all. 

Figure 5-12 Use of visual knowledge consolidation strategies through mind 
mapping. 

For some respondents, these notes were either typed or handwritten with 

completion undertaken as close to information delivery as possible. These 

notes were constantly evolving as knowledge developed and became critical 

resources for revision and preparation for assignments and exams. Respondent 

comments provided insight into the type of activities they were undertaking and 

the benefits thereof. They included “writing notes for each subject after each 

lecture or tute was the most helpful as it saved me time later in the year” 

(Student 167, MOY, BForSc) and “Making flash cards and taking main 
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understand, don't leave it until the end of semester” (Student 173, MOY, 

BForSc). They also reported these to be “fast to make and easy to revise [they] 

worked well” (Student 183, MOY, BBiomedSc). 

Another preliminary strategy to support knowledge consolidation was the 

practice of creating terminology glossaries (Figure 5-13) where there was a shift 

to at least a weekly undertaking by respondents at the EOY. Self-glossary 

creation was used weekly, daily or multiple times a day by 54% of respondents 

in the MOY and had increased to 72% by EOY.  

Figure 5-13 Respondent glossary construction. 

 

Interestingly, some but not all respondents noted their preference for writing 

notes by hand and specifically not typing as being more effective for learning 

(for example, Student 164, MOY, BMedSc and Student 121, BOY, BSc). This is 

a notion backed up by current literary reports in which manual non-verbatim 

note taking was found to be more effective for long-term conceptualisation when 
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notes were used as revision material (Luo, Kiewra, Flanigan, & Peteranetz, 

2018). 

The findings of this research study suggest that two-thirds of respondents 

regularly used a variety of different learning resources to develop their capacity 

to demonstrate measures of learning the second-year curriculum, with a high 

proportion of respondents creating their own notes. 

Learning Environments 

As discussed in Chapter 2.5.4, the learning environment contributes to the 

student experience of their program of study. This environment comprises the 

curriculum offered (what they are going to learn, Chapter 5.3), the learning 

spaces (both physical and virtual environments) in which this occurs and the 

delivery by people who contribute to their learning (both formally [Chapter 2.6] 

and informally).  

For respondents in this research study, the courses they undertook were 

recognised to contain a large volume of content delivered in lecture format. 

They also included concept exploration and application in tutorials, workshops, 

laboratories and fieldwork where time and environment allow the unpacking of 

complex concepts and engagement with problem-based, hands-on learning in 

small groups with subsequent reflective practices included.  

In this research study, the size of the learning environments was the most 

impactful factor associated with lived academic experience. Aside from 

individual study, learning environments fell into two different categories (Figure 

5-14).  
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Figure 5-14 Themes associated with learning environments that influenced lived 
experience of the curriculum. 

 

One learning environment was the large group format found in formal learning 

environments such as face-to-face lectures. These classes were also commonly 

recorded. The second was small group classes in which respondents 

participated. These smaller classes were found either in formal learning 

environments like workshops and laboratories or in informal environments like 

self-formed study groups. 
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is] no need to learn a whole new learning style deliverance [sic]” (Student 105, 

BOY, BSc). 

They indicated a desire for second-year lectures to retain the highly 

signposted/scaffolded and micro-linking of content to learning outcomes and 

practices along with provisioned summary slides that created overtly explicit 

expectations regarding assessment. Respondents sought the inclusion of 

“…clearly structured lectures…” (Student 205, EOY, BMedSc), “…key concept 

slides…” (Student 175, MOY, BForSc) and “…tracking of LO (learning 

objectives) on slides…” (Student 191, MOY, BBiomedSc). Consequently, they 

perceived some second-year lecture materials to be unhelpful, for example, 

“Lecture slides…(were)…not as detailed or well put together, as in first year…” 

(Student 34, BOY, BMedSc) but that there was “…too much content/detail on 

slides and not knowing what is necessary…” (Student 205, EOY, BMedSc). 

Some respondents commented that, ultimately, “some information in lectures 

could be better explained” (Student 29, BOY, BMedSc) with the provision of 

“more relevant and helpful lecture notes” (Student 55, EOY, BMedSc) 

evidencing a lack of self-efficacy and learning strategies. The combination of 

challenges associated with large class learning environments highlighted 

incongruous expectations and a lack of flexibility to adapt to unfamiliar 

circumstances that promoted more autonomous learning. 

The increased complexity and integrated nature of spiralling second-year 

sciences curricula (Chapter 2.5.4) requires respondents to undertake addition 

personal schema construction that cannot be achieved purely from transmissive 

lecture slides. This could be contributing to respondent perceptions that lectures 

were more confusing. Respondents regularly identified the desire for high-level 
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scaffolding to be returned to lectures to improve their learning experience 

because respondents felt comfortable with these familiar first-year practices. 

They appreciated and believed they were examples of good teaching 

appropriate for all year levels and were consequently disappointed when they 

were not necessarily consistent in the subsequent year. Any deviation from first-

year formats had respondents demonstrating a belief that lecture materials were 

unhelpful, poorly organised, contained poor content and had were confusing. 

“…first year [Course C11] course is a brilliant subject to model off, for example. I 

expected the courses to meld with each other better than they did in first year, but 

it seems to be a bit all over the place currently.” (Student 46, BOY, BMedSc) 

These perceptions led some respondents to express very negative opinions of 

the teaching staff responsible for the creation and delivery of lectures, for 

example, that “…most teaching staff were quite lazy“ (Student 274, EOY, 

BMedSc) and that “…some staff just didn’t teach the content very well…” 

(Student 342, EOY, BMedSc). Not only did respondents struggle with both the 

structure and delivery approach of second-year lectures, but they also found 

challenges with the escalation in content volume within the lectures themselves.  

As previously discussed, (Chapter 5.3.2), the curriculum escalation of second 

year was seen to be challenging, particularly when unexpected or misconceived 

expectations exist. In addition, teaching staff reported anecdotally that the 

physical attendance in second-year lectures was very low. From respondent 

comments, the main challenges associated with physical attendance in lectures 

 

11 A core first-year biosciences course with high content quantity, a high level of scaffolding and 
assessment exemplar provisions 
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was a consequence of perceived issues with combined life choices and time 

management that will be discussed in Chapter 5.4.1.  

Small Group Learning Environments 

At the university where this research study occurred, sciences second-year 

courses had a relatively large proportion of learning time allocated to face-to-

face, small class learning environments. Formal small group learning occurred 

in workshops and laboratory settings.  

Workshop Learning Environment 

Workshops provide opportunity for facilitated exploration of course materials 

through problem-based learning activities and laboratories provide experiential 

learning directly associated with prospective career pathways. In the second-

year science curriculum, the number of workshops offered were increased 

relative to first year, along with associated activity requirements to support 

learning. This was perceived to be beneficial by respondents who “…like how 

workshops are now far more engaging and helpful than first year…” (Student 

33, BOY, BMedSc) with scaffolding, like the requirement for “…pre-workshop 

questions that needs to be done prior to the day of the workshop” (Student 48, 

BOY, BBiomedSc) 

The preparation and the nature of this small group learning environment meant 

that respondents found various aspects associated with personal learning to be 

advantageous. “Workshop questions help consolidate the material very well…” 

(Student 131, BOY, BSc), and “…made it easier to ask questions” (Student 23, 

BOY, BBiomedSc) that “…extended me and helped me to develop 

many…skills” (Student 189, EOY, BMedSc).  
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Where respondents perceived particular workshop structures to be successful, 

they indicated that these should be more broadly integrated. “I believe that if 

compulsory workshops that were structured exactly like the ones in [Course B] 

were made available for every single 2nd or 3rd year science course a large 

decrease in failure rates would be observed!” (Student 193, MOY, BSc). 

Within the workshop learning environment, respondents indicated that they 

participated in class discussion sometimes to always (71% MOY, 59% EOY) or 

with other students outside class (80% MOY, 77% EOY). As part of this 

personal learning, respondents received regular feedback on their 

comprehension progression, for example, “…having a large number of low 

value assessments items (i.e. workshop quizzes) is good to keep respondents 

up to date with the current concepts…” (Student 186, MOY, BMedSc).  

Thus, this learning environment was one for receiving feedback on learning, 

which was valued by respondents. Though it should be noted that while this 

assessment schedule in small classes was helpful it could also have a negative 

impact because it took “…time away from sitting down and writing good notes 

on the week’s topic which can be built upon for the end of semester exams” 

(Student 186, MOY, BMedSc). 

Further to the types of activities conducted in workshop classes, the nature of 

personal interactions within the workshop environment meant that respondents 

were able to solidify current relationships, were able to establish new 

friendships, “…make more friends outside my usual group (which was a 

bonus!)” (Student 189, EOY, BMedSc) and develop their professional 

relationships with academic teaching staff (Chapter 5.4.2). 
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All these factors contribute to enriching a respondents’ sense of connectedness 

and belonging which then in turn supports student academic endeavours for 

success in the planned curriculum. A positive lived experience ideally included 

many small group learning opportunities due to their perceived benefit from 

these types of learning environment. Respondents were disappointed when 

they thought there were insufficient small class opportunities. When there were 

“…not enough workshops, especially sem 2” (Student 246, EOY, BBiomedSc) 

then “…it [sic] harder to get a hold of staff members” (Student 247, EOY, 

BBiomedSc).  

This reduced staff availability had a negative impact given respondents valued 

the academic learning support received from them, especially in this learning 

environment where there was opportunity for more personal attention.  

Laboratories 

Laboratories are recognised as being a crucial element of science 

undergraduate programs providing opportunity to apply content in context 

through experiential learning (Chapter 2.6.1). Similar to workshops, laboratories 

contributed positively to the lived experience of curriculum with most 

respondents indicating they were “…better lab experiences…” (Student 249, 

EOY, BBiomedSc) that were “…very insightful…” (Student 250, EOY, 

BBiomedSc) and “…incorporated…more hands-on…” (Student 246, EOY, 

BBiomedSc) experiences compared with first-year offerings. Respondents 

acknowledged again that classes required additional preparatory work and that 

“…first-year knowledge for lab work was extremely important (otherwise I 

wouldn’t have been able to complete the tasks)…” (Student 168, EOY, BForSc).  
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They also acknowledged that their prior academic skills and capabilities 

“…helps me better when doing lab work…in second-year” (Student 301, EOY, 

BForSc). In second year, there were also “…more lab sessions…” (Student 55, 

BOY, BMedSc) and that the laboratories expanded previous skill sets, 

particularly for key science learning outcomes associated with inquiry, problem 

solving and the scientific method with “…more data for respondents to analyse 

from the lab and it helps us to understand the concept more.” (Student 170, 

MOY, BBiomedSc). 

Thus, the experiential learning opportunities in the laboratory setting were 

excellent for consolidating theory learnt in other coursework. These findings 

reinforce the notion that science undergraduates tend to prefer investigative 

environments for learning (Pike, 2006). 

Respondents noted the further shift towards autonomy where “…the work is 

more independent compared to first year for example in labs…” (Student 28, 

BOY, BForSc) and found that the “…professional relationships with academic 

staff (during this time) were more prominent…” (Student 246, EOY, 

BBiomedSc) and were particularly helpful. All these factors likely contributed to 

the notion that “practical work in labs gave something to look forward to” 

(Student 226, EOY, BSc) which was a positive finding considering the career 

trajectories that many of these respondents will follow will likely involve 

laboratory work. 

One key example comes from an academic year-long, competency-based 

10CP laboratory course (Di Trapani & Clarke, 2012) that a large proportion of 

respondents (75%) in this current study were required to complete, being core 

to their program of study. This course requires students to demonstrate their 
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technical capabilities individually. To facilitate their success in developing these 

competencies various preparatory activities were provided to ensure they could 

gain maximum benefit from class time (Gregory & Di Trapani, 2012). While by 

the end of the year respondents appreciated the value of the experiences they 

had in this course, the nature of the non-graded pass, competency-based 

assessment was foreign and consequently unsettling to many. This may have 

created temporary stressors such as for Student 140 (BOY, BBiomedSc) who 

was “…only worried about the lab work….I cannot sleep without thinking of 

them [sic]!!!” 

In general, while small group learning environments in second year required 

respondents to undertake more preparatory work prior to attending the classes, 

this ultimately facilitated the development of far better comprehension, technical 

skills, problem-solving skills and critical thinking capabilities. In addition, these 

learning environments provided opportunities for personalised feedback on their 

progress. Furthermore, the more intimate nature of small group learning allowed 

for the development of both peer friendships and professional relationships with 

academic staff. 

Informal Study Groups  

To complement individual learning environments, group-based environments 

were particularly beneficial for second-year respondents for unpacking concepts 

and solidifying understanding. As discussed, (Chapter 5.3.2), respondents who 

worked often or always with a study group reported that they were helpful (21% 

MOY, 26% EOY). Of the informal small group offerings, respondents indicated 

that self-created study groups were very helpful social learning environments, 

particularly where they complemented other learning spaces:  
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“Learning in a study group was the best. It enabled me to learn things that I 

probably would have never picked up on if I was by myself because different 

people think and learn differently so it’s interesting to hear from all points of view”. 

(Student 176, MOY, BMedSc) 

“Group study is what worked best for me by far. I am so grateful have [sic] a good 

group of friends in which we can go through content together, not just through 

exams, but just go through practice questions a few times a week or so”. (Student 

182, MOY, BBiomedSc) 

Study groups were often formed with friends and respondents associated strong 

positive emotional associations with this learning environment as evidenced by 

the use of exclamatory punctuation and emoji, for example, “Study group is 

amazing!” (Student 251, EOY, BBiomedSc) and “Study group       ” (Student 260, 

EOY, BBiomedSc). Some respondents also reported engagement with online 

learning communities (5% MOY, 8% EOY) to be helpful. 

Yet the proportion of respondents engaging with this type of activity was 

reduced with 41% of all respondents having never or seldom been involved. 

The opportunity to learn in small groups was identified as an aspect of learning 

experiences respondents would like to have more of to facilitate “…more 

interaction with different students” (Student 311, EOY, BBiomedSc). For 

respondents who did not have these latter connections, this lack of such 

personal learning environments could be detrimental to both academic progress 

and sense of belonging.  

Thus, the findings of this study provide a student voice that concurs with 

recommendations to implement small class sizes for second-year respondents 

because they encourage effective support-seeking behaviour and aid in 
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socialising which have both reported to be beneficial for this year group 

(Stewart & Milsom, 2014). 

For second-year respondents in this current study there was a strong 

preference for collaborative, peer learning in small group learning environments; 

be they either formal in nature, provisioned by the university (workshops, 

tutorials, some laboratories) or more informal through self-created study groups 

either in person or virtually with friends and peers. 

They reported that these small group offerings were more engaging, better 

consolidated their comprehension of complex information and provided an 

opportunity to apply information to real-world problems. Most commonly, this 

environment was where they received personalised assistance for their learning 

both from peers and academics through conversations and feedback. 

The learning environment comprises the curriculum offered (what students 

learn), the learning spaces (both physical and virtual environments) this occurs 

in, and the delivery by people who contribute to their learning (both formally and 

informally). Academic learning environments are also highly influential to 

undergraduate student learning regardless of whether they are formally part of 

the university provisions or personally created (Feldman et al., 2008) and for 

second-year undergraduates can be unsettling if changes are unanticipated 

(Zaitseva, Darwent, et al., 2014). The evidence from this current study concurs 

with these findings. 

Assessment 

The nuances of assessment in the science discipline and its likely impact were 

discussed in Chapter 2.4.5. From the current study there was little question that 
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assessment practices contribute to respondents’ lived experience of their 

second year, particularly with regards to the impact of expectations and 

comprehension of assessment requirements. As seen in Figure 5-15, there 

were four emerging themes that were found to contribute to the lived experience 

of the second academic year science curriculum assessment. 

Figure 5-15 Themes associated with assessment of the second academic year 
of science curriculum. 

Assessment Variety 

Variations in assessment within the sciences discipline were discussed in 

Chapter 2.5.4. In this present study, respondents primarily identified 

assignments and exams as contributing the most to their lived experience of the 

curriculum (Figure 5-16).  
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Figure 5-16 Identified themes associated with assessment variety that impacted 
lived experience. 

 

For any given respondent, their ability to successfully complete assessment 

was affected by their academic security, approaches taken to learning, 

connectedness, time management capabilities and academic mindset: 

…the academic skills I have learnt in first year such as analytical skills, problem-

solving skills and time management helps me better when doing lab work or 

assignment [sic] in second-year. I am clear of what I need to do to address the 

problem. (Student 301, EOY, BForSc) 

Assignments 

The nature of the science discipline affords many opportunities for the creation 

of authentic discipline artefacts as assignments rather than the extended 

essays found in many other disciplines. Assignment examples from the 

programs of study in this research study include laboratory report writing, quality 

assurance report writing, problem-solving computations, field trip reports, 

seminars, presentations in science communication, case study analysis, 

research poster presentations, bioinformatics genome bank analysis and 

polymerase chain reaction (PCR) primer design, along with critical reflection of 
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learning. Survey respondents identified there to be an increase in the proportion 

of unique assessment items different to the end of semester exams. In this 

current study there was also a higher proportion of respondents who 

“…experienced high expectations of completing all assigned tasks for classes 

without failure…” (Student 54, BOY, BForSc).  

Thus, high levels of academic achievement provided strong motivation for 

completing assignment tasks well. The completion of assignments was the main 

activity where respondents indicated utilising university central support systems 

such as the library in their second year. This use was around common support 

needs such as referencing styles, for example, “The library website on 

referencing is very helpful I refer to it whenever I have to reference an 

assignment…” (Student 182, MOY, BBiomedSc). This use included reliable 

information gathering through using the “…library online resources for scientific 

articles… neuroscience assignment…” (Student 171, MOY, BMedSc). 

Receiving feedback on writing was also of note, for example, “Using the library's 

service of checking drafts was super helpful when I had to write an essay for an 

assignment. Helped me to understand how to structure and write better” 

(Student 176, MOY, BMedSc). 

Group work tasks were a more prevalent form of assignment submissions in 

second year and associated aspects contributed to a negative lived experience. 

These challenges were associated with two commonly raised issues, social skill 

capabilities and individual work ethic. Science undergraduates have been 

purported to display a high level of agreeableness (Vedel, 2016) suggesting a 

tendency towards cooperative learning.  
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Group work assessment was an opportunity to learn from peers and for some 

respondents “having to work in groups allow [sic] new connections with others” 

(Student 292, EOY, BBiomedSc). However, some respondents in the current 

study found group work to be challenging due to “…some people was [sic] hard 

to deal with…” (Student 264, EOY, BBiomedSc), “…people clashes” (Student 

323, EOY, BSc) and their “…lack of social skills made group work difficult” 

(Student 137, MOY, BBiomedSc). 

The work ethic and motivation to participate in group work assessment was a 

challenge that caused frustrations, for example, “I was not really enjoy [sic] 

group work as some members did not join and contribute to the team” (Student 

293, EOY, BBiomedSc) and “…not everyone showing the same motivation in 

group activities” (Student 149, BOY, BSc). The lack of control over this situation 

also caused consternation, for example, “Being put in a group of 9 in [Course J] 

including 2 respondents who did 0 contribution” (Student 331, EOY, BSc). 

Respondent academic outcomes were affected by this combination of 

challenges with varying impact. Some respondents reported group work to be 

beneficial because “…they helped me to work more well [sic] as a team 

member when working on group assignments which made these assignments 

more fun to do and easier” (Student 176, MOY, BMedSc).  

Other respondents perceived group work to be detrimental: 

As soon as you put a bunch of ultra-competitive students (i.e. Medsci) and ask 

them to peer mark and work in teams, you take away from the teamwork state of 

mind. Instead, I found myself thinking, what if someone gives me a bad mark to 

sabotage my assessment - this would let them beat me overall and perhaps 

leave me with a bonded placement. This may be somewhat cynical and paranoid, 
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but with such high stakes and high expectations, its [sic] hard not to be.” (Student 

119, MOY, BMedSc) 

While for others, group work had both benefits and disadvantages. For 

example, respondents “…liked the group project… it was different and engaging 

although it consumed a lot of time” (Student 273, EOY, BMedSc).  

Regardless of respondent perception of how group work assessment affected 

them, these activities developed key transferable skills including development of 

teamwork capabilities and “…improvement in problem solving was also 

enhanced which helped me to answer questions in exams that weren't so 

straight forward and required synthesising lots of material from different 

topics…” (Student 176, MOY, BMedSc).  

Examinations 

Examinations come in multiple forms in science programs of study and were the 

most common form of assessment in courses for this research study. As 

discussed in Chapter 2.5.4, the science discipline has a preponderance for 

higher stakes, end-of-semester exams. For the respondents in this present 

study, exams were primarily perceived as a key contributor to workload and a 

major source of anxiety. The scaffolded nature of assessment in some courses 

meant respondents were “…forced to keep up with the content but eases the 

pressure for end of semester exams and is more effective in the long-term” 

(Student 25, BOY, BSc).  

The quantity of content expected to be understood was a sticking point, with 

some respondents indicating that the nature of depth and information quantity 

were unfair and negatively impacted their lived experience of the curriculum. 

Respondents from the BMedSc program suggested that “…all the exams have 
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been ‘low blow’ questions, meaning I have to cover everything in depth in order 

to get a HD, which doesn’t seem worth it…” (Student 44 BOY, BMedSc) and 

that this was “…really harsh on what they expected us to know…” (Student 324, 

EOY, BMedSc). Furthermore, that they did not value the requirement for “…lots 

of rote learning useless information off of lecture slides; regurgitating it on an 

exam; then forgetting it” (Student 327, EOY, BMedSc).  

In addition, where the complexity of the curriculum was integrated and required 

much of the semester to consolidate there was evidence that second-year 

courses placed “…more weightage on the final exam…[which respondents 

found to be]…stressful to score for the course” (Student 301, EOY, BForSc). 

Thus, there was a perception of courses being more difficult to achieve 

academic success. 

However, these perceptions of exams were not unanimous, with other 

respondents indicating “I really liked how fair a lot of the mid-sem exams were” 

(Student 272, EOY, BMedSc) and that some courses “…were really good at 

letting us know what we should know for exams and were reasonable” (Student 

324, EOY, BMedSc). Where provisions were made that helped to set 

expectations of exams, respondents appreciated the difference these made with 

“the availability of study resources, such as practice exams, provided great help 

and assistance” (Student 126, EOY, BForSc). 

Other respondents indicated that simplistic regurgitation of information was less 

common and instead perceived “…questions in exams…weren't so straight 

forward and required synthesising lots of material from different topics” (Student 

176, MOY, BMedSc).  
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Respondents found that the quantity and complexity of the curriculum was 

compounded by the burden of a compressed final exam schedule and caused 

them to feel “…really stressed during the first semester→ we had EOS [End of 

Semester] exams one night after the other because we had no days off to rest 

our brains” (Student 272, EOY, BMedSc). 

For core competency-based laboratory assessment, the perception of 

associated competency-based exams was particularly poor, for example, 

“…[Course A] absurdly high pass requirement on final test” (Student 226, EOY, 

BSc) where respondents demonstrated their lack of understanding of the 

difference between a threshold level of evidenced capability and an academic 

grade outcome alignment.  

The ability of respondents to perform well in examinations was influenced by 

their expectations and understanding of assessment requirements. This was a 

key contributor to their lived experience with 23% of respondents indicating it 

contributed negatively overall and 61% indicating a positive impact.  

Assessment Frequency 

Most respondents (87%) agreed that there was a lot of assessment in their 

second year and that for 51% of respondents this quantity of assessment had a 

positive impact on their academic learning. In addition, the “…greater variety of 

assessment pieces…” (Student 214, EOY, BMedSc) for this year “…involved 

more workshop quizzes and assignments…” (Student 171, EOY, BMedSc) like 

“…case studies” (Student 209, EOY, BMedSc). In general, assessment was 

perceived as a positive contributor because it “…helps…more in understanding 

the concepts apart from the theory taught in lecture, it does cause a significant 

impact to my academic experiences this semester” (Student 301, EOY, BForSc) 
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and “[through allowing me to]…understand the different aspects of the degree 

and got me to focus more on studying” (Student 250, EOY, BBiomedSc). The 

escalation in assessment frequency impacted how respondents allocated time 

to tasks that will be further discussed (Chapter 5.4.1). 

Assessment Weighting 

To provide context to some of the findings associated with assessment, a 

review of the second-year core course assessment strategies for science 

programs respondents in this study was performed. This showed that it was 

more common to have higher weighted assessment items towards the end of 

the semester and, most frequently, an end-of-semester closed book exam. This 

structure afforded respondents more time to assimilate complex and integrated 

content, consolidate their understanding and still demonstrate their 

comprehension through assessment that does not disadvantage their overall 

course academic outcomes. For 66% of survey respondents, they indicated 

experiencing several highly weighted assessment items yet just over half (52%) 

of these respondents indicated that this had a positive impact on their academic 

experience. Where the lived experience was not so positive this tended to be 

due to assessment anxiety associated with high stakes assessment with some 

respondents commenting that “…assessment worth more than 50% is stressful” 

(Student 215, EOY, BMedSc). Self-belief in their capacity to be successful in 

these tasks, in combination with their known academic outcomes, led to a 

demonstrated lack of perceived benefit of highly weighted assessment items. It 

is recognised that the second academic year of program is often the first point 

where academic outcomes have significant impact on long-term academic 

outcomes (Whittle, 2015; Yorke, 2014; Zaitseva, Stewart, et al., 2014), as there 
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is a tendency for respondents’ prioritisation of any aspect of learning directly 

associated with assessment (Harris, Brown, & Dargusch, 2018). 

Assessment Clarity 

Understanding and completing assessment featured heavily in influencing lived 

experience. Three themes associated with assessment were identified; 

expectations, clarity and time management capabilities. The expectations of 

second-year assessment at the beginning of the academic year has previously 

been discussed (Chapter 5). The respondents’ ability to manage their time to 

successfully was particularly pertinent to completing assessment, as introduced 

here and further discussed in Chapter 5.4.1. 

The clarity of assessment task requirements and the ability of respondents to 

comprehend them, thus enabling respondents to demonstrate their 

understanding of course materials, were a key aspect of lived experience. It 

was determined to be in the top five most positive contributors. Respondents 

articulated a belief that “…clarity of assessment item is important…to score 

well” (Student 301, EOY, BForSc). three per cent of all survey respondents in 

this current study identified that the clarity of assessment items and their 

personal understanding of what was required to complete the tasks had a 

significant positive impact on their lived experience of academic study. 

In part, the articulation of requirements includes the provision of highly 

scaffolded items that have clear wording, obvious purpose and alignment with 

learning outcomes, with these communicated through practice assessment and 

marking criteria rubrics. “Teaching staff were always pretty clear of what was 

expected which was good” (Student 173, MOY, BForSc) and “understanding 

tasks made a substantially positive impact” (Student 44, EOY, BMedSc). 
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Eighty-four per cent of respondents indicated that most of their assessment was 

scaffolded in some way, with 50% indicating that this scaffolding positively 

impacted their academic learning through helping them understand assessment 

requirements. Respondents appreciated provisions made that would develop 

their capabilities to successfully complete summative assessment. This further 

supports the understanding that respondents valued formative assessment that 

was coupled with effective feedback for learning, for example, “practice exams 

and detailed marking criteria helped to focus my study on what I needed” 

(Student 182, MOY, BBiomedSc). 

Where respondents perceived this to be lacking there were recommendations 

for “clearer marking criteria, more in-depth feedback” (Student 55, EOY, 

BMedSc) to support completion. Respondent capacity to comprehend 

assessment task requirements particularly impacted their self-efficacy to 

successfully complete the tasks and to manage time effectively, both 

contributing to academic outcomes. This can be evidenced through respondent 

comments, such as “I think that the clarity of assessment item is important so 

that I am sure of the purpose of the assessment and that I was on the right track 

and to score well” (Student 301, EOY, BForSc) and “I felt when assessment 

was clear and understandable with what exactly is wanted it was easier and my 

experience was more enjoyable” (Student 344, EOY, BBiomedSc). 

Furthermore, where respondents understood what was required of them to be 

academically successful this “meant that I didn't waste time when working on 

the assignment” (Student 189, EOY, BMedSc) “… and allowed me to complete 

the item more efficiently and with reduced stress” (Student 338, EOY, BForSc). 
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In addition, clarity supported a desire for deeper learning practices “being able 

to understand the goals of the assessment allowed properly targeted study, 

freeing time to learn things for more of an interest's sake, rather than just for a 

number on a page” (Student 177, MOY, BMedSc). Clarity of assessment 

requirements was very important to respondents particularly given the 

escalation in curriculum and the quantity, difficulty and frequency of assessment 

in the second academic year. It “makes studying significantly easier and far 

more productive” (Student 191, MOY, BBiomedSc). 

Factors that contributed negatively to respondents’ perceptions and experience 

were when perceived ambiguity in the communication of assessment tasks 

caused confusion and more time was required to understand tasks. “One of the 

most frustrating parts of completing assessment was the extra time required to 

decipher the expectations of the assessment piece” (Student 132, EOY, 

BMedSc) “…which meant time had to be allocated to chasing clarifications up 

instead of actually completing the task” (Student 137, MOY, BBiomedSc). 

These respondents showed a reduced confidence in the teaching capabilities of 

academic staff and suggests a fight-or-flight stress response. It was likely due to 

the higher perceived stakes that the ambiguity had created through unclear 

expectations that increased the time spent on an item. Consequently, this might 

have impacted their GPA, long-term academic outcomes and led to 

demonstrated angst and blame towards assessment creators, without personal 

accountability. For other respondents, anxiety impacted their confidence in their 

own comprehension of the requirements that led to increased checking for 

clarification of requirements both with peers and academic staff. Yet 

perseverance through adversity can be beneficial. “It made me feel more 
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stressful but at the end I figured it out and got a good mark” (Student 294, EOY, 

BBiomedSc).  

For others, working through determining requirements themselves was 

beneficial. “Researching about what was specifically required for a certain 

assessment task allowed me to address all areas necessary and perform better 

in that assessment item” (Student 338, EOY, BForSc).  

These findings support the view that second-year respondents were at an early 

stage in their academic careers and that ensuring they have a clear 

understanding of expected learning outcomes and assessment requirements is 

important to their lived academic experience (Evenbeck & Hamilton, 2010). 

Where assessment was clear, this positively enhanced lived experience. 

Absence of clarity resulted in confusion and excessive additional time spent on 

assessment along with perceptions of disadvantage towards grade outcomes 

thus contributing negatively to lived experience. 

Lived experience of assessment was influenced by many factors. These 

included a respondents’ academic security (Chapter 2.5.4) and comprehension 

of task requirements. However, it was also impacted by individual capacity to 

effectively manage the available time to allow for sufficient and appropriate 

exam preparation (discussed in Chapter 5.4.1), coupled with respondents’ 

ongoing wellbeing (discussed in Chapter 5.4.2). This combination of factors 

affected a respondent’s ability to prepare effectively and perform true to their 

capabilities in exams. Dependent on an individual’s combination of influences, 

each student’s lived experience of assessment could be quite different. In this 

current study, many respondents demonstrated a strategic approach to 

learning, choosing to use primarily supplied resources coupled with notetaking 
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and aligning activities undertaken to those associated directly to assessment.  

Synopsis of Curriculum Influences 

Overall, many facets of the curriculum were a significant contributor to the 

second academic year lived experience of science undergraduates. Key 

aspects include the program and course design, scheduling/timetabling, 

resource and support provision, assessment of learning and created learning 

environments. Courses perceived to be supportive through clear setting of 

expectations around participation and assessment were desirable along with 

those including supportive learning environments. The curriculum composition, 

and specifically content presentation, learning resources, learning environments 

and assessment comprised the second of three key areas where respondents 

highlighted how changes would enhance their lived experience. In particular, 

most respondents also found the science curriculum to be beneficial in 

developing analytical skills, problem-solving capacity, critical thinking skills, 

independent learning and general transferable skills, particularly teamwork. 

These had a very positive impact on the lived experience. In addition, the 

preferencing on conceptual understanding over content and alignment of 

curriculum with career-associated skills development and options providing a 

sense of purpose. These issues are further explored in Chapter 5.4.2.  

 

5.4 Non-Curriculum Influences 

Non-curriculum influences include those factors that affected the second-year 

sciences undergraduate lived experience that were not specifically associated 

with the planned curriculum. These influences aligned with the three factors of 
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the conceptual framework (Figure 1-1); student, institutional and external in 

nature. Two key non-curriculum influences emerged from this current research 

study that impacted the lived academic experience of second-year respondents 

in science programs. These key influences were a respondent’s ability to 

balance their priorities effectively in conjunction with their level of holistic 

wellbeing (Figure 5-17). This section will explore the identified contributing 

factors for each of these two non-curriculum influences. 

Figure 5-17 Overview of non-curriculum influence of the lived experience of 
second-year undergraduate students in science programs of study. 

 

5.4.1 Theme: Balancing Priorities 

The theme of balancing priorities emerged from the many different pressures a 

student faces when undertaking second academic year undergraduate studies. 

At this point in a program of study, it was expected that most respondents were 

striving to attain a minimum level of academic success that enables progression 

towards completion. In this study, it was apparent that life choices and priorities 

differed considerably from one individual to the next and subsequently impacted 

on the lived experience of the second academic year differently.  

Subthemes identified (Figure 5-18) that contributed to how respondents 

balanced their priorities included their academic endeavours, whether they 

needed to and/or undertook paid employment, their preference for engaging in 

Non-Curriculum Influences 

Wellbeing 

Balancing Priorities 
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social activities and their capacity to effectively fit their personal priorities into 

the time they had available. Balancing priority influences primarily derive from a 

combination of student, institutional and external factors. 

Figure 5-18 Overview of balancing priorities’ emergent themes. 

Academic Endeavours 

The lived experience of the planned second academic year curriculum in this 

research study was impacted by a combination of specific factors. These 

include a respondents’ academic security, the approach they took to learning, 

the workload required for academic success, expectations of curriculum 

requirements and their academic outcomes (Figure 5-19). The effect of 

academic security was discussed in Chapter 2.5.4.  
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Figure 5-19 Overview of the emergent themes associated with academic 
endeavours. 

 

Academic Security 

Evidence of the need for strong academic security of prior knowledge and the 

spiral nature of the science curriculum was manifested in this study where 

respondents identified that in the second year “…general outcomes were 

assumed knowledge and built a strong foundation for further understanding 

courses” (Student 35, BOY, BForSc) and thus “…a lot of content came 

together” (Student 44, EOY, BMedSc). 

For second-year respondents this prior knowledge was initially in the form of 

first-year content and then later progressed to include information and 

understandings developed in the first half of their second academic year. 

Survey respondents (70%) agreed or strongly agreed that the strength of their 

prior knowledge had the second biggest positive impact on academic 

experiences in second year, for example, “having prior content knowledge 
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helped me understand further concepts and complete assessment. It also made 

me feel more confident and comfortable learning the material” (Student 338, 

EOY BForSc). Thus, this supports respondents more towards developing their 

self-efficacy and autonomous learning capacity.  

There were variations in how much first-year knowledge respondents thought 

they had retained and the effect this had on their academic experiences. 

Overall, almost all respondents (84% MOY and 93% EOY) indicated they had 

retained some portion of first-year knowledge. More than half of respondents 

indicated retention of some knowledge (50% MOY, 63% EOY) and a third 

reported retaining most of their first-year knowledge for a semester (34% MOY), 

or the whole year (30% EOY). The proportion of respondents who indicated 

they had retained most first-year knowledge and is likely an artefact of 

respondent background context, with the spread of respondents being mostly 

drawn from high level academic programs of study, and a general 

understanding of the nature of science knowledge construction.  

In their first semester of second year, respondents agreed or strongly agreed 

that a passing grade in first-year courses helped to pass second-year courses 

(77% MOY), that the knowledge they retained from first year was helpful (84% 

MOY) and was enough to be academically successful in their second year (75% 

MOY).  

The helpfulness of prior knowledge to academic studies remained consistent 

across the year (77% MOY, 80% EOY). However, the proportion of respondents 

who agreed or strongly agreed that passing grades in first-year courses (53% 

EOY) and the sufficiency of this prior knowledge (55%) to remain academically 

successful in second year were both reduced. These findings suggest that the 
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farther removed from first-year respondents became, the less impact this prior 

knowledge had on academic success in the second year. These findings 

demonstrate the spiral, constructivist nature of the science curriculum. 

Respondent reflections indicated that “it is always good to know the material 

from the first-year, but it wasn’t sufficient to be academically successful this 

[second] semester, as the major part of those courses was new stuff” (Student 

294, EOY, BBiomedSc). 

Approximately one-third (35%) of respondents agreed or strongly agreed that 

there were gaps in their retained knowledge schema that affected their ability to 

successfully complete second-year courses and that they “…had to revise some 

concepts from previous courses in order to understand current requirements” 

(Student 237, EOY, BForSc).  

Speculatively, the nature of the content retained from first year likely contributed 

to this experience. For example, a first-year biochemistry student could obtain a 

pass grade for the course but fail to fully grasp the concepts of buffer solutions, 

enzymatic reaction theory and calculations. This student will likely struggle to 

complete core aspects of second-year competency-based laboratories that rely 

on this fundamental knowledge. For these respondents, their lived experience 

of the second-year curriculum would subsequently be less positive. The present 

research study findings indicate that a proportion of respondents recognised the 

need to fill these gaps in their knowledge base to be successful. This proportion 

was similar to that of respondents who indicated completing first-year concept 

revision (28%). 

The combination of academic skill set and prior knowledge base impacts the 

respondents’ lived experience of second year. It was clear from respondents 
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that there was a transition in curriculum requirements with a greater focus on 

the application of their skill set and that possessing solid foundational 

competencies was enabling for completing second-year courses: 

The academic skills I have learnt in first year such as analytical skills, problem-

solving skills and time management helps me better when doing lab work or 

assignment in second-year. I am clear of what I need to do to address the 

problem. (Student 301, EOY, BForSc)  

With science-based programs this focus includes an increase in experimental 

work and scenario-based exploration of concepts both individually and in small 

groups. Where respondents reported a deficiency of skills, this impacted their 

experience. “A lack of familiarity with academic writing made assessments 

difficult. A lack of social skills made group work difficult, but progress was made. 

Critical thinking was very much emphasized through the case studies” (Student 

188, MOY, BBiomedSc). Due to the spiral nature of science curricula (Chapter 

2.5.4), there remains a necessity to continually build on prior knowledge and 

skill base throughout the second year. 

The findings from the present study suggest that a strong foundational 

knowledge and skill base derived from first year was important for academic 

success for at least the first half of the second academic year and contributed 

positively to their lived experience. This resonates with what we know about 

second-year UK students where academic security is known to support self-

efficacy and developing autonomy (Stewart & Milsom, 2014). Where there were 

gaps, this has been reportedly associated with poorer experiences of learning 

for second-year respondents (Whittle, 2015). 
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Individual approaches to learning 

The type of approach to learning and the impact of various learning 

environments was discussed in Chapter 2.5.4. Respondents in this study 

indicated several aspects that influenced their student experience of second-

year science programs. These included university-created learning 

environments, participation in study groups, having a working knowledge of 

effective personal learning strategies and the level of personal autonomy. 

These collectively impact on the amount of time, energy and effort required to 

successfully complete curriculum requirements in conjunction with the other 

aspects of life such as employment and recreation. 

One key to effective learning was having a well-developed understanding of 

what practices work well for a student as an individual learning strategy. Survey 

respondents (MOY [77%] and EOY [72%]) indicated that were aware of how 

they best learned course materials, thus leaving approximately a third of 

respondents passively unaware. 

For each student, the combination of learning strategies will invariably be 

different and potentially varied over time, however, in this study, there were also 

commonalities. These commonalities included processes that were active in 

nature, utilised a variety of resources to consolidate learning and required an 

awareness of what combination of processes worked best for the individual. 

Science second-year respondents indicated the combining of learning activities 

iteratively was beneficial. At the heart of these was creating notes that were 

reviewed iteratively to develop integrated knowledge schema that connected 

concepts with outcomes. These approaches were highly individualised as can 

be seen from this collection of respondent comments: “I find taking notes 
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throughout the semester and then revising them before exams is how I learn 

best” (Student 237, EOY, BForSc), “I find that by writing information and 

concepts out I learn and understand them better” (Student 338, EOY, BForSc), 

“Reviewing quickly after a lecture, then reviewing less often throughout 

semester [sic] keeps the information gelled and assists in building a web of 

knowledge, keeping old threads strong while also weaving new ones” (Student 

177, MOY, BMedSc). In addition: 

Using learning objectives (LO) and lectures notes to write a quiz for each 

week/topic. Comprehensive LO (e.g. those used in [Course K]) and tracking of 

LO on slides, were extremely helpful for understanding course content and 

revising! (Student 191, MOY, BBiomedSc) 

A proactive approach to develop an awareness of their most effective study 

practices, followed up with maintaining “consistency” (Student 44 BOY, 

BMedSc), while being open to new strategies, was beneficial for academic 

outcomes. For example, “learning new ways to understand material helped, as 

well as knowing the way I study” (Student 169, MOY, BBiomedSc). In addition 

one respondent “…put effort into figuring out how best to study…” and then 

realised “…once I did it had a very positive impact on my grades” (Student 178, 

MOY, BSc). Conversely, “a lack of awareness as to how to study effectively” 

(Student 193, MOY, BSc) was perceived as a disadvantage that contributed to 

an overall negative lived experience. 

Across the year, the proportion of respondents who were able to develop 

learning strategies that worked for them was restricted to 66% MOY and 62% 

EOY. This left a third of all cohorts potentially unable  to  develop a suitable 

approach to the learning of course materials, placing them at risk of not being 
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able to demonstrate their maximum capacity successfully. This was reflected in 

respondents reporting that in hindsight, it would have been beneficial for them 

to seek assistance for academic learning either from academic staff (50% MOY, 

71% EOY), student services (23% MOY, 50% EOY) or independently of the 

university (21%).  

Overall, the impetus for taking on a more integrated approach to learning lies in 

the nature of the lived experience of curriculum as discussed in Chapter 5.3.2. 

Where respondents were able to independently consolidate their knowledge 

there were learning benefits. One example that highlighted this fact was where 

“I found that throughout this year courses focused more on applying knowledge 

rather than recalling it. I liked this, as I find it easier to learn by understanding 

how something works and what impacts it” (Student 237, EOY, BForSc). 

For some respondents there was still a heavy reliance on rote learning of 

information. As science curricula have a propensity towards content-dense 

material, there was by the nature of the discipline a need to initially undertake a 

level of fundamental knowledge attainment. In second year too, the curriculum 

moves away from any familiar material from high school into uncharted territory. 

Yet the fundamental knowledge developed in second year provides a solid 

discipline foundation for enabling complex scientific investigations relying on 

critical thinking and problem solving that become more frequent by the end of 

second year and throughout third-year curricula. 

While in this present study there was some evidence of rote learning, by 

necessity, many respondents were using this as just one means of mastering 

the curriculum. Perhaps this lies with the nature of complex, integrated scientific 

knowledge where “…learn[ing] by understanding a process and how certain 
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things influence it…” is easier and more beneficial than just “…having to learn 

something ‘off’ “ (Student 237, EOY, BForSc). 

There was evidence of at least awareness of several contributing factors that 

were beneficial in preparation for assessment. These included “…starting 

assignments from the moment they are received helps me to not fall behind and 

stay on track with my studies” (Student 190, MOY, BSc) and “…giving myself 

enough time to study all the content that will be on the final exams” (Student 

193, MOY, BSc) to prevent the need to “…cram study before 

assessment…(and means that)…stress is reduced” (Student 164, MOY, 

BMedSc). 

However, respondents reported that the timing of their revision strategies for 

learning was variable. Ineffectual time management (further discussed in 

Chapter 5.4.1) appeared to be the major contributor to the lack of effective 

revision practices. Respondents were asked to reflect on their revision timing. 

Regular revision of coursework throughout the semester was undertaken often 

or almost always by 50% MOY and 34% EOY of respondents with 21% MOY 

and 27% indicating they seldom or never revised during semester. In 

preparation for final semester exam block these number slightly increased to 

59% MOY and 61% EOY indicating completing revision for the two weeks prior 

to exams. For this same duration 25% MOY and 24% EOY indicated seldom or 

never revising during the two weeks prior to final exams. 

Assessment provides respondents with feedback of their learning and an 

opportunity to develop an understanding of their learning. It can be provided in 

both formative and summative forms. The current study showed evidence of 

engagement with formative feedback processes. However, a third (33%) of all 
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respondents undertook formative assessment only three times during the 

semester suggesting their limited engagement with this feedback opportunity. 

Nearly half of respondents (48%) sought feedback from formative assessment 

on a weekly basis as part of knowledge consolidation. For 15% of respondents, 

this engagement was daily. Fifty-four per cent of respondents indicated that 

they had sought feedback on draft assessment at some point across the year, 

though there may have been other assessment items where it was not possible 

to submit draft versions for review. Highlighted by these current findings was the 

high value respondents placed on helpful feedback during the semester. “Some 

staff members gave wonderful feedback and advice on how to study for their 

course” (Student 137, MOY, BBiomedSc). 

This finding is in direct contrast to some science academic staff beliefs that 

second-year students were unlikely to engage with offered formative 

assessment options due to strategic focus (Thompson et al., 2013) but 

concurred with the belief that students still had a preference to receive 

progressive feedback on their work across a semester. 

Scarcity or “lack of feedback” (Student 232, EOY, BForSc) was cited by 

respondents as a contributing factor to a negative academic experience and 

requests for “more in-depth feedback” (Student 55, EOY, BMedSc) as a 

strategy that would enhance their academic experience. 

When it came to seeking feedback on final assessment items the proportion of 

respondents across the year dropped to a quarter (25%) of the cohorts. This 

decline in seeking feedback may have several origins. Final assessment in 

science courses is frequently invigilated, closed-book exam-orientated with 

respondent perceptions being that they are unlikely to subsequently need the 
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specific knowledge covered. This leads to respondents perceiving that the time 

and effort spent on seeking feedback, out of semester, to correct 

misconceptions was not worth the required time investment leading to a poorer 

lived experience. 

Student 137 (BBiomedSc, MOY) provided an excellent summation that 

communicated the sentiments of survey respondents across the board with 

regards to a whole of learning approach combining what does and does not 

work in the second year: 

Creating summaries tended to be very helpful, as did rote learning. Being able to 

explain the concepts out loud/to others helped to identify weaknesses in my 

knowledge. Conditions were best explained by diagrams/mind maps, and 

processes by flow charts. Cramming, poor sleeping habits and writing reports the 

day before they were due are among some of the worst habits to have. Simply 

writing out notes from the lecture slides was practically useless for even 

moderate sized assessments, yet they made selecting the salient points for 

summaries easier. Just reading lecture slides was also ineffective. Glossaries of 

difficult words helped when cramming, yet I made none that were able to be 

constantly updated. Flash card apps are great for rote learning too.  

The disconnection between academic staff expectations of student autonomy 

and student capabilities was evident in this research study with some second-

year respondents reporting this move towards self-directed learning in a highly 

negative and critical manner. An element of this was associated with student 

mindset (to be discussed in Chapter 5.4.2) in conjunction with external and 

university pressures. This was particularly the case with high-achieving, highly 

competitive respondents whose GPA will determine postgraduate study 

opportunities (such as BMedSc and BBiomedSc into the MD program). They 
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perceived that the changes were ultimately detrimental to their ability to be 

academically successful and consequently felt their capacity to achieve high 

academic outcomes was threatened. Key aspects of contention revolved 

around course structures, information resource curation and delivery by 

teaching staff. Comments reflecting this perspective included specific examples 

such as “…badly organised courses…a lack of structure in presenting course 

content…teaching structure…unhelpful lecture notes” (Student 275, EOY, 

BMedSc) and that “…some of the information in lectures could be better 

explained” (Student 29, BOY, BMedSc). 

Feedback regarding student learning is a two-way process that contributes to 

the lived academic experience. Respondents valued the opportunity to provide 

feedback to academic staff on their learning experiences and how teaching 

methods could be improved. Reports of “course convenors who are receptive to 

student feedback” (Student 132, EOY, BMedSc), and actioned 

recommendations, were associated with a positive lived experience. 

However, where respondents perceived the response by academic staff was to 

ignore the student voice or fail to act on it, this led to dissatisfaction and poorer 

lived experience. Sentiments echoed along the lines of: 

Academics who have sought out feedback and then, even reasonable 

suggestions for course improvement were 'fobbed off' as being 'too difficult to 

implement'….I felt that my reasonable and measured feedback was disrespected. 

Why should I bother to offer my well-considered opinions which would only serve 

to further improve the course and build upon the hard work of academics, if it's 

[sic] going to be treated like that? (Student 186, MOY, BMedSc) 
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The challenge to higher education academic teaching staff is to codevelop an 

understanding about the various aspects associated with autonomous learning 

with students; understanding motivations that influence learning approaches 

and ensuring that mutual respect is cultivated. 

This current research study indicates that two-thirds of the science 

undergraduate respondents showed a preference towards using a deeper 

approach to learning, similar to second-year Bachelor of Education respondents 

(Baeten, Dochy, Struyven, Parmentier, & Vanderbruggen, 2016) This approach 

involved knowledge construction, coupled with a strategic approach to perform 

well academically, that included the use of provisioned resources and available 

feedback. The other third showed preferences towards passive learning, with 

high-level direction from teaching staff that is more commonly associated with a 

surface approach. The approaches a student takes to learning have been 

argued to impact the perception of elevated workloads, particularly where 

respondents use a reproducing or rote learning approach to study (Kember & 

Leung, 1998). This learning approach may partially account for the high 

workload perceptions indicated by respondents in this study. 

Academic Workload 

How respondents experienced the requirements of academic workload was 

dependent on several factors and had different consequences for different 

students. The nature of respondent expectations associated with workload was 

variable with 55% of all respondents reporting unrealistic workload 

expectations, regardless of the time of year. 

Some respondents "…didn't realise how much work there was going to be, I 

thought I was well prepared after 1st year but it was a huge jump" (Student 173, 
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MOY, BForSc), ultimately underestimated requirements. Thus, they perceived it 

to be “intense” (Student 47, BOY, BBiomedSc) and that there was simply “too 

much” (Student 313, EOY, BForSc) to do. This factor was identified as the 

number one cause of negative lived academic experiences, equal top with 

emotional challenges.  

Respondents identified several compounding causatives that contributed to a 

perception of a higher second-year workload. These included gaps in their prior 

knowledge, highly levels of required autonomy, program requirements involving 

an overload of courses (greater than 40CP per semester) in second year, 

inappropriate expectations associated with the intensification of the curriculum 

content, time needed to successfully complete assessment requirements, 

aspirations for high grades and the reduction of academic support services. 

When considering the quantity of work respondents were required to complete 

for second-year courses, respondents commonly indicated that the level 

increased compared with first year. These changes were associated with much 

higher volumes of work, that were much harder and more intense than 

previously experienced.  

Forty five per cent of respondents reported they “expected this amount (of 

workload) for the second-year of my course” (Student 338, EOY, BForSc). 

These respondents were likely to demonstrate a positive academic mindset 

(see Chapter 5.4.2) so that “…if you get your priorities straight and plan your 

time well” (Student 126, EOY, BForSc), as well as us effective learning 

strategies like chunking, where large workloads were managed by “…split[ting] 

it into little steps and mini projects” (Student 173, MOY, BForSc), they were 

likely to report their workload to be “doable” (Student 257, EOY, BBiomedSc). 
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Expectations of assessment requirements were identified as a major factor 

contributing to the escalation of workload in second year. Just under half (48%) 

of all respondents expressed expectations of second-year assessment aligned 

with university requirements and reported that assessment “…was as I 

expected” (Student 300, EOY, BMedSc). Where respondents’ expectations 

were in alignment with those of the university, respondents were more likely to 

cope with the escalation because they “found workload reasonable and 

manageable” (Student 237, EOY, BForSc). In the science programs focused on 

in this study, several different, and probably unfamiliar, assessment 

requirements were introduced in second-year courses, in particular, extended 

laboratory report writing and assignments that involved high levels of critical 

thinking and problem solving (Chapter 5.3.2). For those who “severely 

underestimated them [assessment requirements]” (Student 45, BOY, 

BBiomedSc), their misguided expectations of assessment were a major 

contributor to a less than ideal lived experience of curriculum. Possessing 

unrealistic expectations of assessment was identified as the fourth major 

contributor to a negative lived experience of academic study for science 

respondents. Areas pertaining to assessment where respondents had 

misjudged requirements included the quantity and difficulty of assessment items 

and the content knowledge required to complete them successfully. Examples 

of this thinking included that “it was a massive jump in the assessment level 

which wasn’t expected…” (Student 344, EOY, BBiomedSc), where respondents 

“…thought some of the content was going to be easier than it ended up being 

and I was under-prepared for some of the initial assessment pieces” (Student 

189, EOY, BMedSc) and that “some assessments took a very long time to do” 

(Student 164, MOY, BMedSc). These factors all contributed to perceptions of 
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escalation in academic workload requirements. Respondent expectations were 

influenced by academic mindset (see Chapter 5.4.2) and capabilities to 

effectively manage their time (see Chapter 5.4.1) relative to their own learning 

capacities. 

The combination of academic workload perceptions coupled with respondent 

expectations impacted the lived experience of respondents differently. Most 

commonly, these were associated with increasing levels of anxiety and stress 

as respondents struggled with being able to effectively manage numerous time-

consuming activities as will be discussed further. 

“Underestimating the amount of work that needed to be done made time 

management very difficult” (Student 137, MOY, BBiomedSc), “…increased my 

stress level” (Student 167, MOY, BForSc) and “made transition difficult” 

(Student 307, EOY, BSc). The “decreased amount of time to complete 

assignments due to increased workload” (Student 287, EOY, BBiomedSc) 

meant respondents perceived that “the workload was too large for the time I had 

for preparation” (Student 191, MOY, BBiomedSc) and consequently they 

experienced “less time to revise & consolidate information” (Student 171, EOY, 

BMedSc). Together this “increased anxiety level…” (Student 307, EOY, BSc) 

particularly where “workload combined with work made for some stressful 

times” (Student 314, EOY, BSc). 

The workload escalation led to some respondents reporting a reduction in 

motivation with perceptions that they had been “over-confident about how 

devoted I really was to study” (Student 336, EOY, BSc) or that “I didn't think it 

would [sic] that overwhelming but it was” (Student 164, MOY, BMedSc).  
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The increase in workload was reported to “impact on time spent with family and 

friends” (Student 217, EOY, BMedSc) and “made socialising difficult” (Student 

262, EOY, BBiomedSc). It led to a reduction in socialising activities thus further 

distancing respondents from their emotional support networks. There were 

examples of the unfortunate coping mechanisms respondents employed such 

as the “…amount of alcohol consumed has increased, due to workload” 

(Student 229, EOY, BSc). 

Respondents frequently identified experiencing a combination of different 

adverse impacts. One example of these combinations comes from Student 324 

(EOY, BMedSci) “…because of the workload in sem 1, I was quite stressed for 

the entire semester and didn't have much time for anything outside of uni.” This 

respondent identified a combination of increased anxiety and stress associated 

with the increased requirement to spend more time on academic work leading 

to decreased socialising. 

The combination of expectations, curriculum (content and associated 

assessment), time management capacity, stress management capabilities, 

mental health status and social connectedness impacted physical wellbeing. 

Respondents indicated that the “higher workload is tiring” (Student 203, EOY, 

BMedSc).  

A small number of respondents (n = 11) indicated that the escalation in 

workload had “positive impact” (Student 223, EOY, BSc) on their lived 

experience. These included motivation as it “made me work harder” (Student 

258, EOY, BBiomedSc; Student 262, EOY, BBiomedSc), the need to become 

“lots more independent” (Student 213, EOY, BMedSc; Student 285, EOY, 

BBiomedSc), “improved time management skills” (Student 302, EOY, BSc) and 
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the development of a “more realistic understanding of reasonable amount of 

time to invest in study” (Student 214, EOY, BMedSc). Some respondents 

indicated that despite the workload being “so much…it’s been fun” (Student 

228, EOY, BSc) and could be “achievable with enhanced study” (Student 284, 

EOY, BBiomedSc). 

Nearly half of all the respondents in this study underestimated the quantity and 

difficulty of the necessary work required and the time they personally required to 

complete it. This aligns with previous findings from the UK (Zaitseva, Stewart, et 

al., 2014) which indicated that unexpected workload intensification is a 

recognised challenge for second-year students that affects both learning and 

coping strategies the impact overall experience of the curriculum. 

Academic Outcomes 

Academic outcomes focus on the measurable component of a program of study 

with assessment marks making up a course grade that contributes to the ability 

to both progress and eventually have a program of study conferred. 

Consistently, nearly two-thirds (61%) of respondents indicated that their grades 

were as expected and that they were satisfied with this outcome. A further 20% 

of respondents across the year reflected that their grades did not match their 

expectations and 28% of respondents, many of whom did not receive 

anticipated grades, were unhappy with their academic outcomes. This lived 

experience was variable and independent of actual student academic 

outcomes. For example, a student who sits on a GPA 7 may be extremely 

disappointed to receive a grade of 6 for a course yet a student who generally 

receives a grade of 4 may be ecstatic with a 6. Therefore, in this present study 

respondents were asked to reflect on what they expected their grade outcome 
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to be across the semester/year and what aspects of their lived experience of 

second year were most influential on this academic measure. 

Student academic outcomes were the result of a combination of factors 

associated with the planned curriculum requirements (Chapter 5.3) including, 

“…a clear parity between lecturers, learning objectives, exams [that the 

respondent identified had]…enhanced my learning, minimised stress and 

improved my results.” (Student 191, MOY, BBiomedSc). 

Student academic outcomes in second year were impacted by a student’s 

capacity to effectively balance their priorities and their wellbeing (see Chapter 

5.4.2). Academic grades for respondents were not directly explored in this 

current study but some respondents’ personal academic outcomes resonated 

sufficiently strongly that they shared opinions of how their grades had been 

impacted by their specific second-year sciences lived experience. Academic 

outcomes were a very personal experience with the following examples 

demonstrating the diversity of academic outcomes for second-year respondents 

and their beliefs regarding causation. Instances include where a respondent’s 

“GPA went down…[as they]…failed class due to NO support” (Student 238, 

EOY, BForSc) or where the “…workload was overwhelming at times but 

achievable, not necessarily with the marks wanted though due to time 

constraints” (Student 286, EOY, BBiomedSc). Yet other respondents were 

“…pleased my GPA has remained about the same” (Student 148, EOY, BSc).   

For respondents with a clearly identified career pathway to medicine, there was 

a perception that the nature of more science-focused, not medical-focused, 

courses were less relevant and detrimental to their learning if they were to 

maintain high academic outcomes: 
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Obviously biochemistry and genetics are important topics, however, these are 

extremely boring and have very little relevance to what we will be doing in the 

future…are incredibly repetitive and this…discourages respondents from 

practicing active, deep learning styles, but rather students resort to rote learning 

in order to attain a HD to maintain their GPA. (Student 159, MOY, BMedSc)  

This perspective shows a lack of applied relevance of these concepts to 

developing an understanding of the science mechanisms behind disease state, 

and thus reducing the respondents’ perceived value for engaging with these 

materials in a meaningful manner. 

Another respondent reflected that “I am underprepared for the workload and 

commitment that is required for a GPA 7” (Student 183, MOY, BBiomedSc), 

suggesting they made conscious choices regarding learning behaviour during 

the second year. Courses where the academic outcomes were not graded, but 

instead respondents could receive a non-graded pass that did not contribute to 

their cumulative GPA grading, were considered favourably as they enabled 

“…less stress on getting high marks” (Student 189, EOY, BMedSc) where the 

focus could be on learning and transferable skills like “…working well together 

in a team” (Student 119, MOY, BMedSc).  

Academic outcomes include the development of several different skill sets. The 

content, learning environments and assessment associated with second year 

were shown to effectively enhance these learning outcomes for respondents. 

Across all data collection points, survey respondents agreed or strongly agreed 

that the second-year science curriculum effectively developed their analytical 

skills (79%), problem-solving capabilities (83%), critical thinking capacity (81%), 

independent learning proficiencies (86%) and their general transferable skill set 
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(75%). Teamwork capabilities, which are highly regarded by industry, increased 

from 50% of MOY respondents to 85% EOY respondents. This suggested that 

activities that were undertaken during the second semester of second year 

provided many opportunities for development of this skill set to occur. Analysis 

of course profiles indicated that this was through a variety of groupwork-based 

assessment items in many core, second semester courses. 

Overall, the lived experience of academic outcomes was variable and illustrated 

evidence of either a growth mindset that included accountability, reflection and 

subsequent change or a fixed mindset where lack of personal accountability 

and a blame mentality were more prevalent and will be discussed further in 

Chapter 5.4.2. The importance of academic outcomes contributing to graduating 

GPA is a known added stressor that escalates other challenges associated with 

the second year (Yorke, 2014), and was particularly associated with stress for 

those with a fixed mindset. Ultimately, individuals may make choices and take 

ownership of the consequences of those choices regarding academic outcomes 

or lay blame and fault for unanticipated lack of perceived academic success 

with academic staff or peers. 

Employment 

The second aspect of balancing priorities that second-year science respondents 

faced was employment (Figure 5-20). 
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Figure 5-20 Employment was one of four key influences of balancing priorities. 

 

In this study, not all second-year respondents undertook employment during the 

year, and their lived experience was quite different compared with those who 

were employed.  

For 54% of the respondent cohorts, respondents like Student 300 (EOY, 

BMedSc) indicated that they “did not work” and thus there was no impact from 

this factor on their lived experience during their second year. For 36% of the 

respondents, the reasons provided for not undertaking concurrent employment 

was not necessarily due to a lack of interest or motivation. Most reported it was 

a conscientious choice. This resulted from either a prioritisation to study or 

scheduling consequences of their academic timetable, where respondents 

indicated that their study requirements either completely prevented or 

significantly limited how much work they could undertake. For example, Student 

35 (EOY, BForSc) “…only got a job at end of semester” to gain some financial 

independence without compromising their university work requirements. For 

other respondents, they chose to work limited hours during the semester “…due 

to the intensity of my degree and my own expectations” (Student 343, EOY, 

BMedSc). 
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For respondents who did undertake paid employment during their second year, 

their lived experience centred around their capacity to effectively manage their 

time between university study requirements and employer requirements. It was 

tempered by whether they needed to remain in paid employment to be 

financially independent. Scheduling or the need to take on extra shifts and the 

timing of work roster releases caused tensions with university requirements due 

to clashes where “sometimes work was out before attendance at University and 

therefore had a negative impact” (Student 296, EOY, BBiomedSc).  

The need to undertake employment during semester led to a need to prioritise 

activities leading to financial gain that consequently impacted on the time spent 

undertaking academic activities. Impacts included “time away from 

classes/scheduled study” (Student 297, EOY, BSc) and “less hours for revision 

around assessment” (Student 180, MOY, BBiomedSc). 

Even for respondents working part-time (less than 20 hours per week) 

scheduling became an issue. Student 342 (EOY, BMedSc) commented, “I really 

only do 10 hours a week, but found some shifts were during the day such as 

Monday 12-3 or Friday 12-3 when I should be at uni for lectures. Last year work 

didn’t clash with uni”. This finding draws parallels with the major study from 

John Moores Liverpool University in the UK (Yorke, 2014) thereby suggesting 

some commonality between Australian and English second-year students. 

The impact for respondents who were financially insecure had additional 

ramifications beyond missed classes. These included affecting what 

approaches to learning (Chapter 5.4.10) they undertook and their wellbeing 

(Chapter 5.4.2). Respondents identified how their paid job created distraction 

and reduced the available time to undertake learning activities, but that this was 
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both a necessary and negative impact. “Work commitments really distracted me 

from my studies…however, money is needed to live” (Student 344, EOY, 

BBiomedSc) and that the “…ability to manage time impacted my experience of 

second-year because at times I prioritised work over university which made it 

more difficult to learn” (Student 175, MOY, BForSc).  

Financially self-supporting respondents reported that job security was an 

additional cause of “…stress having to find a new job and also having to commit 

to a job that I was unhappy at” (Student 338, EOY, BForSc). The hours required 

to work because the “only work available is minimum wage” (Student 183, 

MOY, BBiomedSc) resulted in high levels of “…personal stress (coming) from 

minimal finances” (Student 314, EOY, BSc) for those requiring financial 

independence.  

In addition to the stress created from needing to be financially secure during 

second-year studies, undertaking substantial paid employment affected 

respondent physical wellbeing. Evidence of this can be seen through concerns 

raised where “commitment from work, studies means [sic] less time to sleep” 

(Student 183, MOY, BBiomedSc). The detriment to physical wellbeing and 

learning was particularly evident where respondents needing to undertake paid 

employment during their studies to remain financially secure were completing 

shift work where “…having to work late nights, then get up early for uni meant I 

was always tired” (Student 138, EOY, BForSc). This requirement “…left me 

extremely drained the next morning during lectures, therefore sometimes I 

missed key points within the course materials” (Student 168, EOY, BForSc). 

For a few respondents undertaking paid employment, these reported challenges 

were neither evident nor problematic, but they were a minority group. For 
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example, some respondents indicated that “my timetable was quite good and 

still allowed me to work” (Student 338, EOY, BForSc).  

Furthermore, undertaking employment during the second year was not always 

perceived to be disadvantageous, with 8% of respondents identifying 

associated benefits. Where the employment load was limited in hours or 

restricted to weekends or holiday periods these respondents found that there 

was limited impact on academic study time or learning outcomes. Some 

respondents highly valued their employment-related experiences and thus 

displayed a productive academic mindset. Reported influences included better 

transferable skills. “Apart from gaining experiences, it also benefits me in 

interacting with people. It can be considered a significant impact as work 

commitments help to improve my time management” (Student 301, EOY, 

BForSc). In addition, some respondents identified that undertaking paid 

employment formed “part of a student’s profession” (Student 183, MOY, 

BBiomedSc) and that it provided a positive opportunity because they 

considered it “good to have a break from uni sometimes” (Student 173, MOY, 

BForSc). 

Thus, the impact of paid employment on respondents’ lived academic 

experiences was variable. It was influenced by whether they needed to work for 

financial independence, how disruptive employment time was to university 

schedules and individual student mindset regarding the benefits/disadvantages 

of employment. These findings resonate with those of USA sophomores at four-

year public institutions where similar student proportions (48.5%) desired 

support to balance study with employment (Noel-Levitz, 2013). This suggests 

an aspect of international commonality for second-year undergraduates. 
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Social Interactions 

The third influencing factor for balancing priorities was in meeting the human 

need for social activities (Figure 5-21). 

The findings of this study identified the negative impact social disconnection has 

for these Australian science undergraduates, with 71% of all respondents 

indicating that their lifestyle had been affected a little, somewhat, much or 

substantially by the changes to second academic year requirements.  

Figure 5-21 Social interactions was the third identified theme influencing the 
balancing of priorities during the lived experience of second-year science 
programs of study. 

 

For 36% of the respondents who reported lifestyle changes this experience was 

negative. Identified causes for reduced social activities included the need to 

prioritise study (Student 297, EOY, BSc) and the increase in necessary 

workload (Student 261, EOY, BBiomedSc) that led to compromises in time 

spent on social activities. For instance, “I started to feel a bit burnt out towards 

the end, and my social life did suffer” (Student 221, EOY, BMedSc) and that 

“every social event puts you behind in your coursework. It's hard to find the time 
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for social activities, and the stress of uni makes any socialization less fulfilling” 

(Student 137, MOY, BBiomedSc). 

The impact of less time spent on social interaction combined with more time on 

independent studies included social isolation (Student 164, MOY, BMedSc). 

When respondents chose to allocate time towards engaging in social activities, 

these were coupled with reports of the negative impact this had on academic 

experience. This was primarily because participation in social interactions 

reduced the time respondents had available to engage with academic activities 

to complete planned curriculum requirements. This led to needing to “chose 

socialising over studying” (Student 237, EOY, BForSc) or “not enough time to 

study because social events constantly [sic] on” (Student 176, MOY, BMedSc).  

Not all social activities were perceived to contribute negatively to lived 

experience of second year. For just under a third (27%) of the respondents who 

indicated that they were affected by engaging with social activities, these 

changes had a positive impact. Some respondents indicated that they valued 

the time spent in social activities, recognising that it was “healthy” (Student 300, 

EOY, BMedSc) and “helped out” (Student 333, EOY, BMedSc) contributing to 

their overall wellbeing. However, some acknowledged that having social life in 

their second year was “hard to maintain” (Student 180, MOY, BBiomedSc), 

came at the cost of other aspects of their life like sleep and health (Student 35, 

EOY, BForSc) and time spent studying. Evidence of this comes from comments 

such as “definitely been socialising outside of uni a lot more this year, especially 

since I have got a boyfriend. So I haven't been studying as much as I have in 

previous years.” (Student 342, EOY, BMedSc).  
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There was recognition that good time management skills are needed to 

successfully maintain a balance between study and one’s social life. For 

example, Student 173 (MOY, BForSc) commented, “Social life impacted my 

academic experiences …positively. I feel like I'm really getting the hang of how 

to handle the pressure, time management, workload and still have a little bit of a 

social life, work, gym and a relationship. Everything is going really well now”. 

The most common beneficial scenario where respondents had successfully 

combined social time with study was the involvement with study groups. For 

example, Student 301 (EOY, BForSc) commented that “it helps in interacting 

with others and exchanging of knowledge benefits me in learning faster and 

better.” Another student said: 

Having a good group of friends to study and work with helped with study. Also 

having close friends with whom I could confide personal issues makes life a lot 

easier as a whole and so that would have definitely helped as well. (Student 182, 

MOY, BBiomedSc) 

Respondents identified several aspects of program-associated social activities 

that were detrimental to their lived experience of second-year undergraduate 

science programs of study. Social interactions facilitate building student 

connectivity, and this was an aspect recognised by respondents, for example, “I 

think implementing more social gatherings for second-year students to network 

would improve relationships and the learning experience” (Student 237, EOY, 

BForSc). One emergent aspect was the lack of facilitated social opportunities 

like “no student life at all for natural science students. We have only our ball, 

which costs $100… forensic science respondents have some meetings and 

activities very often” (Student 294, EOY, BBiomedSc). 
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Yet the pressures of the academic workload in second year and student 

incapacity to effectively manage time means that the lived experience of many 

respondents was one of social disconnection and non-participation in events 

that were offered, primarily due to perceived time limitations. Engaging with 

social activities that met study goals appeared to provide the most positive lived 

experience without compromising academic outcomes. 

Fitting it all in 

The final theme identified with balancing priorities was the capacity of second-

year respondents to fit everything they need and desire into the time available 

(Figure 5-22). 

This was a central theme that heavily influenced the lived experience of 

science-based second-year undergraduates. To orchestrate everything, they 

need to effectively manage their time to meet academic requirements for 

academic success, external requirements such as financial independence and 

maintain social connectivity. The impact of student capacity to effectively 

manage this was discussed (Chapter 2.5.4). This research study provides a 

deeper exploration of the specific capabilities and challenges second-year 

science undergraduates experienced. 
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Figure 5-22 The fourth theme associated with balancing priorities involved time 
management capabilities and challenges in fitting everything in. 

Time Management Capabilities 

The challenges of balancing university studies with employment requirements 

and social endeavours requires a combination of effective goal setting and time 

management strategies. Some respondents in this study were able to articulate 

the importance of this to their studies and to maintaining study-life balance, for 

example, “Time management was one of the most important things for me to do 

properly as if it was done correctly you can easily fit in things around university” 

(Student 193, MOY, BSc). 

For those respondents who identified good skills around time management, the 

skills they utilised included various levels of scheduling from daily to whole of 

semester, along with goal setting. 

Respondents were asked to identify popular strategies and their application. 

The most commonly used time management strategy was the university-

provided class timetable, with the majority of respondents (95%) using this tool. 
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The next most popular strategy was associated with calendar or diary recording 

for both assessment and overall activities. Here, 75% of all respondents applied 

this strategy consistently, most likely because this strategy was commonly 

advocated by academic staff. Respondents found that “…making a semester 

overview was helping in planning, however, with 5 courses it was sometimes 

challenging to keep up during the busy weeks” (Student 44 EOY, BMedSc).  

Some respondents applied a more detailed means of managing time: 

By keeping a calendar consisting of upcoming assessment items and my weekly 

timetable I was able to manage my time effectively. However, I have noticed that 

I need to stick to a strict ‘study’ timetable as sometimes I did fall behind 

compared to where I wanted to be. (Student 237, EOY, BForSc)  

Many respondents noted that the impact of scheduling “…reduced a lot of 

stress for me” (Student 164, MOY, BMedSc) and “…made study efficient” 

(Student 162, MOY, BMedSc). In addition, one respondent commented that the 

“…significant increase in workload…demanded the development of my time 

management skills” (Student 302, EOY, BSc) in order to successfully meet 

academic outcomes. 

Setting a broad educational goal set and having the strategies to stick to them is 

an important aspect of being academically successful at university. Goal setting 

is part of the continuous four-step cycle of helping respondents to learn (Suskie, 

2018). In this present research study, there was quite a difference in this aspect 

between respondents MOY compared with those at the EOY. Halfway through 

their second year, 72% of respondents indicated that they were able to set 

regular study goals and to stick them, for the most part. However, by the end of 

the year the proportion of respondents who were setting regular study goals had 
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declined to 52%, and of those just 39% were able to mostly stick to these goals. 

Comprehension of assessment goals “…allowed properly targeted study, 

freeing time to learn things for more of an interest’s sake, rather than just for a 

number on a page” (Student 177, MOY, BMedSc).  

In addition, “…sufficient prior notice of all assessments positively helps with 

planning of the semester” (Student 44 EOY, BMedSc) when coupled with 

respondents ensuring they had “…sectioned enough time and resources to 

complete the semester” (Student 35, EOY, BForSc). Some strategies have 

been discussed already (Section Academic Workload) but also included those 

like, “I wrote a list of what to do every day to remind myself to do the things I 

need. I prioritise and set goals” (Student 176, MOY, BMedSc).  

Self-awareness contributed to time management capabilities with 55% of 

respondents having indicated that their second-year classes helped to develop 

time management strategies. Respondents who were aware of their most 

personally effective approaches to learning had a better understanding of the 

time required to understand, prepare and complete academic work, were able 

to effectively set academic goals and better able to manage their time. 

Respondent time management strategies led to several specific challenges that 

impacted second-year lived experience.  

Time Management Challenges 

Where respondent time management capabilities were less than ideal this 

created challenges that negatively impacted the lived experience of the second 

academic year.  

Challenges associated with managing academic workload requirements were 

compacted when expectations differed from the lived experience. The capacity 
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of respondents to plan time realistically and manage their time effectively 

affected their capacity to cope with the completion of assessment requirements. 

This challenge was a common complaint of second-year respondents and 

centred around two aspects of the planned curriculum and assessment, with the 

escalation of second academic year science curriculum having already been 

discussed (Chapter 5.3.2). These challenges stemmed from an underestimation 

of the time required to complete tasks along with the quantity and frequency of 

assessment in the second year. 

Underestimating the amount of time they required to complete academic tasks 

was a common thread with consequences including a decline in respondent-

expected academic outcomes and wellbeing. One respondent provided an 

excellent summary of this type of lived experience; “I underestimated the length 

and timing it took to complete certain assessment tasks which left me either 

completing them in a rush or stressed” (Student 338, EOY, BForSc). 

As previously discussed (Chapter 5.3.2), the difficulty associated with 

understanding specific assessment requirements to allocate time challenged 

effective planning and time management. The additional time required to 

unpack assessment was sometimes not attributed, leading to respondents 

underestimating the time they required to complete tasks. This was an issue 

particularly when a respondent’s capacity to effectively manage their time was 

unproductive.  

Expectations of the time required to undertake various tasks is a developed 

notion based on a combination of self-awareness and prior experience. The 

2017 cohort experienced an additional complication to their effective time 

allocation strategies. This complication impacted student expectations 
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developed from prior experiences of timing requirements in their first year at 

university. In 2017, the university where the study was conducted introduced a 

replacement semester arrangement that resulted in the shortening of each 

semester to a combination of a total of 12 weeks teaching plus a two-week 

examination block. In the second semester of the year this resulted in the loss 

of the midsemester break. These changes impacted the lived experience of 

some respondents in that year cohort, particularly with regards to managing 

their time for assessment preparation effectively with “…no one-week for T212 

as a mid-semester break before the mid-sem exams” (Student 311, EOY, 

BBiomedSc). This change to semester timing left respondents with the 

impression that there was “…barely the legal requirement of weekends…(and 

they thought they required a)…mid semester break at least” (Student 317, EOY, 

BBiomedSc) to be able to effectively manage their time to complete all 

curriculum and assessment requirements. 

Further to underestimating the required time to complete academic tasks, the 

timing of assessment submissions created time management challenges for 

respondents. As previously discussed, both in the literature (Chapter 2.5.4) and 

by respondents in this study (Chapter 5.3), it is well recognised that the second-

year planned curriculum intensifies substantially when compared to first year. 

The major issue respondents reported in their second year was their ability to 

effectively manage the workload associated with the curriculum and 

assessment escalations. Time management capabilities were a contributing 

 

12 T2 refers to the second trimester of three in the annual academic calendar. It falls between 
July and October and in 2016−2017, there was no one week mid-trimester break.  
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factor explaining why over half (55%) of respondents experienced challenges 

associated with academic workload. 

The timing of assessment submission requirements in the second year 

challenged respondents’ time management capabilities. Specifically, 

respondents in this study reported experiences associated with high intensity 

assessment clusters and a relentless, “continual influx of assessments to attend 

to” (Student 164, MOY, BMedSc) across semesters, that made effective time 

management challenging. Comments such as, “it was a bit much at times and 

full on so I barely had free time” (Student 169, MOY, BBiomedSc) were 

reported. 

Respondents identified that the larger number of assessment items, compared 

to their first year, impacted their capacity to effectively manage their time, 

particularly if they underestimated their personal requirements to do so. Three-

quarters of respondents (78%) indicated that they experienced assessment 

clusters associated with the particular combination of courses in which they 

were enrolled. For 30% of all respondents, these assessment clusters were 

specifically identified as a factor that contributed to a negative lived academic 

experience. An analysis of assessment schedules from core courses within the 

programs of interest indicates that in some weeks respondents were required to 

submit up to five different pieces of assessment worth between 10−30% of a 

course grade, while concurrently learning new materials. This led to comments 

like, “It was hard to properly allocate time for 3 examinations in the one week 

without having at least one quiz be neglected” (Student 188, MOY, 

BBiomedSc). These respondents were less likely to identify clustered 

assessment as being beneficial.  
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Furthermore, most respondents (89%) reported being “….relatively busy 

because of constant assessment” (Student 203, EOY, BMedSc) throughout the 

second year. This high frequency of assessment impacted not only the 

respondents’ capacity to effectively manage their time to fit everything in, but 

also affected their wellbeing. Effects described by respondents included 

burnout, a feeling of being overwhelmed because of reduced availability of time 

and most frequently, physical tiredness. These factors were commonly 

identified as negatively contributing to lived experience.  

The frequency of assessment was associated with numerous low-stake 

assessment pieces. The purpose of this assessment strategy to provide 

progressive feedback is laudable (Chapter 5.3.2). However, some respondents 

reflected that this strategy detracted from their time spent on mastery of 

complex conceptual understanding: 

Having a large number of low value assessment items (i.e. workshop quizzes) is 

good to keep respondents up to date with the current concept, what I see is that 

respondents will go to the lectures during the week, cram study for the low 

percentage workshop quiz and then repeat. This form of assessment takes time 

away from sitting down and writing good notes on the week's topic which can be 

built upon for the end of semester exams. (Student 186, MOY, BMedSc) 

Where the perceived high quantity and frequency of assessment items required 

extended time but did not contribute to an equally high mark allocation, 

respondents did not to value the assessment contribution to their learning. 

Instead, this strategy created frustration. Issues were raised like “increased 

assessment for inappropriately low weighting – 3000+ words for 2.5−5%!!!” 

(Student 282, EOY, BBiomedSc). 
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This finding concurs with another recent Australian second-year science report 

where respondents neither valued nor demonstrated high completion levels for 

assessment attributed to less than 7.5% of total course grade (Love & Crough, 

2019). 

Student 137 (BOY, BBiomedSc) summarised the sentiments of many 

respondents regarding time management challenges associated with 

completing assessment in the second year: 

There are far more assessments and less clarification about each course (e.g. 

assessments) than first year. The density of assessment makes studying more 

difficult, thus requiring more time to be spent per course studying than last year. 

(Student 137 BOY, BBiomedSc) 

Despite respondents struggling with assessment frequency, just over half (53%) 

reported this rate of recurrence to be beneficial to their learning as they 

appreciated the opportunity for regular feedback. 

Both external and student-associated factors of a non-curriculum nature were 

reported to impact some respondents’ capabilities to complete assessments. 

The struggle to fit in required study-associated activities along with other 

activities associated with balancing priorities (Chapter 5.4.1) and wellbeing 

(Chapter 5.4.2) have been discussed elsewhere in this thesis. These challenges 

were impacted by respondents’ time management capabilities and academic 

mindset (Chapter 5.4.2). 

The desire to seek study balance with external activities further compounded 

challenges to effective time management. Respondents “…feel there isn’t 

enough time in the week for work and study ☹” (Student 182, MOY, 

BBiomedSc) and that consequently they indicated a lived experience of being 
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“…always short on time with non-university commitments suffering most” 

(Student 180, MOY, BBiomedSc). As a result, they “didn’t have time to do co-

curricular activities” (Student 219, EOY, BMedSc) or “…anything outside of uni” 

(Student 324, EOY, BMedSc). 

For second-year respondents the skills and capabilities they possessed 

tempered the severity of the impact of timetabling challenges experienced. Over 

half of all respondents (55%) indicated that they found it difficult to balance the 

different aspects of their lives and that the consequences of this inability were 

primarily academic-output focused. Consistently, respondents who identified 

their lack of sufficient skills in this area talked about how “time management is 

crucial for preparing the exams that I am not really good at” (Student 170, MOY, 

BBiomedSc). They found that they “…could not manage…time well” (Student 

169, MOY, BBiomedSc) and consequently because they “…didn’t 

manage…(their)… time effectively…(this) added to…stress and reduced 

performance throughout the year” (Student 338, EOY, BForSc). Many 

respondents identified that “I think I understand the workload, but sometimes I 

underestimate it at the time” (Student 342, EOY BMedSc) and thus “…time 

management is a big learning curve for me” (Student 183, MOY, BBiomedSc). 

Consequently, where respondents perceived “ridiculous workloads” (Student 

208,EOY,BMedSc) it became “hard to not get overwhelmed by the workload” 

(Student 171, MOY, BMedSc). Respondents also recognised that: 

Poor time management made assessments more difficult, made me fall behind 

with the content, and anything [sic] time spent not studying just made this worse. 

is [sic] likely the most important area in which I need to improve this semester if I 

wish to succeed. (Student 137, BOY, BBiomedSc) 
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The consequences of poor time management in conjunction with the escalation 

of the planned curriculum (Chapter 5.3) meant that respondents were “…quite 

stressed…” (Student 324, EOY, BMedSc) from being “…always worried about 

the next thing and never felt like I had time to get on top of things” (Student 326, 

EOY, BMedSc) to “…trying to stay on top” (Student 216, EOY, BMedSc). For 

some respondents, this lack of effective management meant they 

“…procrastinated constantly” (Student 336, EOY, BSc) and this led to situations 

where they felt they got “…no sleep” (Student 169, MOY, BBiomedSc), which 

only served to exacerbate the situation and was detrimental to their wellbeing. 

There were further consequences of poor time management skills coupled with 

an intensification of the planned curriculum that resulted in respondents lacking 

forward, big-picture thinking. This was evidenced by the lack of respondent 

participation in university-provisioned activities considered beneficial for second 

academic year respondents. Within the science schools where the study was 

conducted there were several different initiatives, conducted outside the 

curriculum, to support academic experiences and career development during 

the time of the study. As seen in Personality type of some science 

undergraduates may have been inhibitory to participation in some of these 

events, with one respondent indicating their non-participation was due to these 

events being “…dominated by extroverts, not my crowd” (Student 177, MOY, 

BMedSc). 

Table 5-2, the uptake of respondent involvement with opportunities was poor. 

Personality type of some science undergraduates may have been inhibitory to 

participation in some of these events, with one respondent indicating their non-
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participation was due to these events being “…dominated by extroverts, not my 

crowd” (Student 177, MOY, BMedSc). 

Table 5-2 Respondent participation in second-year experience opportunities. 

Opportunity Type of Activities Percentage 
attended 

Orientation Welcome Back orientation event specifically for 
2nd year respondents 

12% 

Academic Scholarship recipient event 

Honours college 

Student services workshop 

<1% 

Leadership 
Activities 

Peer mentoring 

PASS 

1% 

Career-
Associated 

SciencePLUS online13 

Science 2nd year career night 

External career event 

1%14 

In addition, event organisers struggled to find suitable times in which to offer 

activities which was limiting for some respondents as well, with “…networking 

and a lot of info nights held but difficult to utilise. Need better planning” (Student 

248, EOY, BBiomedSc). Yet feedback from these events was always extremely 

positive with regards to addressing some of the challenges of the second 

academic year (personal communication). Respondents who did engage 

“…found the second-year information day at the start of the year extremely 

 

13 SciencePLUS is a digital portfolio comprising a large collection of scaffolded and targeted 
development activities to enhance capabilities associated with transferable skills 

14 Most of these events were available to all second-year respondents except for scholarship 
recipient, honours college events and leadership activities 
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helpful. It gave me a realistic expectation [sic] of the year” (Student 302, EOY, 

BSc). 

The time management challenges respondents experienced both with their own 

capabilities and the offering of various learning and enrichment activities had a 

significant effect on the lived experience of second-year. Where capabilities 

were effective, this contributed positively and where they were not, this was 

detrimental. The combination of non-curriculum challenges identified impacted 

the lived experience of balancing priorities during the second academic year of 

program for a proportion of respondents. Twenty-two per cent of all respondents 

indicated that in hindsight it would have been beneficial for them to see 

additional support for issues associated with non-curriculum aspects of their 

lives that were impacting their academic experience. Where respondents 

perceived that there was insufficient time to master the quantity of work 

provided to be academically successful, this had a negative impact, created 

stress and mental health and wellbeing declined. Where respondents perceived 

that there was enough time, and that university could be balanced with work 

and social activities, their experience was more positive. Ultimately, most 

respondents identified that they “…need better planning” (Student 248, EOY, 

BBiomedSc) in general to be successful managing workload in combination with 

life.  

5.4.2 Wellbeing 

Student wellbeing was an important factor influencing lived experience of the 

second academic year of science programs as discussed previously (Chapter 

2.5.4). As seen in Figure 5-23, wellbeing was associated with recognised 
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challenge areas for second-year students (Chapters 2.4 and 2.5), such as 

connectivity and personal welfare. 

Figure 5-23 Identified key themes associated with wellbeing during the second 

academic year of science programs of study. 

 

Just over half (52%) of all respondents reported experiencing personal 

challenges that negatively impacted their second-year academic experience. 

This area of experience was identified as a second main cause of poor 

experiences during the year.  

Existing connectivity to friends and family, university and support systems was 

critical. Wellbeing also appeared heavily influenced by respondent 

connectedness to specific population groups, in conjunction with completing 

academic requirements. The benefits of being effectively connected lie with the 

provision of support for wellbeing and academic success, with a lack of 

connection appearing to have detrimental effects that manifest through reduced 

social activities and can be particularly degrading to mental health. It impacted 

both physiological and psychological wellbeing. In addition, a respondent’s 

sense of purpose also influenced their wellbeing. 

Connections 

For second-year respondents connectedness had two points of primacy; 

connected knowledge and connected to people. These align well with the 

Wellbeing 

Connections 

Personal Welfare 
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academic and non-academic elements associated with student factors in the 

conceptual framework for this study (Figure 1-1). These two points form a 

thread through the four key areas of connection for second academic year of 

science program respondents in this study, these being peers, friends and 

family, academic staff, university support services and their own sense of 

purpose (Figure 5-24). 

Figure 5-24 Identified key themes associated with student wellbeing and their 
connectivity. 

 

This first theme is a developed sense of connection between knowledge and 

capacity, explored via the planned and enacted curriculum and coupled with a 

sense of purpose. The second is personal connection in the form of 

relationships. Existing and developing relationships impacted all aspects of a 

respondent’s lived experience. Particularly relevant to second-year respondents 

were the relationships fostered between peers, academic staff and professional 

support services staff. 

The connection to peers, friends and family members was particularly important 

to second-year respondents in this study (Figure 5-25). 

Wellbeing 

Connections 

Personal Welfare 

Sense of Purpose 

Central University 
Support Services 

Academic Staff 

Peers, Friends & 
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Figure 5-25 Social connections to peers, friends and family. 

 

Peers and friends  

Peers, especially those considered friends, are central to experiencing 

connectedness and their presence was found to be the strongest contributor to 

an individual respondent’s satisfaction in second-year (Schreiner, 2010b). In the 

second academic year, as respondents move towards parental independence 

(Maggitti, 2008) there is a need for them to develop new connections. Here the 

building of friendships with peers is a critical mechanism for both academic and 

emotional support that impacts academic outcomes and coping capacity 

thereby directing the lived experience. 

In this research study, peers were identified as the means by which 

respondents developed their comprehension of academic concepts and were 

one of two preferred mechanisms to support learning and natural 

benchmarking. They were also important for meeting social needs, particularly 

given the extended time constraints due to curriculum escalations and non-

curriculum influence. During the second year of university, research suggests 

that new friendships develop as courses become more program-specific and it 
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is easier to find friends with similar interests (Schreiner, 2018), who are now 

friends of choice with similar interests, rather than friends of convenience 

(Schreiner, Louis, et al., 2012).  

The present research study highlighted this importance, and solidification of 

existing friendship groups, and the strengthening of friendship ties in their 

second year being identified by many respondents as having and positive 

impact on their second-year. Of all respondents, 74% indicated that their friends 

had impacted their academic learning experiences. The nature of this effect was 

a positive influence for 50% of all respondents and had a significant bearing on 

their entire academic experience (44%). Changes in the influence of friends was 

apparent for respondents at the EOY, where there was a decline in negative 

impacts (16% EOY, down from 32% MOY) with a higher proportion reporting 

that their friendships had no significant impact on their learning at all (32% EOY, 

up from 18% MOY). These findings suggest that around three-quarters of 

respondents were well connected with university friends. For a third of 

respondents, their friendships did not contribute to their academic experience 

suggesting that either their friendship groups lay outside their program of study 

or the university. 

Important for respondents in their second-year was the mutual understanding of 

current circumstances that friends provide. This was particularly impactful when 

the workload escalated and the time for non-study related activities was 

reduced. “The bonding with my peers - we helped each other through the 

course” (Student 325, EOY, BMedSc) where “socially life was more fun as we 

were all stressed together…” (Student 47, BOY, BBiomedSc) and this created 

“…comraderie [sic] through academic difficulty” (Student 53, EOY, BMedSc).  
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Spending time with friends completing academic work was a beneficial 

compromise when time was limited. Some respondents experienced sparser 

opportunities, mostly due to a personal requirement to undertake paid 

employment. This finding concurs with previous reports from the USA, where 

the more second-year respondents were engaged in employment, the less likely 

they were to engage in significant productive peer interactions (Kennedy-

Phillips, Boehm, Moses, & Athas, 2010). 

Family 

Family interactions were influential to the lived experience of second academic 

year with 60% of respondents indicating some level of impact. The nature of 

family on second-year experience was reportedly both positive and negative, 

one being a source of various forms of support and the second being a source 

of stress. “Having family support is important as it encourages me to work 

towards my goal regardless of all the obstacles I faced” (Student 301, EOY, 

BForSc). Like UK respondents, family was seen to provide emotional support 

and, in some cases, financial support (Yorke et al., 2014). 

However, some family influences were detrimental to the lived experience, with 

a third (35%) of respondents indicating their family negatively impacted their 

academic learning. As to the nature of impact, this was dependent on very 

individual circumstances, for example, “sick family member managed to 

effectively remove a week of study from my timetable, which was difficult to 

recover from” (Student 137, BOY, BBiomedSc). 

Generally, detractions were associated with how time was spent with family 

(regardless of the purpose) that led to the need to make choices about study 

time. Other negative family impacts included “less parental support (e.g. 
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financial) -> more financial stress” (Student 189, MOY, BMedSc) or as a 

distraction from study time, “Sometimes (time spent with family) took away from 

my study time, but I highly value family time so overall little impact” (Student 44 

BOY, BMedSc). 

These negative impacts of family on the lived experience of the second 

academic year of science programs of study support those reported for 

business students in Australia (Jevons & Lindsay, 2018) and mixed discipline 

cohorts in the USA (Schaller, 2018). Distraction from studies caused by family 

issues was a previously reported concern for USA sophomore respondents at 

four-year public institutions in USA where 23% of respondents desired 

assistance associated with this challenge (Noel-Levitz, 2013). Thus, similarities 

exist between these international cohorts. 

However, not all reports concur with Maggitti (2008) suggesting that family play 

a more minor role for second-year respondents as in this year respondents 

begin to develop more independence and autonomy. 

Generally, though, in this current study, the value of connectedness was 

reportedly beneficial. Despite time spent with friends and family detracting from 

time spent studying, this compromise contributed positively to the lived 

experience of second-year science programs of study because family time 

contributed to wellbeing.  

Academic Staff 

The relationship science undergraduate respondents developed with academic 

staff was a central factor for ensuring respondents had positive lived 

experiences of learning in second year. The literature recognises areas where 

academic staff are particularly influential on the lived experience of second-year 
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science undergraduates (Chapter 2.5.2). Academic staff are a conduit 

connecting institutional and student factors that impact lived academic 

experience conceptual framework for this study (Figure 1-1). Findings from this 

study indicate complementary emergent themes in which academic staff had 

the most impact on the lived experience for respondents (Figure 5-26). These 

themes were the effective communication of all aspects of the curriculum and 

staff attitudes to student learning. 

Figure 5-26 Key themes associated with academic staff impact on the lived 
experience. 

  

Setting Expectations 

The critical nature of the various aspects of program and curriculum 

composition to the lived experience of the second academic year of science 

programs of study has previously been discussed (Chapter 5.3). Academic staff 

play a large role in the development and implementation of these aspects. They 

are responsible for content inclusion and curriculum connectivity (in consultation 

with program directors), and assessment development (in consultation with 

professional staff), in conjunction with their delivery (in conjunction with casual 
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staff) and evaluation. They are responsible for communicating curriculum 

context and relevance.  

Academic staff are responsible for establishing academic expectations for 

learning requirements and how these are to be measured. Respondents (n = 

84) indicated that academic staff clearly explained the course design and 

purpose for their understanding (73%), explicitly set expectations of 

participation in course activities (79%) and assessment requirements (75%) and 

that these beneficially contributed to a positive lived experience. Academic staff 

heavily influenced the student lived experience of curriculum through effective 

communication of expectations and supporting student belief in their own 

capacity to succeed. 

The Bigger Picture 

Academic staff work at the educational coalface with regular interactions 

affording them the best opportunities to facilitate respondents making content 

and skills connections between prior knowledge and concurrently taught 

concepts to facilitate success. In the sciences discipline, much of this context 

was explored in experiential learning environments (Chapter 5.3.2) or working 

through real-world problems and critical case study analysis. In the university 

where the study was conducted, academic staff commonly facilitate student 

learning in a variety of different spaces. This included not only content delivery 

in lectures but also developing a deeper understanding of content in tutorials, 

workshops, laboratories and fieldwork. A relatively small number of sessional 

staff were also involved with face-to-face teaching. This arrangement provided a 

high frequency of accessibility to academic staff valued by second-year 

respondents and important for building connection to curriculum and 
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community. The findings of this current research indicated this combination is 

important to lived experience. This especially relevant given that each program 

had content delivery in some courses that were required for other courses, 

particularly laboratory courses. For example, for bioscience respondents, 

theoretical concepts regarding protein elution are taught in [Course B] but are 

practically undertaken and assessed in a core competency-based laboratory 

class, [Course A]. As one respondent commented, “Often lecturers would ask 

the respondents if they had learnt about a particular scientific concept which 

was required as prior knowledge for the course. I really appreciated this 'touch-

base' approach of the academics” (Student 186, MOY, BMedSc). Anecdotally, 

academic staff fostered a desire to learn for understanding, not just for 

assessment. For example, they were “wonderful in pushing us to succeed 

beyond a passing grade” (Student 183, MOY, BBiomedSc).  

Supporting Students 

Respondents indicated that there were two types of support academic staff 

provided both of which had a significant impact on their lived experience. The 

provision of a level of pastoral care associated with wellbeing, academic 

progression and aspirations was valued in conjunction with support for 

academic learning. 

The pastoral care aspects included supporting student self-efficacy by helping 

build confidence to undertake more independent learning. For example, “the 

academic staffs [sic] are always there when I need them to clarify my doubts” 

(Student 301, EOY, BForSc) and “they were reassuring when performing 

assessment items” (Student 338, EOY, BForSc). “Enthusiastic teaching staff” 

(Student 121, MOY, BSc), who exhibited an empathetic attitude and “who are 
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genuinely interested in helping you achieve your potential positively impacted 

my learning” (Student 119, MOY, BMedSc) were seen to be supportive and 

facilitated the development of student self-efficacy. In the case of Student 172 

(MOY, BForSc), “they helped me through it for the most part, encouraging and 

motivating”. 

In response to the survey questions as to if they perceived that academic staff 

did genuinely appear to care about me and did genuinely appear to care about 

my academic progression, 81% of respondents either agreed or strongly agreed 

that they felt this was the case. This demonstrated interest by academic staff in 

the respondents’ lives as individuals, not merely as a number or a face and had 

a positive impact on the respondents’ lived experience of second-year. “Staff 

members who truly cared about their students in terms of academic and 

personal wellbeing helped me enormously during the second-year” (Student 

132, EOY, BMedSc). “They genuinely cared about how we were progressing, 

and this was evident” (Student 193, MOY, BSc). 

Where academic staff attitudes exhibited a demonstrated interest in respondent 

wellbeing, be that academic or non-academic in nature, respondents benefited 

from a level of pastoral care through this relationship. This may have led to 

respondents receiving more effective support from academic staff, likely to be in 

a just-in-time, just-for-me form.  

Academic staff mindset with regards to student interactions was a powerful 

contributor to lived experience. The “helpfulness of academic staff is important 

as I find that having no barrier with the staffs [sic] makes it easier for me to 

approach them to clear all of my doubts” (Student 301, EOY, BForSc). 
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Eighty seven per cent of respondents reported that they agreed or strongly 

agreed that academic staff helpfulness specifically was the single most 

influential factor for positive second-year experiences. This helpfulness was 

associated with academic staff availability and approachability to provide 

support. In addition, where staff fostered learning-focused relationships, 

respondents were more likely to seek academic assistance from them.  

Open and helpful academic staff attitudes within the classroom contributed to 

the creation of safe learning spaces for respondents and encouraged them to 

seek timely assistance. “In general, I felt I was able to ask questions about the 

content” (Student 119, MOY, BMedSc) and “it's so good to know that you can 

ask any "stupid" question, and your lecturer will answer it” (Student 294, EOY, 

BBiomedSc). 

Eighty per cent of respondents agreed that they sought this assistance from 

staff not only in the classroom but also outside class, asking for help with 

academic issues either virtually or in person. Respondents indicated that they 

“…found that the lecturers taking time out of their schedule to meet with you 

regarding questions positively impacted my academic learning” (Student 237, 

EOY, BForSc). 

For nearly half (49%) of all respondents, these interactions with academic staff 

outside the classroom had a positive impact on their academic experience of 

second-year with 58% of those reporting it had some benefits and 36% 

indicating that this effect was substantial.  

Academic staff are recognised as key providers of academic support for 

second-year student learning (Chapter 2.5.4). In this study, the provision of 

academic support, by academic staff, was identified overall as the second most 
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influential contributor to lived experience. The primary type of assistance 

respondents sought from them was associated with the curriculum content, 

specifically, clarification of assessment items and requirements for completion. 

“I could email academic staff with queries regarding assessment or course 

content and they would reply” (Student 164, MOY, BMedSc). 

Given the impact curriculum clarity had on the overall lived experience (Chapter 

5.3.2), having staff who can assist in this manner was particularly critical. 

Providing effective support was an important aspect of academic staff 

contributions to positive lived experience. Being “friendly and patient for [sic] 

helping me to solve my questions” (Student 170, MOY, BBiomedSc) and 

“assisted me whenever I was struggling with understanding” (Student 169, 

MOY, BBiomedSc) were recognised areas of beneficial impact. 

Respondents also reported that when there were opportunities to further unpack 

understanding, asking for clarification and seeking assessment feedback was 

beneficial to their learning. “I found some staff to be very helpful, especially 

regarding running things like voluntary drop in tutorials and giving us time to go 

and review exams” (Student 182, MOY, BBiomedSc). 

A third (32%) of respondents agreed or strongly agreed that academic staff 

were important when it came to respondents seeking clarification of 

comprehension of academic content. A third of respondents agreed or strongly 

agreed that academic staff were able to provide them with feedback on their 

general academic progress which enhanced their lived experience. 

It was clear that respondents both acknowledged and appreciated the capacity 

of academic staff to effectively provide beneficial support for student academic 

progression. About one-third of respondents (39% MOY, 23% EOY) reported 
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seeking assistance from them regarding either academic content or their own 

academic progress. Yet on reflection, many more (50% MOY, 71% EOY) 

acknowledged that they would have benefited from additional support from 

academic staff, had they sought it. The proportion of respondents who identified 

this to be the case was higher in the EOY group.  

The highly influential impact that academic staff had on student lived experience 

was not always positive. While it cannot be expected that every academic staff 

member forms learning relationships at the same level with every student in 

every class, respondents certainly indicated that there were numerous benefits 

when this does occur. Interestingly, however, just over a third of all respondents 

(37%) reported that they did not feel that academic staff had any impact on their 

learning experiences. Perhaps this was because they did not value the 

connection and considered that the development of learning relationships with 

academic staff “didn’t matter either way” (Student 162, MOY, BMedSc).  

A very small proportion of respondents, likely due to a variety of contributing 

factors, disagreed or strongly disagreed that academic staff supported 

connection through curriculum delivery. It may be that while staff provided 

effective learning environments, these were in an unfamiliar or personally 

insufficient form for the specific needs of this subset of respondents: 

The most negative aspect of university is when lecturers play judge and jury and 

withhold information from respondents who could not make a lecture in person. 

This is very unfair as we are paying the university and its academic staff to learn 

content in any way/form that suits the student. (Student 126, EOY, BForSc) 

The proportion of respondents who indicated academic staff had a negative 

impact was very low (5%), with observations including teaching staff who 
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“…weren’t brilliant” (Student 280, EOY, BBiomedSc), or were perceived to be 

“rude” (Student 276, EOY, BMedSc) or “…quite lazy/unhelpful” (Student 274, 

EOY, BMedSc). A lack of motivation to attend or succeed in a course could 

have arisen where there were feelings of disconnection, disinterest, or dislike 

towards academic staff. This could have lead to a negative lived experience of 

second-year.  

These examples of more negative experiences indicate a level of inconsistency 

that may influence respondent perceptions regarding the impact of academic 

staff on their overall lived experience of second-year science programs of study. 

“Some [academic staff] were very helpful and genuinely seemed to care about 

the progress of their respondents. Others seemed rather apathetic to their role, 

and those courses were more difficult to ascertain expectations in” (Student 

137, MOY, BBiomedSc). 

Nevertheless, for three-quarters (75%) of respondents, the activities academic 

staff undertook to facilitate academic learning had a positive impact on their 

lived experience. This learning relationship with academic staff was effectively 

summarised by one respondent, “The assistance of academic staff had strong 

positive impact on my experience in 2nd year. It allowed me to develop further 

as a student and achieve greater grades than last year” (Student 175, MOY, 

BForSc). 

These findings add to our understanding of the value of academic staff 

supporting second-year learning with cornerstone requirements for effective 

support being increased approachability, as described recently by UK second-

year undergraduates (Webb & Cotton, 2018) and accessibility, similar to 

Australian business discipline second-year undergraduates (Willcoxson et al., 
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2011). Yet a recent report identified that undergraduate respondents do not 

necessarily engage with resources that support learning and academic 

performance because they did not “understand them, align with their learning 

approach, or need them” (Harris et al., 2018, p.134). The findings of this current 

research suggest this to be a mutual challenge. 

Central University Support Services 

For second-year respondents, finding connection with central university support 

services (Figure 5-27) was much less common than in first-year programs. 

Partially this was due to the removal of those services specifically funded for 

first-year transition. This unexpected reduction in institutional support can 

contribute to some respondents experiencing stress and subsequently 

developing ‘sophomore slump’ (Schreiner, Louis, et al., 2012; Sterling, 2015; 

Yorke, 2014). Some respondents were seeking connection with university 

services they perceived could offer both learning (PASS) and progression 

(SSA) advice in a personal environment. The unexpected removal of these 

legacy support services was disappointing to some respondents seeking advice 

where they “…miss[ed] the presence of a student success advisor from first 

year as someone who is just a go to person with enquires relating to honours, 

scholarships etc” (Student 302, EOY, BSc).  
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Figure 5-27 University support services were an area of connectivity. 

 

Other respondents struggled with opportunities for choice such as a perceived 

“lack of available electives” (Student 317, EOY, BBiomedSc) or desired “more 

support needed for choosing electives earlier in the degree” (Student 224, EOY, 

BSc). These services were still available to respondents but in the second-year 

they were provisioned by different people and this may have caused confusion. 

Yet lack of access to effective academic advising for students is recognised as 

a contributor to the development of sophomore slump (Gardner et al., 2000), is 

a recognised area of inadequate support (Kennedy & Upcraft, 2010; Schreiner, 

2018; Schreiner & Tobolowsky, 2018) and most commonly associated with the 

lowest level of satisfaction reported for second-year respondents (Zaitseva, 

Darwent, et al., 2014).  

For others, this personal connection for academic support was valued and 

respondents appeared disappointed at their loss even if they were otherwise 

socially well connected. Respondents indicated that they “…really missed the 

PASS sessions and although I have a good study group of friends, I would love 

to have PASS for some of the more difficult 2nd year courses but it isn’t offered 

for any!” (Student 182, MOY, BBiomedSc). 
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The provision of an appropriate level of academic support for learning is an area 

of recommended improvement for second academic year-level experience 

(Evenbeck & Hamilton, 2010; Zaitseva, Darwent et al., 2014). 

For second-year respondents centralised university services provide academic 

support via the library, both in person and online. Forty per cent of survey 

respondents identified helpful student services as having a positive impact on 

their academic experiences of second-year, making it the seventh highest 

impact factor affecting a large proportion of respondents. This was likely due to 

the lower proportion of respondents (less than 10%) who indicated using the 

services rather than their overall reduced impact. Contributing to this lack of use 

was the perception from 30% of respondents that few of the services available, 

particularly with regards to library resources, were suitable to their various 

needs, being more generic or better suited to first-year respondents. A large 

part of assessment in the second academic year science programs of interest 

was in various forms of quizzes/examinations, laboratory reports, complex 

mathematical computations and scientific presentations. A relatively small 

proportion of assessment requires essay writing or large amounts of article 

citation. This may be a major contributor as to why findings from this current 

study indicate so few second-year science undergraduates found central 

services helpful. Other challenges included “…fluid knowledge between 

different departments of services available. It was sometimes hard to get an 

answer from student service [sic] about other service [sic] that I don’t know for 

sure where to ask” (Student 183, MOY, BBiomedSc). 

This finding concurs with Ennis-McMillan, Ammirati, Rossi-Reder, Tetley, and 

Thacker (2011) who identified the need for second-year specific academic 
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support mechanisms to be provisioned. However, added to this was a 

requirement for provisioned support availability to be readily and clearly 

articulated, as highlighted by UK second-year sports respondents (Money et al., 

2017). 

The most common usage of central university services was in association with 

assessment. This included “…checking of drafts was super helpful when I had 

to write an essay for an assignment. Helped me to understand how to structure 

and write better” (Student 176, MOY, BMedSc). The online resources available 

through student services provided some assistance. The “…library website on 

reference is very helpful and I refer to it whenever I had to reference an 

assignment” (Student 182, MOY, BBiomedSc) especially for finding “…scientific 

articles…for assignments” (Student 171, MOY, BMedSc). 

The need for this type of assistance would be limited given the nature of the 

curriculum as discussed. For some respondents, central university services also 

were seen as a “massive help with handling time commitments” (Student 333, 

EOY, BMedSc). While others “…weren’t able to access them” (Student 137, 

MOY, BBiomedSc) or “…haven’t really used them, and kinda confused what 

service they provide” (Student 183, MOY, BBiomedSc).  

This lack of connection provided a negative influence on experience with 23% 

MOY and 50% of EOY respondents indicating that in hindsight they should have 

pursued seeking additional academic support for their learning. They also 

recognised that assistance from centralised student services, academic staff, 

peers or external sources could have supported their academic learning 

outcomes better. 
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Sense of purpose 

The literature discusses how second-year respondents struggle with their sense 

of purpose and direction and that this causes confusion and reduces motivation 

potentially leading to the development of ‘sophomore slump’ (Chapter 2.5.3). 

Furthermore, it aligns with non-academic student factors established in the 

conceptual framework for this study (Figure 1-1). 

Dependent on the program of study, professional identity and developing a 

sense of purpose through career direction, as well as perceived alignment of 

curriculum with intended career can be a challenge. These two aspects highly 

influenced respondent sense of purpose (Figure 5-28). 

Figure 5-28 Identified themes of relevance to connecting sense of purpose. 

 

 

Career Pathways 

In the present study, the main aspect respondents commented on was how 

their studies would hopefully lead to employment and how the learning they 

were undertaking through a science higher education program of study did or 
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did not align with their career aspirations. Ninety per cent of all MOY and EOY 

respondents reported having identified a desire to follow a relatively specific 

career trajectory or had identified several different options. Options included 

moving directly into research work, industry or professional police-associated 

pathways.  

Figure 5-29 illustrates the variety of respondent aspirational career pathways 

that are both diverse and well aligned with program of study progression. 

Alternatively, a large proportion of respondents anticipated engaging with 

postgraduate study options towards clinical practice, Doctor of Medicine (MD) or 

research. 

Furthermore, respondents indicated that ‘knowing what I want to do with this 

degree’ was identified as the sixth (48% MOY) and fifth (53% EOY) top 

influences towards respondents having a positive lived experience of second-

year. 

BMedSc Career Trajectories 

The BMedSc is clearly aligned with a career sequence for all respondents 

enrolled in the program. As part of entry into the BMedSc program, respondents 
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Figure 5-29 Respondent career aspirations. 

 

have received preapproved conditional entry into a Doctor of Medicine (MD) 

provided they maintain a GPA of 5. This clear progression creates a strong 

sense of purpose and has a “positive significant impact” (Student 333, EOY, 

BMedSc) on student experience. Respondents identified that “gives me a 

reason why we are learning something” (Student 300, EOY, BMedSc) and 

“provides motivation to do well” (Student 171, MOY, BMedSc). 

Some BMedSc respondents have exceptional expansive and comprehensive 

sense of purpose that extends beyond the achievement of becoming an MD 

and that facilitates learning: 

  I will become a trauma surgeon in the Air Force as a Medical Officer, after 

serving in the Air Force until I get bored (hopefully not killed) I will return to 

civilian hospitals as either a trauma surgeon in those hospitals or work as a 

doctor on Search and Rescue helicopters. Then after that's all done and dusted 
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maybe a bit of cosmetic surgery to top it all off…content gets me closer to that. 

(Student 177, MOY, BMedSc) 

Interestingly, there were two respondents (Student 163, MOY, BMedSc and 

Student 324, EOY, BMedSc) who indicated that they were unsure of their 

career pathways. It was not clear as to whether this was because they had not 

yet settled on a speciality or whether they were unsure they would meet the 

conditional requirements of completing the BMedSc program within two years 

with a GPA of 5. 

BBiomedSc Career Trajectories 

There appears to be a division in career aspirations for BBiomedSc 

respondents – those who have a clear sense of purpose and those who do not. 

For 30% of BBiomedSc respondents, the MD postgraduate program is their 

aspiration, even though the BBiomedSc is an exceptionally competitive pathway 

to MD with a low success rate. A further 20% identified that they would like to 

pursue alternative postgraduate studies such as “dentistry” (Student 180, MOY, 

BBiomedSc) or “midwifery” (Student 161, MOY, BBiomedSc), or follow a 

medical research trajectory in a field such as “embryology of tissue engineering” 

(Student 183, MOY, BBiomedSc).  

Given the highly competitive nature and limited places for the MD, having a 

broader set of career aspirations is evidence of a growth mindset. For example, 

Student 137 (MOY, BBiomedSc) indicated their desire postgraduation from 

BBiomedSc as “Medicine. If not that, perhaps a masters in genetic counselling 

or research genetics.” 

For respondents in the BBiomedSc program, second-year is often the first time 

they will attempt the Graduate Medical School Admissions Test (GAMSAT®), a 



 

Page | 295  

The lived experience of second-year science academic programs of study students at a public Australian university. 

standardised exam requirement which provides one of three components used 

to determine entry into the 11 Australian Graduate Entry Medical Studies 

programs. At this point, aspirations for medical school may be quashed, be they 

temporarily or permanently. Where respondents clearly identified a career 

trajectory that they would like to pursue, “It has a significant impact (on their 

second-year experience) as it gave me a goal” (Student 344, EOY, BBiomedSc) 

ergo “making it easier to get motivation to study” (Student 182, MOY, 

BBiomedSc). 

However, not all BBiomedSc respondents conveyed confidence regarding their 

future career pathways. It may be that the uncertainty caused by a lack of clear 

career alignment or multiple options causes respondents to struggle with their 

sense of purpose. “I don’t know what I wanna do in a year or so” (Student 294, 

EOY, BBiomedSc) and that it was “…rather hard to wrap my head around what 

my degree can get me” (Student 183, MOY, BBiomedSc). 

This degree program also lacks any clearly aligned professional body from 

whom undergraduates may seek advice, thus further contributing to this lack of 

career clarity. 

BForSc Career Trajectories 

For respondents in the BForSc program, second-year is often the point where 

they begin to internalise previous advice that the likelihood of gaining immediate 

employment in the forensic discipline workforce immediately postgraduation is 

highly unlikely. Most respondents remained hopeful that at some point in their 

careers they would progress to forensic-associated work in some form. These 

primarily fell into two categories; being research-affiliated or for a government 

body, particularly the police force. Respondents seeking research as a future 
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pathway (38%) provided little more consolidated focus than this. In this current 

study, BForSc respondents were mostly aiming to enter government 

organisations (69%), particularly the police force to then head towards forensic 

areas such as a “SOCO (scene-of-crimes-officer)” (Student 195, EOY, BForSc) 

or a “crime scene analyst” (Student 138, BOY, BForSc). 

Even within the police forces, forensic positions are highly competitive and 

limited in number, which likely contributes to respondents having identified 

multiple conceivable directions of interest within this area. Examples of this 

include aspirations to become a “Forensic DNA analyst or Forensic Police” 

(Student 301, EOY, BForSc) or “… to work in either the Forensic Science 

Services Branch for State or Federal law enforcement. Alternatively, I would like 

to pursue an academic career in criminology” (Student 175, MOY, BForSc). 

However, long-term goals still have interim key markers that need to be met if a 

student is to be successful, and respondents do not necessarily understand 

these limitations early on. One respondent (Student 168, BForSc) showed 

aspirations to becoming a medical coroner or undertaking coronary work 

(MOY). Early in their second-year they perhaps did not realise that a medical 

coroner also requires an MD qualification. It was noted that this respondent 

progressed to a realisation that led to them reporting at the end of their second-

year that “I'm still very undecided and would like additional guidance in regard 

to what field I would be well suited to (EOY). 

The wide variety of career pathways for BForSc respondents creates a level of 

uncertainty although some respondents had specific aspirations with multiple 

trajectory possibilities being considered.  
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BForSc respondents found having an idea of how they would apply their 

undergraduate knowledge for future career opportunities was helpful in 

providing motivation. “Knowing of my goal and what I want to become helps me 

more in wanting to learn and do my best to excel well on the course” (Student 

301, EOY, BForSc). In addition, “I was able to apply the content being taught to 

future situations and circumstances” (Student 237, EOY, BForSc). 

Forensic respondents had some of the most clearly articulated career pathways 

that suggests a robust awareness of possibilities and requirements being 

developed within their program. 

BSc Career Trajectories 

Career aspirations and opportunities for those in the BSc generalist degree can 

be wide ranging. A notable proportion of respondents in this program (75%) 

indicated a desired to follow a research pathway that would subsequently 

involve further studies through honours and/or Master/Doctor of Philosophy. 

Research areas of interest included “science of nutrition” (Student 197, EOY, 

BSc), “biochemistry or molecular biology” (Student 147, MOY, BSc and Student 

121, BOY, BSc), “neuroscience” (Student 178, MOY, BSc), “stem cells” 

(Student 179, MOY, BSc) and “biotechnology” (Student 187, MOY, BSc). One 

student aspired to follow the MD pathway (Student 193, MOY, BSc).  

Second-year is a time where a developing sense of purpose can become 

refined. Student 147 (BSc) completed both MOY and EOY surveys and 

consistently indicated a desire to undertake research. By the EOY this 

respondent provided additional context as to the type of research they aspired 

to, being “scientific research in biochemistry or molecular biology or industrial 

applications of using enzymes” (Student 147, BOY, BSc). This demonstrates 
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how second-year can be a time where developing purpose can be refined 

through curriculum experience. For respondents who preferred (31%) to see 

direct entry into the workforce, pathways of interest included working as an 

“environmental assessment officer” (Student 341, EOY, BSc), or in a “hospital 

pathology laboratory” (Student 297, EOY, BSc), “teaching” (Student 190, MOY, 

BSc) and exploring “entrepreneurship opportunities” (Student 121, BOY, BSc). 

Curriculum to career  

Tightly coupled to developing a sense of connectedness through career 

aspiration was the alignment of content within the curriculum. Survey 

respondents (62%) identified understanding these links contributed positively to 

their academic experience of second-year making it the fourth most influential 

factor. Identification of these connections was beneficial as they “helped 

motivate me to study knowing that the content of some of the courses will be 

essential knowledge in my future” (Student 111, BOY, BMedSc) and that it was 

“exciting to see how I could do this one day” (Student 173, MOY, BforSc). 

Where respondents had identified career goals, connections that could be 

drawn between content and these goals helped to make study more meaningful 

and valuable. The inability of students, however, to identify personally relevant 

connections between curriculum and career goals can contribute to a lack of 

purpose. 

In this study there was evidence of this challenge for some respondents. “Some 

classes are hard to see how they are related to the overall degree – lack 

motivation to excel in that class” (Student 236, EOY, BForSc). Consequently 

respondents “…found it difficult to stay motivated to study in courses which 
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simply taught the concepts with little or no exploration of their use in the real 

world” (Student 132, BOY, BMedSc). 

These findings affirm the reported impact of a disconnection between academic 

curriculum and a respondent’s possible career pathways in other second-year 

cohorts. This can lead to experiences of frustration at the irrelevance of difficult 

work that leads to anxiety and stagnation of future plans (Gardner, 2000). 

However, not everyone thought that the connection was important for learning, 

with some respondents (23% MOY, 55% EOY) reporting that their 

understanding of connections between second-year content and future career 

progression had no effect on their academic experience. It was possible that 

these respondents were yet to develop a strong sense of direction or career 

aspiration and therefore could not begin to seek connection. This appears to 

contrast to the high proportion of respondents who clearly identified an 

aspirational career pathway.  

Academic staff are well placed to be the key conduit for highlighting the 

curriculum connections to professional opportunities and identity. The 

connection of respondents with peers, staff and curriculum also provides 

inspiration for developing aspirations and contributes to their value of second-

year curriculum and how they engage with learning strategies to achieve long-

term career outcomes. These findings indicate alignment of Australian 

respondents with international cohorts (Schreiner, 2010a). 

It was clear from the data that where respondents had a clear sense of purpose 

regarding their career trajectory, and a recognised means by which to achieve 

this, that it provided motivation to both engage with curriculum and strive to be 

academically successful. While curriculum connection was important for some 
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respondents it was less of an influential factor than having aspirational career 

pathway options. Most respondents across the investigated programs of study 

demonstrated a matured sense of career trajectory. A strong sense of purpose 

has been identified as a key second-year developmental task (Schaller, 2005; 

Schreiner, 2010a), where the lack thereof was a key contributor to the 

development of ‘sophomore slump’ (Hunter et al., 2010; Noel-Levitz, 2013) and 

its absence detrimental to second-year progression. Consequently, career 

exploration is a frequently recommended and actioned support program for 

second-year respondents (Gahagan, 2009; Gardner, 2015; Isakovski et al., 

2011; Young et al., 2015) including science discipline examples (Gregory & 

McDonnell, 2012; Packard, 2004; Sweeder & Strong, 2012). Findings from this 

Australian science discipline study suggest that most respondents possess a 

strong sense of career-associated purpose at this point in their academic 

program of study, and therefore, purpose is less likely to contribute to slump 

development. 

Personal Welfare 

In addition to connectivity, the personal welfare of students was a major 

contributor to an overall sense of wellbeing (Figure 5-30) that also resonated 

with the conceptual framework (Figure 1-1). This included physiological and 

psychological aspects, with both having a major impact on the lived experience 

of respondents in their second academic year of science programs of study. 
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Figure 5-30 Personal welfare themes influencing the wellbeing of students in 
their second academic year of science programs of study. 

 

Physiological Welfare 

Physiological welfare was explored in this present study and addresses some of 

the basic aspects of Maslow’s hierarchy of needs, including nutrition, sleep and 

shelter (Maslow, 1943). It was apparent (Figure 5-31) that sleep, physical health 

and the availability of appropriate accommodation influenced respondent 

physiological welfare and thus their lived experience.  

Sleep 

Respondents reported on their perceived holistic sleep patterns, along with 

eating habits and exercise. Respondents were asked to report on how well they 

slept both during semester and during exam block. Respondents reported either 

never or seldom sleeping well, during semester (42%) and exam block (54%). A 

further proportion of respondents across the year reported sometimes sleeping 

well during semester (22%) and exam block (26%). Collectively this indicates 

between two-thirds and three-quarters of all respondents were experiencing 

some level of poor sleep quality that was intensified during exams. Sleep  

Wellbeing 

Connections 

Personal Welfare 

Psychological 
Wellbeing 

Physiological Welfare 



 

Page | 302  

The lived experience of second-year science academic programs of study students at a public Australian university. 

Figure 5-31 Physiological welfare themes influencing the personal welfare and 
thus overall wellbeing of students in their second academic year of science 
programs of study.  

 

between two-thirds and three-quarters of all respondents were experiencing 

some level of poor sleep quality that was intensified during exams. Sleep 

deprivation was mostly associated with completing assessment requirements 

and came from “…much more stress (from assessment difficulty), less sleep” 

(Student 254, EOY, BBiomedSc) and that “I cannot sleep without thinking of 

them!” (Student 140, BOY, BBiomedSc). Many respondents indicated that they 

“…sacrificed sleep to balance study and social life” (Student 35, EOY, BForSc) 

but recognised that this could have serious effects on their physical wellbeing. 

For example, the same student, who had a known medical condition (epilepsy) 

“…had two seizures as a result of lack of sleep” (Student 35, EOY, BForSc). 

The impact of reduced sleep could be seen with reduced motivation “…not 

interested in these subjects due to exhaustion but they are the most important 

for med school” (Student 53, EOY, BMedSc). 

The intensification of curriculum assessment was associated with increased 

mental fatigue, “…we had EOS [End of Semester] exams one night after the 

other because we had no days off to rest our brains” (Student 272, EOY, 

BMedSc). Some respondents indicated their coping strategies to manage on 
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reduced sleep included stimulants. “I don't get as much sleep as I'd like but I 

think I manage okay with coffee” (Student 182, MOY, BBiomedSc). This is of 

concern for the respondents in this study given that a previous finding by Arnold 

(2012), associated with second academic year students, indicated that the 

ability to gain sufficient rest was important and closely tied to academic 

performance capabilities. Where respondents were able to achieve a “…proper 

sleep schedule….(this was reported by respondents to have a)…positive effect” 

(Student 316, EOY, BBiomedSc) on their lived academic experience. 

Nutrition and exercise made an impact on student physical wellbeing and 

academic achievement in second year. Thirty-two per cent of respondents 

indicated that they did not eat well during semester and this increased to 36% 

during exam block. In addition, 39% of respondents did not exercise during 

semester with an increase in the proportion of respondents not exercising 

during exam block reaching 58%. These findings were likely associated with 

how effectively respondents can manage their time as previously discussed 

(Chapter 5.4.1), where poor time management leads to a reduction in non-

academic associated activities. 

Physical Health 

Should a student experience ill health during the year, it could have significant 

impact on their academic outcomes due to the elevation in curriculum 

requirements and assessment load coupled with time management capabilities. 

Where respondents “missed the 1st week due to illness…it was hard to catch 

up” (Student 251, EOY, BBiomedSc) or “…became very ill during the semester 

so this was challenging in terms of meeting exam deadlines” (Student 164, 

MOY, BMedSc). 
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Respondents cited that ill health impacted their academic outcomes, for 

example, where it “had a negative impact toward my study this year that made it 

harder to perform at my best” (Student 338, EOY, BForSc). Respondents 

identified that there were academic benefits associated with physical wellbeing 

if they remained “healthy throughout this year” (Student 237, EOY, BForSc). 

“Having a healthy lifestyle ensures that I am in good condition and would be 

able to focus more on studies” (Student 301, EOY, BForSc). Some respondents 

were also affected by poor nutrition, lack of physical activity and sickness during 

their second year. These challenges were reportedly detrimental to 

approximately a third of survey respondents. 

Shelter 

Chapter 5.4.1 discusses the impact that the need to work greater than 20 hours 

per week could have on student capacity to effectively undertake second-year 

requirements successfully. Yet for many students the need to work is directly 

aligned with satisfying Maslow’s hierarchy requirements. In this study, having 

suitable shelter related to accommodation issues impacted 14−19% of all 

respondents. While the proportion is lower, this aligns with the financial 

pressures reported to impact many Australian undergraduate students 

(Rickwood, Telford, O'Sullivan, Crisp, & Magyar, 2016) – pressures that affect 

the ability to meet living needs and university cost. In this current study, 

respondents described the affects accommodation challenges had on their lived 

experience. This included being a “distraction” (Student 333, EOY, BMedSc) 

from their studies and “[there was]…a lot of work trying to find a new place and 

figure out how to budget for it etcetra [sic]” (Student 182, MOY, BBiomedSc), 

which impacted the time available to focus on academic work.  
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Psychological Wellbeing 

Psychological wellbeing had some specific influences that impacted overall 

wellbeing (Figure 5-322). In second year, those associated with student and 

external factors were discussed in Chapter 2.5.4.  

While there was a spectrum of factors related to psychological wellbeing across 

the respondents, there were key positive and negative interconnected factors 

that influenced them. Mindset contributed to both. It was evident that 

respondent mindset contributed to how the psychological factors and 

consequently metacognitive approaches influenced their lived experience of 

their second year of science programs. 

Mindset 

Across the study, examples of both fixed and growth mindsets were evident. 

Personal circumstances were also influential. In addition, beneficial factors 

included time management skills (Chapter 5.4.1) and resilience. Detrimental 

factors included inappropriate expectations and personal challenges.  

Figure 5-32 Psychological wellbeing themes influencing the personal welfare 
and thus overall wellbeing of students in their second academic year of science 
programs of study. 
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In this current study, just over half (52%) of respondents reported personal 

challenges to be the second main cause of poor lived experience during this 

year. Additionally, 55% of respondents described emotional challenges to be 

problematic and this became the equal highest negative experience impact 

factor (along with unrealistic expectations of workload) of second-year science 

programs of study. “I have been close to mental breakdowns three times in the 

past 12 weeks” (Student 305, EOY, BSc). 

Inappropriate expectations of transitioning into and through second-year were 

more challenging than expected. This was a repetitive theme that has been 

discussed extensively across various curricula and non-curricula influences of 

lived experience (and discussed in Chapters 5.3 and 5.4).  

Where respondents demonstrated a fixed mindset, there was a tendency to 

attribute blame to external factors outside their control, like content: “workloads 

were high…(I blame organic chem)” (Student 314, EOY, BSc) and course 

scheduling, “Trimester system put too much pressure on me, had to drop back 

to 2 courses in T2 to cope! DO NOT LIKE IT” (Student 308, EOY, BSc). Other 

aspects were also perceived to be out of respondent control, for example, as 

expressed by Student 307 (EOY, BSc), “I found the transition difficult because I 

feel my foundational year did not adequately prepare me for 2nd year.” 

Program design was a target for dissatisfaction and blame for poor lived 

experience, as discussed in Chapter 5.3.1. Individual course assessment items 

were also to blame, particularly if there was a lack of clarity leading to perceived 

detrimental influence on overall grade outcomes (Chapter 5.3.2). This thinking 

highlighted issues associated with perceived of activities to learning and time 
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management challenges along with a tendency towards blaming external 

factors. 

Interconnected Factors 

For most respondents there was no single factor that impacted their 

psychological wellbeing. The impact of combinations of detrimental factors 

manifested primarily as stress that fuelled anxiety, “I have had increased 

anxiety levels from the workload and assessment pieces” (Student 307, EOY, 

BSc) and was closely connected with reduction in social time and disconnection 

from others. Some respondents reported experiences similar to those of 

Student 207 (EOY, BMedSc) with “stress; lack of social life; depression (feels 

bad a lot)” negatively impacting their academic lived experience where 

“…increased stress level lead [sic] to emotional imbalance (i.e. I was sad or 

anxious more than I was happy) (Student 167, MOY, BForSc) and where 

“stress levels have impacted work, health and relationship states in my life this 

year” (Student 329, EOY, BBiomedSc). 

Confusion regarding academic requirements where respondents were “…mainly 

emotional over understanding of uni work and not knowing what more to do” 

(Student 173, MOY, BForSc) or felt a lack of purpose, particularly associated 

with career progression, also created emotional turmoil. “Lots of thought about 

my reasoning for my goals and whether values are really worth having, haven’t 

fully decided yet but the journey has pushed me towards working more 

passionately” (Student 177, MOY, BMedSc). Other common sentiments from 

respondents aiming for high academic achievement outcomes included “…high 

expectations…” (Student 184, MOY, BBiomedSc) and that “…I put a lot of 

pressure on myself” (Student 126, MOY, BForSc).These feelings could lead to 
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fear associated with academic practices like peer review, for example, “I found 

myself thinking, what if someone gives me a bad mark to sabotage my 

assessment” (Student 119, MOY, BMedSc). 

The lack of personal emotional skills like assertion and self-esteem took a toll 

and affected academic progression. “I'm not yet an assertive person, so there 

were things I'd have rather said no to which I went along with, they bored me 

and tired me out, reducing my study” (Student 177, MOY, BMedSc), or that “my 

self-esteem hasn't always been the greatest so I've had to work on this” 

(Student 164, MOY, BMedSc). 

The second area that emotional toll impacted was academic studies, with a lack 

of focus the main consequence. “I spent time worrying about other things other 

than study” (Student 191, MOY, BBiomedSc) and so “could not focus on 

studying” (Student 176, MOY, BMedSc). Those respondents who respondents 

who experienced feeling “…burnt out, less likely to focus on the subjects that 

actually matter” (Student 200, EOY, BMedSc) are also of concern. For these 

respondents, disconnection and social isolation exacerbated the situation, “It's 

hard to study when you're miserable and you can't find anyone to reach out to. 

Tears make it hard to read your study notes after all, and it takes away all 

motivation to study” (Student 137, MOY, BBiomedSc). 

Overall, personal challenges were mostly a distracting and unnecessary time-

sink in an already time-poor environment where time management challenges 

are evident (Chapter 5.4.1). “Personal life changes took up time I could have 

used for studying and added to stress levels. These emotional challenges had a 

significant negative impact and affected my study and my ability to concentrate 

and perform well” (Student 338, EOY, BForSc). 



 

Page | 309  

The lived experience of second-year science academic programs of study students at a public Australian university. 

These detrimental factors commonly correlate with known challenges 

associated with second-year student experience. Perceptions that caused 

issues to psychological wellbeing included the role academic staff should play 

(Chapter 5.4.2) and the inflexibility of timetables (Chapter 5.3.1) to suit personal 

situations. They focused on the quantity of work (Chapter 5.4.1), the degree of 

provisioned support (Chapter 5.4.2) and unfair assessment practices (Chapter 

5.3.2). 

Various beneficial factors influencing psychological wellbeing were identified. 

There was evidence of the impact of a growth mindset including realisation of 

appropriate expectations of requirements for academic success at university. 

This included effective independent learning, strong work ethic, appropriate 

help-seeking behaviour and resilience. Respondents who had a growth mindset 

showed career-associated motivations and thus were more willing to work hard 

and make necessary compromises, for example, “Knowing what I want to do 

with my degree motivated me to study and work hard so I can achieve my 

career goals” (Student 338, EOY, BForSc). Respondents who had a strong 

work ethic and self-efficacy were more independent: 

Don't be lazy? That's what it comes down to right? if they want to do it, they have 

the power, if not, I'm not sure any amount of lecturers or hyperactive university 

student spokesperson telling them the importance of studying will ever get them 

to do anything differently. (Student 177, MOY, BMedSc) 

Consequently, they would hold themselves accountable for their actions: “I 

make myself take more responsibility for my study - more independent 

organisation” (Student 276, EOY, BMedSc). This example demonstrates that 

some respondents understood that otherwise there would be academic 
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consequences. This led to respondents subsequently seeking help and 

following through on feedback.  

For respondents who demonstrated a growth mindset approach, the intellectual 

challenge of second-year planned curriculum (Chapter 5.3.2) was beneficial in 

exploring how to problem-solve the issues to develop resilience and persist in 

the face of adversity. “I would not give up easily when I faced problem [sic] 

during the learning process as there would always be a way to solve the issue” 

(Student 301, EOY, BForSc). 

Those who had family support acknowledged that they were “…lucky we could 

all work together to get through” (Student 173, MOY, BForSc), enhancing their 

personal connectivity. Those who did not have this support network highlighted 

issues, such as this respondent who was “…still adjusting to living away from 

home which I found difficult because I had to learn how to be independent” 

(Student 164, MOY, BMedSc). 

Where respondents valued a level of balance in their lives and could achieve 

this, the combination was conducive to better wellbeing. “I feel like I'm really 

getting the hang of how to handle the pressure, time management, workload 

and still have a little bit of a social life, work, gym and a relationship. everything 

is going really well now” (Student 173, MOY, BForSc). Consequently this led to 

students being more  a healthy lifestyle ensures that I am in good condition and 

would be able to focus more on studies” (Student 301, EOY, BForSc). 

Thus, beneficial influences of the lived experiences were the capacity to 

manage their time more effectively, rationalise studies within a broader life 

context, and higher-level awareness of the need for self-care. In this current 

study, there was evidence that this growth/productive academic mindset was 
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held by approximately two-thirds of respondents. How a student thinks about 

their second-year learning experiences was coupled with their actions (Chapter 

5.4.1), what learning activities they engaged with (Chapter 5.4.1) and how they 

managed their time (Chapter 5.4.1).  

Together, the wellbeing of respondents during their second academic year was 

affected in positive and negative ways by their physiological and psychological 

challenges and the mindset they brought to their academic studies. Where there 

was turmoil, conflict or a general lack of wellbeing this contributed to elevation 

of stress levels, thus hypothetically creating a spiralling negative loop that may 

contribute to the development of anxiety and depression. 

 

Synopsis of Non-Curriculum Influences 

In addressing research sub-question 3 there were two key non-curriculum 

influences of the lived experience of science students in their second academic 

year of program of study. These were the ability to effectively balance priorities 

that accommodated academic endeavours, the undertaking of employment, the 

need for social interaction and time management capabilities. In conjunction 

with this was the critical theme of student wellbeing, in particular, the aspects of 

connection to others, support services and association of curriculum with future 

professional pathways. The combination of being able to balance priorities and 

belonging to a connected community impacted student personal welfare both 

physiologically and psychologically. 
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5.5  Critical Synthesis of the Second-year Science 

Undergraduate Lived Experience  

This chapter explored the factors that affected the lived experience of second 

academic year of science program respondents at an Australian university and 

addressed research questions 2 and 3 to determine how academic and non-

academic factors influence the students’ overall experience of second year 

tertiary science programs. Findings indicate that in the second academic year 

these influences fell into two major categories – the planned curriculum and 

non-curriculum influences. Within the planned curriculum influences, lived 

experience was framed by several themes, being programs and courses, the 

composition of the curriculum with regards to learning resources, and the 

created learning environment.  

Within the non-curriculum influences there were two key themes that impacted 

the lived academic experience of second-year science undergraduates. One 

was the ability of respondents to balance priorities between study, work and 

other activities that was contextualised by their academic endeavours. The 

other theme was a respondent’s wellbeing, including physiological and 

psychological aspects, and this was associated with their developing sense of 

purpose.  

Perhaps most importantly, the impact of both curriculum and non-curriculum 

aspects on second-year lived experience was clearly tempered by how 

connected a student was to other people (specifically academic staff and peers) 

and resources that could effectively afford them both academic and personal 

support. Together these identified factors combined to shape the lived 

experience for respondents as they transitioned through the second year of 
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three-year undergraduate science programs. The findings concur with those 

that indicate transition through second year is unique, personal, and ongoing 

but holds some levels of commonality with first-year transition (Maunder et al., 

2013). 

5.5.1 Pattern of Thirds and Halves 

A pattern emerged in the data collected during this study - a pattern of thirds 

and halves. The data indicated three different types of lived experience of 

second academic year in the Australian science programs of interest. These 

three types were influenced by student well-being and ability to balance 

priorities and were realised through the planned curriculum of second-year 

science undergraduate programs. They combine to influence the type of lived 

experience a student might have. 

These three types of lived experience, positive, mixed and negative, are 

represented by the central circle in Error! Reference source not found.Figure 

5-33, with each type including a series of factors experienced by approximately 

a third of the cohort. There were an additional set of factors that affected at 

least half of the cohort. These factors also contributed to the negative third 

experience and for some of the mixed experiences indicated by the central 

circle in Figure 5-33. 
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Figure 5-33 Pattern of thirds and halves – type of lived experience of second-
year science programs of study. 

 

a) The Positive Third 

Those respondents whose lived experience of the second academic year 

respondents was predominantly positive were mostly having a great time. They 

had got it together, knew what to do, knew why they are doing their program, 

and they were journeying through second-year with friends. 

At the start of the year these full-time respondents had realistic notions of the 

future escalation in all aspects of the planned curriculum. They tended to exhibit 

traits of a growth mindset with regards to their studies that included expecting to 

study for more than 30 hours per week. They were fortunate to not anticipate 

needing or desiring to undertake employment during their studies which 

assisted in balancing priorities. This group of respondents, the ‘positive third’, 

possessed relatively effective time management skills that enabled them to 

balance their priorities more realistically, leaving sufficient time for academic 

work, social interactions and engagement with activities that supported their 

wellbeing and academic success.  

Positive Mixed Negative
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These students were the connected respondents who had positive family 

support and demonstrated self-agency in connecting with academic staff to 

seek support for learning that enhanced their lived experience of the curriculum, 

personal wellbeing and career progression. 

This group seemed to align well with those who exhibited a successful transition 

from the random exploration state common to first-year respondents, and into 

focused exploration, with some even moving towards making tentative 

decisions (around subject choices, career direction and life in general), as 

described in the literature (Schaller, 2005; Schaller & Wagner, 2007). 

b) The Negative Third  

This group of respondents, the ‘negative third’, was composed of approximately 

one third of the cohort. This group appeared to have had a primarily negative 

lived experience and likely required assistance, that was unsought, to turn their 

second-year around. They had inappropriate expectations of all aspects of the 

planned curriculum and these expectations did not change across the year, 

despite feedback suggesting they should make modifications to successfully 

continue to progress through their program of study. Their level of academic 

security, including awareness of their own best learning strategies, was limited 

and thus also limited their self-efficacy and academic capacity. This 

combination threatened their ability to be academically successful in second 

year. In addition, these expectations extended to an understanding of 

assessment and the associated workload elevation. They did not anticipate 

changes to support mechanisms and when reaching this realisation, they felt 

disappointed and let down by the institution. These respondents had poor time 

management skills that lead to an inability to effectively balance priorities, the 
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impact of which affected their lived experience of the curriculum and their 

wellbeing. Their personal wellbeing suffered as they struggled to balance study 

with other aspects of their life. These included the undertaking of physical 

activity and high levels of emotional turmoil. Subsequently, these respondents 

likely found their academic endeavours suffered and outcomes were less 

successful than perhaps anticipated. These students were likely to be 

disengaged and disconnected, socially isolated and at risk. The type of 

experience of the negative third aligned with many of the factors reported to 

contribute to an experience of the ‘sophomore slump’ phenomenon, such as 

disconnect with community and faculty, academic struggles and lack of support. 

While direct comparison is not possible due to the variation in respondent 

cohorts, a recent study discussed that within mixed discipline second-year 

cohorts in the USA, the anticipated proportion of respondents likely to be 

experiencing a ‘sophomore slump’ was approximately 20% (Schreiner, 2018). 

This current study supported a similar likelihood for science students at the 

university studied. 

c)  The Striving Third  

The variable third group, the ‘striving third’, has neither an exceptionally positive 

nor negative lived experience of their second academic year but fall somewhere 

in the middle of the continuum, with a lived experience comprising aspects from 

both ends of the spectrum. This aspirational third group share some common 

issues with the negative third. They had fewer challenges but would have 

benefited from additional support in some of the key areas identified as being of 

significant influence on the second-year experience of science undergraduates. 



 

Page | 317  

The lived experience of second-year science academic programs of study students at a public Australian university. 

d) Pattern of Halves 

For several aspects of the student lived experience, cohorts were divided 

equally in half, into positive and negative. For half of the respondents, the 

positive factors included those discussed in relation to the positive third. These 

students also had sufficient academic security from their first year to enable 

them to continue to be academically successful. They engaged with formative 

feedback opportunities and felt that the high quantity and weighting of second-

year assessment positively impacted their learning due to the nature of 

assessment variety. They also reported that the high quantity of assessment 

was due to smaller scaffolding tasks that supported their understanding for 

higher weighted pieces. This half of the cohort anticipated spending 

considerable time completing university work each week. They regularly utilised 

provided resource materials and undertook at least weekly consolidation of 

understanding through self-curation and creation of learning materials. 

Furthermore, this ‘positive half’ were well connected. They found friendship 

groups to be beneficial to their lived experience. They participated in curriculum 

discussions both in and out of the classroom. This connection extended to the 

community through volunteering practices where they recognised the value of 

experience and community integration. 

The ‘negative half’ pattern mirrors that of the positive aspects. Approximately 

half the cohort had poor lived experience and this added to the issues identified 

for the negative third. They included challenges associated with overloaded 

enrolment that compounded other issues, particularly in the first semester of the 

second academic year. Compromised academic security led to additional time 

required for revision of first-year concepts to enable academic success. This 
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was coupled with poor estimation of the quantity and difficulty of content 

regardless of the point in time across the academic year. The upward trend of 

needing to spend more than 20 hours per week undertaking paid employment 

added extra pressure. Typically, the struggling half found that class scheduling 

negatively impacted both their attendance and their lifestyle. When combined, 

these factors led to half the cohort being unable to manage their time effectively 

and the high workload, particularly associated with assessment, was 

detrimental to their physiological and psychological wellbeing. It was only in 

hindsight that the struggling half became aware that they should have sought 

out assistance for academic learning from teaching staff or student services to 

enable academic success. 

Those respondents whose lived experience was either mixed or tended towards 

the negative were like those described by Baxter-Magolda et al (2012), where 

57% of second-year respondents relied on external influences for decision 

making due to lack of maturity, efficacy and sense of purpose. 

 

5.6 Summary 

The lived experience of second academic year science respondents appears to 

be a quest towards keeping things together and moving forward, where the 

impacts of balancing priorities and student wellbeing can change the lived 

experience of the planned curriculum.  

Student experience was influenced by both the planned curriculum provided by 

the university in conjunction with personal factors associated with student 
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wellbeing and their capacity to effectively balance priorities to enable academic 

success.  

The university’s role within the curriculum lies in the planned curriculum that 

forms the core of an academic experience of undergraduate second-year 

programs. It encompasses the science curriculum at a second-year level and 

for the respondents of interest the aspects that contribute the most include the 

delivery of that curriculum with regards to scheduling, resources, learning 

activities and the learning environments created. 

Balancing priorities encompasses the unique and individual combination of 

study requirements, employment and social endeavours a student may engage 

with. It was not about equal proportions of each of these to reach a static 

equilibrium point. It is important to nuance the fluidity of activities respondents 

choose to spend time on. For some respondents, their need to undertake more 

than the recommended hours of employed work during their studies may reflect 

a personal need to meet Maslow’s requirements (Maslow, 1943). An 

extroverted student may need to engage in a high level of personal social 

activities to meet their specific wellbeing needs. Another individual may 

experience low levels of academic security and need to spend more time on 

study to enhance their academic currency to be able to fulfil second-year level 

academic requirements. It is more likely that an individual student will have a 

combination of these needs and that for any individual student these are in flux. 

What transpired from this study was how central a student’s capacity to 

effectively balance these priorities was to their experience of second year, given 

the program changes that occur at this point. This relies on a student having a 

strong sense of self as an academic learner. This encompasses being 
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cognisant of their learning capabilities, academic currency, self-efficacy, self-

determination and the academic requirements of their program, as well as the 

ability to manage their time flexibly and effectively. 

If student wellbeing was well attended to, together with effectively balancing of 

priorities specific to an individual student, this afforded respondents the best 

possible opportunity to manage and demonstrate their capacity for second-year 

level academic success. Combined, these create the optimum conditions for a 

positive lived experience. 
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6 Discussion, Conclusions and Future 

Recommendations 

This chapter provides a summary of the salient findings of the study. It 

succinctly addresses the research questions, highlighting the strengths of the 

study while acknowledging the limitations. The implications of the findings are 

discussed with recommendations for subsequent work with regards to research, 

pedagogy and practice. 

6.1 Salient Findings 

This study was developed in response to literary calls for further investigation of 

second-year undergraduate student experiences (Parry, 2011; Schreiner et al., 

2018). This study, on the lived experience of second-year science 

undergraduates at an Australian university, indicated that respondents were 

affected primarily by the interplay between institutional and student factors with 

a small proportion of respondents also impacted by external economic factors 

and employer expectations. As one respondent described it as essentially 

“…the crucible year” (Student 1, BOY, BSc). In scientific terms, a crucible is “a 

ceramic or metal container in which metals or other substances may be melted 

or subjected to very high temperatures” and is also “a situation of severe trial, or 

in which different elements interact, leading to the creation of something new.” 

(Oxford University Press, 2020b).  Thus an apt descriptor of student lived 

experience of their second-year. It was evident from the findings that 

satisfaction, engagement, progression, and the interplays of sociocultural 

influences to student engagement described for first year also transition to 

frame the second-year lived experience. Further, this study reinforces that there 
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was commonality with identified influences of undergraduate student 

experience. However, there were specific influences that were more impactful 

on the lived experience of second-year science students at the university where 

the study was conducted.  

 

6.1.1 Addressing the Research Questions 

The findings of this study address the main research question, “What is the 

lived experience of tertiary academic science programs by respondents in the 

second academic year of their program?” To address this broad question three 

sub-questions were posed. 

Research Sub-question 1 

“What are student expectations of tertiary academic program of 

study requirements in second year?” 

The outcomes of this study indicate that at the beginning of their second 

academic year, science undergraduate respondents thought that they had a 

good understanding of the expectations for the year. Respondents appreciated 

the importance and contribution of academic currency that afforded some level 

of academic security. They indicated an appreciation regarding the 

intensification of both the curriculum and assessment. Evidence indicated that 

respondents expected to complete tasks that were aligned with summative 

assessment of learning or were hurdle requirements to summative assessment. 

They were less inclined, however, to complete assessment for learning 
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activities. In addition, second-year respondents anticipated making use of 

provisioned resources with less inclination to creating their own. There was a 

strong expectation of provision of academic support either equal or in addition 

to that available in their first year in alignment with the escalated curriculum. 

The nature of desired support was for activities that would contribute towards 

their academic success and for guidance around decision-making processes 

such as program elective choices aligned with their career options. This 

combination of expectations suggest that respondents were disinclined to move 

towards higher levels of autonomy, perhaps due to poor self-efficacy and/or 

academic capital leading to low levels of confidence in their academic security. 

The desire for guidance associated with program-level decision-making 

suggests perhaps a lack of purpose or direction commonly identified as an 

issue for second-year cohorts, or that elective choices are confusing. 

A large proportion of second-year respondents anticipated engaging with part-

time paid employment during their second year and that between work and 

study commitments there would likely be a decline in their availability for social 

endeavours. Astute respondents were already able to articulate the need for 

effective time management to be successful in this year. 

Research Sub-questions 2 and 3 

How do academic and non-academic factors influence 

respondents’ overall experience of a second-year tertiary 

science program of study? 
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Chapter 5 discussed the salient findings associated with curriculum and non-

curriculum factors that influenced the lived experience of this cohort and how 

their expectations affected these experiences. The findings indicate that the 

wellbeing of individual respondents, when coupled with their capacity to 

effectively balance their personal priorities, impacted their lived experience of 

the planned curriculum. Key influences included connectedness to others and 

their emotional status, combined with their time management skills. In the 

context of the planned curriculum, learning activities, particularly associated 

with assessment, coupled with learning environments, had the greatest 

influence on lived experience. The interplay of these factors meant that the lived 

experience of second academic year of undergraduate science programs of 

study was primarily affected by respondents seeking greater autonomy in 

personalised learning support, guidance and advice. They want to be 

acknowledged as an individual not as a student number.  

In this study, the overarching emergent theme was the critical contribution 

interconnection has to the lived experience of second-year science programs of 

study. Contributing factors that influence interconnection include those that are 

both academic and non-academic.  

The planned curriculum inevitably contained a variety of aspects that both 

challenged and enabled student development in the sciences disciplines. The 

second academic year of a program of study was one where most concepts 

were novel, there was escalation in the quantity and difficulties of materials and 

the opportunities to demonstrate learning through assessment were 

challenging. Regardless of whether students had initially anticipated these 

changes or not, many respondents’ expectations did not match with reality. This 
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impacted their ability to balance priorities and maintain their wellbeing and 

connectedness. Where expectations were unmet this was a joint number one 

contributor to a negative lived experience. 

Small group experiential learning opportunities were greatly preferred, likely due 

to their close alignment with assessment requirements. Where programs were 

overloaded or assessment clusters occurred, this exacerbated poor 

psychological wellbeing and made time management more difficult. 

Connection to academic teaching staff was central. This connection fostered 

better understanding of the escalation in curriculum and supported students’ 

capacity to balance their priorities and maintain wellbeing. Academic staff were 

one of two preferred means of receiving appropriate support for learning and 

wellbeing. This was particularly the case in small group experiential learning 

environments like laboratories and workshops where students felt that 

academic staff were both more accessible and able to provide them with more 

personalised feedback to support their learning and self-efficacy. This space too 

was a place where academic staff expectations were more readily 

communicated and assessment clarification undertaken. It was also a place 

where safe environments could be created in which a heightened awareness of 

physiological and psychological challenges students might be facing could be 

raised easily. These types of classes allowed academic staff to identify career 

connects more readily that supported the development of student sense of 

purpose. Furthermore, academic staff were well placed in these classes to 

provide insight into program and course design, as well as providing examples 

of effective mechanisms to develop autonomous learning skills, time 

management strategies and prioritisation processes. The classes also allowed 
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staff to advocate the need for breadth of life activities, not just study alone. 

Academic staff were a common point of contact for students seeking assistance 

or support and, while not qualified to provide anything beyond academic support 

,they were a reference point to other forms of support. 

Connection to peers was central to a positive lived experience. Peers helped to 

establish expectations and support natural benchmarking and feedback 

processes. The shared experience of challenges faced together strengthened 

student capacity for resilience and success in their second year. For students 

disconnected with peers due to a different balance of priorities or social skills 

this had a negative contribution to their experience. 

Given that the joint number one contributor to a negative lived experience were 

emotional challenges that impacted psychological wellbeing, the importance of 

connection to a support network that included academic staff, peers, friends and 

family was critical to the lived experience of second-year science program of 

study students. 

6.2 Discussion 

This study is unique in that it has explored both a unique cohort in a country not 

previously described in this space and a discipline not commonly separated 

from second-year students. Despite these unique characteristics the findings of 

this study resonated with international cohorts across numerous topics and in 

others where no discussion currently exists. 

Previous reports on student academic experiences in second year tend to focus 

on generic aspects such as overall curriculum trends, and of impact to the 

cohort in this study, curriculum escalation. The current study drilled much 
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deeper into the specifics of the sciences curriculum and learning activities, thus 

providing a richer comprehension of factors contributing to curriculum 

intensification for the second academic year of Australian science programs of 

study.  

This study finds that both curriculum and non-curriculum influences impact the 

lived experience of students in the second academic year of their science 

programs of study at an Australian university. 

Figure 6-1 provides a summary of the key themes determined to be contributing 

influences on the lived experience of second-year students in science programs 

of study at an Australian university and provides a reference point for further 

discussion to align this research project’s findings with the existing literature. 

It allows for subsequent linking of aspect to previous findings in the literature 

and provides direction to address aspects of the lived experience that can 

enhance or be detrimental to the holistic experience.  

6.2.1 Revisiting the Conceptual Framework 

This study both corroborated and further contributed to the conceptual 

framework of second year lived experience initially developed. Its refinement 

(Figure 6-2) demonstrates various aspects shown to be aligned with key 

findings identified in this research study abstract. 

For any individual student, the combination of factors having the most influence 

may be different although there were a set of common factors that appeared to 

have a higher impact on this Australian student cohort within science programs 

of study. Student-associated factors associated with connections were critical 

and were connection to curriculum, connection to peers and especially to 
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student-facing staff. Further student expectations and their mindset influenced 

all student aspects of their lived experience. 

Figure 6-1 Influences identified that contributing to the lived experience of 
second-year students in science programs of study.  

 

Within the institutional factors, the nature of the science program curriculum and 

the learning environment-associated workload impacted lived experience. In 

particular, this involved the escalated workload, exacerbated where students’ 

programs required an overload of CP enrolment, and assessment where much 
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of the workload focus was attributed. Alongside these, the availability of 

effective academic support was most influential. External factors did not feature 

particularly in this study except for financial pressures for those respondents 

needing to undertake paid employment to remain at university. There was also 

no evidence of the interplay of external and institution factors for respondents in 

this study. The impact of these findings is further summarised in Section 6.2.2. 

Figure 6-2 Refined conceptual framework. 
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6.2.2 Curriculum Influence 

Two factors were found to have the most influence on the lived experience of 

curriculum, specifically, the exact composition of degree programs as a whole 

and the curriculum composition.  

In the science programs of interest in this study, core traditional science 

courses were taught using primarily face-to-face learning augmented with 

blended resources. Specific aspects of program design were highlighted to be 

influential to the lived academic experience, particularly the enrolment load 

undertaken in second year and the timetabling of classes. Where respondents 

were enrolled in course overload (45CP or 50CP) this created workload 

challenges particularly given the escalation of second-year curriculum. The 

impact of enrolment overload compounded with a recognised escalated second-

year curriculum created new challenges for completing academic work. This 

was further exacerbated, for the 2017 cohort, due to the compression of the 

teaching semester to 12 weeks instead of 13 and reduction of familiar available 

learning time. This combination of factors created stress associated with 

maintaining their wellbeing for respondents not as adept at balancing priorities 

or effective at time management while completing academic endeavours.  

That respondents’ in this current study identified the challenges of physically 

attended classes concurs with a recent study (James & Seary, 2019). Most 

respondents in the current study indicated that while they thought attending 

scheduled classes was associated with attaining a high standard of education, 

33% cited inflexible, non-accommodating timetables as a cause for reduced 

participation, or that scheduled classes impinged on their ability to be financially 
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stable. This factor, in conjunction with the perceived value of attending classes, 

affected their lived experience of the science curriculum. 

The findings of this current study identified that one of the major differences of a 

second-year lived science academic experience was the nature of the content 

and assessment associated with the curriculum compared to what respondents 

had been familiar with in their first academic year. The content was reported to 

become more challenging both in difficulty and quantity along with intensified 

requirements for assessment. While many respondents articulated an 

understanding of this anticipated escalation early in the academic year, their 

lived reality of the intensified spiral curriculum suggests that they had not 

internalised the impact the escalation would have to them personally. In the 

second year, this curriculum intensification was combined with a decline in 

obvious, provisioned academic support mechanisms, both in class and through 

the central student services unit. The nature of this spiral curriculum, which is 

particularly key to science discipline development, and the impact of an 

escalation in both the curriculum quantity and difficulty, is much cited as a core 

influencer of poor second-year experience (Scott & Cashmore, 2012; Stewart & 

Milsom, 2014; Webb & Cotton, 2018; Yorke et al., 2014; Zaitseva, Stewart et 

al., 2014). The findings of the current study with some Australian science 

cohorts thus resonate strongly with studies involving their international peers, 

regardless of discipline. These challenges are recognised as a contributor to the 

development of ‘sophomore slump’ in USA cohorts through developing an 

understanding of their reduced level of competency and autonomy (Lemons & 

Richmond, 1987). This suggests that a proportion of each of the cohorts in this 

current study may have also been at risk of experiencing slump. 
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These findings for science programs at an Australia university concur with 

previous reports of curriculum escalation and support issues from other 

disciplines internationally.  

The intensification of second-year curriculum is a commonly identified challenge 

that impacts experience negatively (Schreiner & Tobolowsky, 2018). In part, it 

stems from insecurities associated with a lack of academic preparedness and 

prior knowledge construction (Stewart & Milsom, 2014). In the sciences 

discipline, this can be particularly troublesome if prior knowledge involves 

misconceptions (Kober, 2015) and if GPA, as an indicator of accumulated prior 

knowledge, is the best predictor of academic success in second-year life 

sciences (Creech & Sweeder, 2012). These challenges were exacerbated by 

inappropriate expectations of what will be provisioned for students and what will 

be required of them, and areas of challenge often form part of 

recommendations to better support second-year student experiences (Schreiner 

et al., 2018; Yorke et al., 2014). This lack of academic security was reported by 

the respondents in the current study and had implications to learning outcomes 

illustrating further similarities to international cohorts. 

Some students have been reported to transition to second year unsuccessfully 

and who then resort back to strategies applied in high school, leading to poor 

academic performance (Gardner, 2000). In addition, they need encouragement 

to transition to more autonomous learning and to become personally 

responsible for the learning (Schaller, 2005). These challenges were evident in 

the current study with a high proportion of respondents still not gaining these 

skills by the end of their second year. 
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The findings of this current research for second-year science undergraduates 

support the current literary findings that centralised university support systems 

do not effectively cater for the specialised academic needs of general second-

year cohorts (Bacio, 2017; Ennis-McMillan et al., 2011; Pascarella & Terenzini, 

2005; Schaller, 2018; Schreiner, 2018; Schreiner, Louis, et al., 2012; Schreiner 

& Tobolowsky, 2018; Sterling, 2015; Stewart & Milsom, 2014; Zaitseva, 

Darwent et al., 2014). This is an identified area where the lack of support can 

contribute to second-year student attrition (Juillerat, 2000; Price-Williams, 2015) 

but the development of targeted strategies that incorporate academic and 

personal support through relationship building with peers and staff has been 

reportedly beneficial, particularly to STEM (Gregg-Jolly et al., 2016; Whittle, 

2016) and medical (Ivins, 2013) undergraduates. The strong influence and 

value of these types of strategies was identified by respondents in the current 

study as having the biggest impact on their positive lived experience. 

It has long been recognised that, particularly in the sciences, effective learning 

requires a combination of active engagement (Leonard, 2000) and experiential 

learning (Kober, 2015) for undergraduate students. It involves the curation of 

content and knowledge for constructive sense-making schema development.  

The impact of this combination of changes in curriculum and support in the 

second year have previously been variable. In an Australian second-year 

psychology cohort they were reported to not have a significant impact on 

learning or wellbeing (Quinlivan, 2010). However, findings from the USA 

(Evenbeck & Hamilton, 2010; Juillerat, 2000) concur that the impacts were 

visible and subsequently influence student progression.  
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The formalised learning environments offered by the university for second-year 

science student learning were an important aspect of how respondents 

experienced the planned curriculum. It was apparent that respondents placed 

high value on small classes where experiential learning occurred both in 

practical laboratories and through real-world application case studies in 

workshops. These smaller classes afforded respondents ample opportunity to 

seek academic support from both peers and academic staff. This was 

particularly important given the loss of alternate academic support measures, 

like PASS, that had been available in their first year. It highlighted how 

important student agency is in seeking and utilising support, if required, to 

enhance effective learning. This issue was recently discussed in association 

with first-year Australian and New Zealand undergraduates (Harris et al., 2018) 

and this current study identifies that it continues to be an important skill area 

that can impact the lived experience of second year. Student perceptions of 

learning environments was a positive contributor to student experience with 

changes to the learning environment also having been shown to mitigate factors 

associated with sophomore slump (Whittle, 2015; 2016) particularly associated 

with additional academic learning support provision. 

A fifth of respondents embraced non-university-provided, small group learning 

environments. Their participation in self-created study groups appeared to be 

one of the most beneficial learning environments and contributed beneficially to 

a positive lived experience in several ways. Self-created study groups 

enhanced both student connectedness and sense of belonging. They afforded 

flexible peer support for academic aspects of experience, particularly for 

enhancing academic security, mitigating some aspects of academic workload, 

and supporting the completion of assessment. They allowed participants to 
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effectively balance priorities while meeting wellbeing needs by combining 

academic and social endeavours and manage time pressures. Yet the majority 

(four-fifths) of respondents failed to engage in self-created study groups. 

Anecdotally, self-created study groups evolved from peer social groups. The 

lack of uptake suggests that, for many survey respondents, they were possibly 

socially disconnected from their academic peers with whom they felt sufficiently 

comfortable to form study groups, or that their timetable schedule, in 

combination with various personal activity requirements such as employment or 

volunteering, was perhaps prohibitive. This finding concurs with previous 

reports of social disconnection negatively impacting second-year respondents 

for Australian business students (Willcoxson, 2010), and in the UK (Money, 

2017; Webb & Cotton, 2018; Zaitsevia et al, 2014) and the USA (Noel-Levitz, 

2011; Petr, 2010). 

While there is currently no consensus as to whether assessment is the primary 

driver for student attendance in class, it is well recognised to be the single 

biggest contributor to student learning in higher education (Bryan & Clegg, 

2006). In this current research study, assessment was identified as a major 

contributor to the lived experience of the planned second academic year 

curriculum. The results of the present investigation indicated that respondents 

struggled with the escalation in the quantity and frequency of assessment 

required in their second academic year courses, despite many initially 

articulating a reasonable understanding of academic expectations. This was 

particularly the case where respondents did not have clarity regarding 

expectations of completion or comprehension of the requirements to 

successfully undertake the assessment items or lacked awareness of how they 

should personally best prepare for assessment. Lack of clarity stemmed from 
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several sources that included insufficient academic security, anxiety (particularly 

associated with perfectionistic desires for academic outcomes) and in some 

cases, the perception of poorly crafted or articulated assessment questions that 

created confusion. Where respondents identified a lack of assessment clarity, 

this culminated in the need to spend more time in preparation for and of 

assessment pieces which was regarded as creating academic disadvantage, 

particularly for respondents taking a strategic approach to learning. Where 

requirements were clear this positively impacted respondents’ lived experience 

of the planned curriculum. It has been recognised that in both the UK (Whittle, 

2015, 2016; Zaitseva, Darwent, et al., 2014; Zaitseva, Stewart, et al., 2014) and 

the USA (Juillerat, 2000; Schreiner, 2018) the higher stakes nature of second 

academic year assessment can challenge second-year respondents’ self-

efficacy creating stress. The decline in academic support offerings, such as 

PASS and lack of clear pathways to seek appropriate forms of academic 

support elsewhere, also exacerbated this situation. Again, this finding shows 

commonality with second-year cohorts, regardless of their discipline, where a 

clear need for targeted second-year support was previously reported. Evidence 

comes both from Australian mixed discipline student cohorts (Willcoxson et al., 

2011), psychology respondents (Quinlivan, 2010) and nursing respondents 

(Tower et al., 2015); it can also be found with respondents from the USA for 

first-generation respondents (Bacio, 2017), STEM respondents (Gregg-Jolly et 

al., 2016) and those on academic probation (Petr, 2010). 

Regardless of how or where a respondents’ learning of materials associated 

with the planned curriculum occurs, it was evident that these actions impact the 

lived experience of the curriculum, thus concurring with a recent report on how 
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learning environments affect learning behaviours, wellbeing, and academic 

success in medicine courses (Whittle, 2015). 

Balancing Priorities 

A major theme evolving from this current research study was the effect of 

balancing priorities on the lived second-year science student experience. Each 

individual student had a unique combination of factors that required balancing. 

However, collectively, there were some core areas of commonality. 

These areas included personal requirements such as employment for 

necessary financial independence and human connection through social 

endeavours. It included their academic security status and mindset, to manage 

the curriculum intensification that occurred in the second-year. The skills and 

capabilities respondents were able to draw on then impacted how effectively 

they could balance their priorities and continue to successfully progress at 

university. 

The intensification of requirements for their program of study and second 

academic year curriculum led to an elevation in academic workload. This is a 

factor noted in other works (Gansemer-Topf et al., 2007; Gregg-Jolly et al., 

2016) with its management being one where students seek further assistance in 

developing effective strategies. Where respondents were able to anticipate this 

escalation, this allowed them to accommodate whatever their academic security 

status and learning approaches were to support successful academic 

outcomes. They were able to achieve this through goal setting and the 

application of a series of time management strategies. These are important 

factors for balancing priorities, particularly given a recent report from Taiwanese 
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respondents (Lin & Lin, 2017) indicating that achievement of goals in second 

year is a predictive factor for cumulative GPA outcomes.  

Balancing priorities was made even harder where respondents did not 

anticipate this escalation or had limitations associated with their academic 

endeavours. For example, respondents commonly indicated the use of lecture 

recordings in preference to physically attending lectures to help alleviate the 

time conflict of an undesirable class schedule. Hence, they prioritised time 

spent on campus to small class learning environments such as workshops and 

laboratories. 

Effective time management was an issue for a large proportion of the 

respondents in this study. This is in direct contrast with reports from Australian 

business respondents that imply that the challenges associated with time 

demands had been resolved by the second academic year and no longer 

contributed to increased attrition (Willcoxson et al., 2011). However, it does 

resonate with reports from the USA, where first-generation second-year 

respondents who find this challenge persists from first year and face a lack of 

support in developing these skills are put at risk of becoming overwhelmed and 

subsequently dropping out (Coghlan et al., 2009). It concurs with reports from 

the UK where lack of capacity impacts student ability to undertake other 

activities in addition to academic requirements (Money et al., 2017). 

This type of prioritisation was particularly important for those who needed to 

concurrently undertake paid employment during their second-year studies to 

remain financially independent. However, regardless of the need to be 

employed, those respondents who faced additional time management 

challenges due to their personal capabilities indicated that this need for 
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prioritisation impacted their attendance, the time available to spend on 

academic endeavours and their physical wellbeing. The intensification of the 

second academic year of program contributed to these circumstances causing a 

conflict of priorities for some respondents, resulting in higher levels of stress 

and likely poorer academic outcomes. 

There was a suggestion (Willcoxson et al., 2011) that second-year Australian 

business undergraduate respondents were likely to have adjusted to the 

increases and had developed better management skills and prioritisation 

capabilities through surviving their second academic year and that this reduced 

their risk of attrition. In this current study, the same seems true for a proportion 

of respondents but not the entire cohort.  

These issues associated with employment during undergraduate studies are 

neither unique to second year, the sciences discipline or Australian respondents 

but remain an issue for the lived experience of undergraduate studies. This 

current study shows that the concerns regarding prioritisation capabilities 

associated with balancing employment with study previously raised for 

undergraduates in general (McInnis & Hartley, 2002; Pascarella & Terenzini, 

2005) apply in this second-year context. It also makes an important contribution 

specifically towards understanding second-year student retention (Gohn et al., 

2001) and the impact of both academic and university social integration 

(Schaller, 2010) previously highlighted. Balancing employment-related priorities 

with university study remains an ongoing concern for some second-year 

Australian science respondents nearly two decades later. Furthermore, the 

emotional stress and dissatisfaction with overall second-year university 

experience due to ineffective combining of employment with study was 
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identified in USA cohorts (Andrews & Wilding, 2004), especially those of ethnic 

origin (Panganiban, 2016) or in the medical sciences discipline (Ivins, 2013), 

along with UK cohorts (Yorke, 2014). The capacity to balance priorities extends 

to include both curriculum and non-curriculum aspects of the lived experience 

and was a reported source of stress (Darwent & Stewart, 2014). These previous 

findings for cohorts that differ in both geolocation and discipline were 

corroborated by this current study. 

Wellbeing 

It was evident from the current study data that student wellbeing was a major 

influencer of the lived experience of the second academic year of science 

undergraduate programs. In addition, wellbeing was affected by respondents’ 

capacity to effectively balance complex life priorities in conjunction with the 

planned curriculum. In many ways wellbeing was a multifactorial chicken-egg 

scenario that varies between individuals, dependent on the specific 

circumstances of a student. 

For the respondents in this study, several aspects of wellbeing were particularly 

pertinent. Many suffered physically, with sleep being a factor frequently 

compromised when balancing priorities was unsuccessful. Sleep deprivation 

associated with trying to manage the escalated program of study demands 

could be attributed to a susceptibility of some respondents to fall ill, and a 

higher level of reported mental health issues, particularly anxiety. This finding 

reinforced our previous understanding (Arnold, 2012). This was of particular 

concern given how anxiety has been linked to a decline in self-efficacy (Whittle, 

2015) that could impact academic outcomes for second-year respondents with 



 

Page | 341  

The lived experience of second-year science academic programs of study students at a public Australian university. 

both factors being linked to second-year attrition in Australian cohorts 

(Willcoxson, 2010).  

Personal factors that affected respondents were more variable, and included 

challenges such as finance, housing and personal maturity. However, the 

proportion of respondents who appeared affected by these specific factors was 

quite low for this study compared with USA and UK data. In addition, 

respondents found personal factors, particularly those associated with finance 

and housing, to be a distraction from study, rather than severely detrimental 

influences that impacted their academic outcomes or progression. Distraction 

from studies caused by family issues was a previously reported concern for 

USA sophomore respondents at four-year public institutions in USA where 23% 

of respondents desired assistance associated with this challenge (Noel-Levitz, 

2013). Personal factors too were reportedly associated with the development of 

sophomore slump in international second-year cohorts and thus the current 

findings were evidence of a point of difference. 

A key aspect of developing a sense of purpose was whether the degree 

program of study a student enrolled in provided knowledge and skills that 

subsequently contributed to their career prospects. A lack of identified purpose 

or direction is a much-reported feature of second-year experience (Boivin et al., 

2000; Gump, 2007; Jevons & Lindsay, 2018; Pattengale & Schreiner, 2000; 

Schreiner, 2018; Thompson et al., 2013), particularly where its absence 

contributes to the develop of sophomore slump for some respondents, placing 

them at higher risk of attrition in this year. Where respondents were uncertain of 

the applicability or benefits of their program in supporting future career 

prospects, this contributed to an increase in their reported risk of attrition. This 
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aspect of second-year experience forms another major point of difference from 

this current research study where respondents demonstrated clear and variable 

career progression ideas suggesting a strong sense of academic purpose for 

most. However, the variance from previous reports for the Australian science 

cohort in this current study may be an anomaly due to the high proportion of 

premedicine respondents and forensic science respondents. Premedicine 

respondents have a clearly articulated professional pathway to become doctors 

and within the BForSc there were specific second-year courses and discipline 

society events that focus on developing career opportunity awareness. It was 

likely these two factors influenced this study’s findings. However, it does 

support the inference that sense of purpose supports second-year experience 

positively where the connection of curriculum content and career exploration 

benefit respondents (Bacio, 2017; Hall, 2017; Tetley et al., 2010). 

Arguably, in this study, there was one identified element of the lived experience 

of the second academic year science respondents, associated with wellbeing, 

that links all the emerging influences in this study. That element was 

connectedness. This factor permeated all aspects of the lived experience from 

engagement with the curriculum, learning environments, academic endeavours, 

social interactions and individual wellbeing. Connection through the curriculum 

provides inspiration, aspiration and motivation towards successful academic 

outcomes in support of following a future career pathway. This connection was 

reported to be directly fostered by academic staff (Kinnear et al., 2008; Money 

et al., 2017) with explorations being a shared journey with peers.  

Here, academic staff who are supportive through being approachable, available 

and able to provide effective support were valuable aspects of second-year 
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student learning. This concurs with cornerstone requirements for effective 

support being increased approachability, as described recently by UK second-

year undergraduates (Webb & Cotton, 2018), and accessibility, similar to 

Australian business discipline second-year undergraduates (Willcoxson et al., 

2011). That students did not necessarily engage with this form of support until 

too late to impact academic outcomes was borne out in the current study. A 

recent report also identified that undergraduate respondents do not necessarily 

engage with resources that support learning and academic performance 

because they do not “understand them, align with their learning approach, or 

need them” (Harris et al., 2018). The findings of this current research suggest 

that this could be true of these second-year science respondents. 

These experiences occur within the variety of learning environments associated 

with the planned curriculum and social circles involving respondent peer groups. 

This connection to peers and academic staff was particularly important in the 

second academic year. Peer groups provide effective support for respondents 

in numerous ways. They can assist in the interpretation and comprehension of 

the curriculum and assessment. They provide opportunity for respondents to 

consolidate prior knowledge gaps that impact their academic security and may 

introduce alternate approaches to learning that are beneficial. They offer a 

collective of like-minded individuals who are simultaneously experiencing the 

planned curriculum and thus can offer understanding and emotional support for 

wellbeing along with contribution to mindset development. These factors, 

together with the key contributors to a respondents’ ability to balance priorities 

and remain well whilst undertaking second academic year planned curriculum, 

make the relationships developed with peers critical to the lived experience of 

this year. Further, for respondents who were disengaged from their peers and 
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socially isolated whether by choice, a need to balance priorities differently or 

personality, their experience is less enriched with poorer outcomes. This finding 

was a unique contribution to our understanding of the lived experience of the 

second academic year.  

For respondents in this study, their second academic year was a time where 

they indicated more confidence to engage with academic staff both in and out of 

the classroom. This was because they perceived staff to be more approachable, 

interested in them as individuals and willing to afford them support. This 

assistance may be academically through setting appropriate expectations, 

providing clarification to develop academic competency, and providing 

reassurance that supports self-efficacy. It may be pastoral through direction to 

appropriate support services or career-associated in nature, enhancing sense of 

direction. This observation concurs with reports of the critical role that academic 

staff have on the lived experience of the second academic year, thus drawing 

further parallels with both Australian (Willcoxson et al., 2011) and international 

cohorts (Blount, 2018; Schreiner & Tobolowsky, 2018; Zaitseva, Darwent, et al., 

2014). This current study highlights how influential relationships and 

connectedness were to second academic year science respondents and further 

affirms recommendations to include belonging in strategies to enhance the lived 

experience of this cohort. 

Major selection is a key factor in USA student populations that can contribute to 

second-year thriving or slump experiences. However, major selection was not 

identified as a concern in this study. Australian programs of study are more 

closely aligned to programs of study in the UK and Canada, rather than the 

USA, where many of the core undergraduate programs of study are of a three-
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year duration, instead of four years. Apart from generalist programs of study 

such as the Bachelor of Science, undergraduates essentially select their major 

as part of their entrance requirement into a bachelor program of study. In 

addition, in most Australian universities, respondents do not have a common 

first year and then specialise in the second year. In this study, the only 

respondents required to select a major were those enrolled in the Bachelor of 

Science and Forensic Science. Even within these programs the majority had 

declared majors and thus this had minimal impact on second-year lived 

experience. 

For respondents in this study the second-year curriculum was found to be more 

engaging as it became more interesting, more practically orientated and for 

some, more aligned with career aspirations. 

Given the variation in defining the second year, it is imperative that future works 

clearly define the cohort of interest in any study. This will allow for effective 

comparison and develop a better international understanding of second-year 

issues. This will further enable effective support for optimal experience. 

6.3 Limitations  

There are several factors that limit the study conclusions. The participant 

population stemmed from a series of four science-based programs of study at a 

single university. While this included two geographically discrete campus 

populations, findings may not be transferable to other institutions that differ in 

student background context or program implementation. Further, there was the 

possibility of an atypical participant population through sample bias due to use 

of convenience sampling methodology.  
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6.4 Implications of the Research 

The implications of this research require the application of blue sky thinking to 

further explore factors influencing second-year experiences. This thinking 

should be applied to policy, practice and future research opportunities. 

6.4.1 Recommendations for Policy  

University policy review committees should seek to receive input from all 

stakeholders associated with second academic year of program. This input 

should be holistic and data driven to effectively inform decision-making. 

Effective communication of policy transparency and application back to these 

stakeholders is also important. Actions could include the critical evaluation of 

policies associated with discipline development, program design and credit 

point load spread using a second-year lens.  

Policy development that supports ensuring student success through the 

progressive levels of the spiral sciences curriculums will also be important. 

Policies should encourage, empower, support, value and recognise the work 

contributions of academic and professional staff working directly with students 

in their second academic year space. Further, that these types of policies 

should be developed to support program-focused experiences that students 

identify as enhancing their transition through undergraduate science programs. 

6.4.2 Recommendations for Practice 

The recommendations arising from this study all focus on facilitating connection 

and effective communication.  
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Communication of Expectations 

Purpose 

Setting appropriate expectations for changes that will occur in the second year 

and indicating how these will ultimately benefit students’ autonomy, self-efficacy 

and learning outcomes is vital. Ensuring that these expectations are also 

aligned with what students perceive to be valuable, coupled with data-driven 

evidence of what can be effective, is also an important purpose. This should 

include aspects of both curriculum and non-curriculum experience. Practically 

this should include the regular direction of students to strategies that support 

student skill development around learning to learn, time management and 

wellbeing aspects. 

Timing 

It is important to commence the setting of expectations regarding second year 

early and continue it throughout a student’s second-year of academic program 

learning journey. To positively impact second-year lived experience, 

communications would ideally begin towards the end of the first year of 

academic program. This should then be reinforced and reiterated by associated 

academic staff particularly at the commencement of each teaching semester 

and more so in first semester courses. 

Staff Impact 

Academic and professional staff at the coal face of higher education (direct 

interaction with students) are critical to the experience of second-year academic 

programs. These staff are the ones who can set appropriate expectations of the 

curriculum, assessment and holistic second-year experiences. At this point in a 

student’s progression through their degree program, professional relationships 
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with academic staff should be fostered due to the impactful nature these 

relationships can have on the student’s lived experience of their science 

program. In addition, this point of contact provides an opportunity for staff to 

provide redirection to alternative support opportunities and complementary 

activities along with cultivating a growth mindset. 

Academic and professional staff need to have the skills, capacity and autonomy 

to design and develop curricular and non-curriculum activities. Creating, 

providing direction, or implementing any opportunity for strategic bundling of 

identified contributors to positive lived experience for second-year students is 

likely to have a high impact. This is especially the case where strategies relate 

to career exploration, building connections (both within and outside program 

content) or enhanced academic outcomes. Within-curriculum examples might 

include group case study assessments that apply critical thinking and building 

connections with peers, critical industry skill development such as laboratory 

technical capacity in conjunction with how it could be applied in the future or 

highlighting how content is real-world relevant at every opportunity. Assessment 

is a key area where there is opportunity to make a difference to lived experience 

of this cohort. The spiral nature of science curricula means that it is important 

that assessment ensures students have demonstrably mastered threshold 

concepts prior to progressing to subsequent levels of complexity. This will 

support student self-efficacy, academic success and progression through their 

program of study.  

Outside of curriculum, bundling should focus on activities students’ value. In 

particular, this should involve activities that combine career exploration 

opportunities and time spent with peers that can be undertaken both 
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synchronously and asynchronously, in-person and remotely, to promote flexible 

participation. This supports a developing sense of purpose while providing 

connection opportunities. Examples might include supporting the formation of 

casual study groups or opportunities to speak with alumni about their career 

progression postgraduation. 

Other examples of this could be through embedding recognised best practices 

for group work, creating safe and open small group learning environments that 

provide opportunity to share learnings with peers or assessment that scaffolds 

towards autonomy while concurrently highlighting evidence that supports self-

efficacy. 

It is important to contextualise these recommendations, remembering that “No 

single program or well-crafted policy can increase educational success to the 

level that is required. It will take a systemic solution, the coordinated efforts of 

many educators and educational services, all focused on student success” 

(Kinzie, 2012, p. xxiv). 

6.4.3 Implications for Further Research 

Based on the findings of this study, there exists both future opportunities to 

practically enhance the lived experience of second-year undergraduate science 

respondents and to further explore the impact of second-year experiences. 

Given the similarities between the findings for this cohort and previous studies 

there is potential for transference of some ideas. Further opportunities include 

the shaping of practice, pedagogy, policy and research to maximise student 

learning outcomes, academic success and beneficial lived experience. 
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In a practical sense this includes strategies involving both students and 

academic staff, such as the development of inclusive activities that support a 

continued sense of belonging, facilitated further connectedness, and create a 

“relentless welcome” (Felten & Lambert, 2020) so that respondents do not feel 

they are lost, forgotten or invisible. Combined with this approach is the need to 

effectively reframe the academic mindset and set expectations about all aspects 

of student experience. 

The transition through undergraduate programs, from the end of first academic 

year to the beginning of the second, provides opportunity to develop effective 

programs to support student experience. This is an opportune time for 

academic staff to facilitate resetting appropriate expectations of how second 

year will be different to first year in several aspects. This is particularly with 

regards to curriculum escalation, assessment standard and frequency, the level 

of autonomous learning and the support mechanisms that will be available. 

These opportunities may include explicit identification of alternate forms of 

support mechanisms and the anticipated development of autonomous learning 

and self-efficacy built on capabilities. In addition, they may include provisioning 

opportunities for connection through co-curricular activities and career 

development events. Thus, it will be important to develop academic staff 

awareness and capacities to effectively communicate and support this transition 

through the second year. In addition to connectedness, there should be a focus 

on supporting the development of effective time management strategies to help 

students cope with the escalation of curriculum and assessment, while 

continuing engagement with non-curriculum activities that further build self-

efficacy, capabilities and social connection. Together these strategies are likely 
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to contribute to supporting student wellbeing and creating a positive lived 

experience of the second academic year of program. 

When it comes to the second academic year of science programs, it was 

evident that specific communication regarding expectations of undertaking 

coursework and effective assessment clarity enhanced the lived experience. 

This study also suggests that for science respondents the flipped classroom 

approach may serve to support some timetable challenges allowing more 

flexible study environments. Coupled with this approach is the inclusion of more 

peer learning time. 

This study provides a foundation for our understanding regarding the second-

year experience in Australia in the sciences discipline and opens the possibility 

for numerous future investigations. This study focused on programs that were 

primarily offered in a face-to-face modality. Yet higher education trends appear 

to be shifting more towards digital interface delivery. Given how critical 

connectedness and time management skills were on affecting second-year 

experience and how challenging these can both be in a digital context, this 

would be an excellent area for future investigation. In addition, further research 

on the transitions between academic years would be of value. This study has 

focused on the sciences discipline. It would be of value to determine parallels 

and unique elements in other disciplines. 

6.5 Conclusions 

The call for a better understanding of second-year undergraduate experiences 

is founded on the lack of research in this field coupled with the awareness that 

second-year experiences were influenced differently to those in first or final 
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years. In addition, some areas of second-year experience have been 

associated with the development of the phenomenon known as sophomore 

slump that leads to a less than ideal lived experience and places respondents at 

risk of attrition. The aspects most associated with this phenomenon are 

disconnection, lack of purpose and dissatisfaction with academic lived 

experience. This current study of second-year science students identified 

several influential aspects to the lived experience that resonate with the 

sophomore slump challenges that could be addressed in the future. While the 

scope of this study did not encompass formal academic outcomes or retention 

rates there were several factors identified that would place students at risk of 

experiencing slump. 

In the literature there is a common focus towards exploration of the social and 

personal aspects with limited investigation of academic factors, with the 

exception of contribution to attrition. Therefore, this study filled a gap in our 

understanding of what the academic experiences of program were and how 

these may or may not have contributed to the student lived experience in 

conjunction with non-academic factors.  

The findings of this study indicate that many respondents at the commencement 

of their second academic year science program demonstrated an appropriate 

understanding of the curriculum and assessment escalation but in hindsight 

they had not internalised these expectations and subsequently their lived 

experience of the year differed from these. For this study there were three major 

factors that framed the second-year lived experience. Two of these were 

student-associated factors, their wellbeing and their ability to balance priorities, 

that contributed to their experience of the third factor being the university-
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controlled planned curriculum within science programs of study. The interplay of 

these three factors resulted in an overall level of positive, academically 

successful lived experience. These findings both support and add to our 

understanding of the notion that mindset, approach and support are the core 

concepts that enhance student success and wellbeing during their transition 

through second year. 

While this study has been framed with reference to science discipline 

undergraduates in Australia, there were several commonalities with other 

cohorts that their lived experience reflects. In the American system second 

years (sophomores) have some specific challenges not particularly observed in 

this study’s population, particularly around sense of purpose aligned with career 

and the impact of major selection. Yet similarly, the impact of student level of 

autonomy, self-efficacy and academic capability were also found to greatly 

contribute to the lived experience.  

Overall, this study has contributed significantly to our understanding of the lived 

experience of second academic year of science undergraduate programs of 

study at an Australian university. 

Second year of an academic science program of study is the crucible year. The 

combination of appropriate student expectations, student-valued effective 

curriculum, prioritisation skills and wellbeing are central to how this year can 

transform and fundamentally facilitate effective connections between second-

year science students, academic and professional staff, peers, career 

prospects. This combination can lead to a ‘solid gold’ lived experience. 
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Appendix A: Pilot Study 

Overview of Methodology 

The pilot study tested the two surveys for use in the main study; Survey 1: 

Expectations Survey and Survey 2: Reflections Survey, to adopt process, 

resources, management, and outcomes as recommended by (Thabane et al., 

2010; Van Teijlingen & Hundley, 2002; van Teijlingen & Hundley, 2004). Prior to 

the implementation of the pilot surveys, a pre-test of the questions was 

conducted by the supervisory team to evaluate the format and clarity of the 

questions. Removal of bias, possible leading questions and those deemed non-

pertinent were also undertaken.  

Survey 1 was administered prior to the beginning of semester 2, 2015 and 

respondents were asked to answer the instrument retrospectively. Survey 2 was 

trialled following grade release of semester 2, 2015 as it would be in the main 

data collection period. This survey was subsequently administered both midyear 

and EOY where the only changes to the instrument was to reflect these time 

points. 

Testing of the two pilot surveys enabled the review of the implementation 

methodologies associated with technology, timings, communication and 

recruitment. The surveys were also reviewed to determine the reliability of the 

responses to provide a level of confidence that the language and phrasing were 

not open to misinterpretation and addressed the research questions effectively.  

The specific pilot study methodology was congruent with the methods outlined 

in Chapter 3.  
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Learnings About the Survey Instruments 

Given that both surveys had been developed from collated sources, the primary 

objectives of the pilot study were to evaluate the implementation of the surveys 

and to evaluate their suitability to effectively address the research questions.  

Implementation Timing 

Low response rates were of concern to gather statistically significant data for 

quantitative evaluation. On appraisal, additional strategies implemented to 

increase participation in main data collection period. This included slight 

modifications to email invitations and changes to email tag lines. 

The timing of responses to the Survey 2 was modified to a time when 

respondents remained actively monitoring email accounts. For between 

semesters, this was in the three-week lead-in period to beginning 

semester/trimester two. For the end of the year this was prior to respondents 

departing for summer break. 

Additional strategies considered for application in the main study included 

frequent reminders of the survey completion emailed to eligible respondents, 

use of more specific email subject headers, a more personal invitation language 

and the conceivable benefits of completing the survey. For example, original 

email headers were changed from “The lived experience of second-year 

science academic program respondents at Griffith University (GU Ethics 

Reference No: EDN/B3/14/HREC)” to “Your chance to reflect on and share your 

experiences this year” and for the final reminder “Last chance to share your 

expectations on the 2nd Year Student Experience Closing Sat 22/4/17”. These 
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modifications made the invitation more personal and quickly indicated final time 

frames for response. 

The low participation rate in the pilot study meant that statistical quantification of 

Likert data was inconsequential, and no analysis was conducted. 

Initially the intention had been to conduct a Cronbach’s alpha analysis for 

internal consistency of the surveys. For example, question 16 and question 19 

of the Survey 2 asked whether feedback on draft assessment was/was not 

sought, respectively. However, given response numbers, the validity of such an 

analysis was unlikely and questions that were designed as converse questions 

variants for individual concepts pertaining to this metric were subsequently 

removed for simplification and shortening of response times. 

Language Use 

In several questions the language of the surveys was revised, and the question 

format modified so as not to be leading. For example, the question “To what 

extent did (x) have a positive impact on learning” rather than “What was the 

positive impact on learning…”. 

For other questions, simplification of language also occurred. For example, 

Question 34 initially included a table where all responses were relative to 

expectations associated with paid work and a sub-question then being “How 

many hours per week on average during semester do you expect to participate 

in volunteer work?”. For the main study, it was altered to “I expect to participate 

in (Xhrs) of volunteer work per week during semester?”. 
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Question Variety 

The pilot study also demonstrated that there were some questions where the 

focus was too broad and did not assist in exploring the research questions in a 

relevant manner. For example, Question 14 “How often did your lifestyle enable 

you to attain sufficient rest in your first academic year of degree program?” On 

consideration, the word ‘lifestyle’ was a confounding descriptor with too broad a 

context. The question was reframed to ask, “How often did your academic 

commitments enable you to attain sufficient rest in your first academic year of 

degree program?” thus returning the question focus to the impact of academic 

pursuits on gaining rest rather than the variety of other choices a student may 

have made that possibly impacted on the same experience but was out of 

research question scope. 

Questions seeking self-reported GPA were initially included. The rationale had 

been associated with previous studies and surveys, used to inform this study, 

that had utilised them to link student experience with academic outcomes (Gohn 

et al., 2001; Graunke & Woosley, 2005; Pullins, 2011; Quinlivan, 2010; Vuong 

et al., 2010) 

However, the self-reporting GPA questions in Survey 1 including Question 8 

“What was your cumulative GPA at the end of 1st year?” and Question 24 “How 

different to 1st year do you expect your GPA to be by mid-year?” were 

subsequently removed. In the Survey 2 tool, Question 13 “My grades reflected 

how I had expected to go by the end of the semester” and Question 14 “The 

impact of 2nd year course grades on my cumulative GPA was:” were modified to 

gather information relative to expectations associated with grade outcomes in 

comparison to the start and finish of the semester/year. For example, “My 
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grades reflected how I had expected to go by the end of the semester.” The 

rationale behind these changes were two-fold. Firstly, the original Question 8 

and 24 did not add value to the dialogue around student lived experience. 

Secondly, a lack of reliability and credibility was associated with self-reported 

values (Kuncel, Credé, & Thomas, 2005). Previous application of this measure 

had been reported to be dependent on discipline and level of education 

suggesting GPA to be an unreliable proxy for actual academic outcomes. 

For a small number of Likert questions additional options were included in the 

main study that were not initially included in the pilot study. These additional 

options included supplementation with more types of preparatory activities 

undertaken such as laboratories, workshops/tutorials, textbook readings 

(Appendix B Survey 1: Expectations Survey) and forms of assessment such as 

exams and formative assessment.  

There were a series of questions where the context for specific Likert responses 

could have clarified the respondents’ lived experience but there was no 

opportunity afforded the respondents and thus the prospective inferences of the 

finding could have been compromised. In the main study, the surveys were 

modified to include open response questions to effectively capture this context. 

For example, Question 30 of the Expectations Pilot Survey (Appendix A) asked 

“How much academic support do you expect to be provided to you?” 

Respondents indicated the degree of support expected on the Likert scale. 

There was also data collected relative to whom respondents believed should be 

providing support and a comparison relative to first year. However, there was no 

capacity to unpack the nature of support and whether higher expectations of 

support were associated with respondents who had accessed more support 
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previously. The inclusion of open response boxes in addition to these questions 

in the main study allowed for further contextualisation around support. Another 

example of this addition was in Question 45 which initially read “How often do 

you expect your lifestyle to enable you to attain sufficient rest in your second 

academic year of degree program?” This was subsequently changed to become 

Question 47 “I expect to attain sufficient rest in the 2nd year of my degree 

program.” An open response box was also added to allow respondents to 

contextualise the Likert select such as never, occasionally or sometimes. 

In the pilot expectations study, very few respondents included any overall 

commentary associated with their experiences at the end of the instruments. 

The inclusion of additional, more specific open response questions both 

throughout the instrument and at the end afforded additional opportunity for 

respondents to articulate their lived experience. This also enabled a richer data 

collection to occur. The single summary text box for comment on “Are there any 

other comments that you would like to make in reference to your expectations of 

the 2nd academic year of your degree program?” was broadened to include 

open responses associated with positive and impacts to learning experiences, 

suggestions to improve academic learning experiences, future career direction 

and reference to extracurricular activities hosted by the schools involved in the 

study such as second-year orientation and career events. 

Discussion 

From the pilot several considerations regarding effective tool application were 

identified as described. This led to the refinement of the survey language in 

some instances, simplification of a few questions to reframe in a more personal 

context and the removal of questions that did not reliably value-add to the 
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findings of the study or positively contribute towards the understanding of the 

lived experience. In addition, the tools used in the main study introduced an 

opportunity for second-year science respondents to provide context to several 

question and richer qualitative data through open responses was included. With 

regards to recruitment strategy, email headers were more personalised, and the 

implementation methodology subsequently included additional completion 

reminders.  
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Appendix B: Survey 1: Expectations Survey Instrument 

Second-year Survey 1: Expectations Survey 
PRIVACY CODE GENERATION 
 

To create your own code please combine the following: 

1. The first two initials of your high school’s name 
2. The day of the month you were born in (please use two digits) 
3. The last letter of your mothers’ maiden name 
4. The last two digits of your telephone number  

For example: 

1. Macgregor State High School – MS 
2. 9th of May – 09 
3. Kelty - TY 
4. 32168372 – 72 

So, my unique code would be MS09TY72 

 
 
 
GENERAL INFORMATION 

 

Program of Enrolment (please select one) 

• Bachelor of Science 
o Please indicate your major (please select one or more) 

▪ Applied Maths 
▪ Biochemistry & Molecular Biology 
▪ Chemistry 
▪ Clinical sciences 
▪ Microbiology 
▪ Physics 
▪ Aquatic Ecosystems 
▪ Bioinformatics 
▪ Computational Science 
▪ Environmental Science 
▪ Wildlife Biology 
▪ Marine Biology 

• Bachelor of Biomedical Science 

• Bachelor of Medical Science 

• Bachelor of Forensic Science 
o Please indicate your major (please select one) 

▪ Chemistry 
▪ Molecular Biology 

• Other (please specify) 
 

Unique Code: 
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Main Campus: 

• Campus A 

• Campus B 
 

 

How many years have you been enrolled in a degree program at Griffith 
University? 

• 0 

• 1 

• 2 

• 3 

• 4 

• >4 
 

Do you like the degree program you are currently enrolled in? 

• Yes 

• No 

• Undecided 

ACADEMIC HISTORY 

For the purposes of this study the first year of academic study is defined as the 
equivalent of having completed 80CP of course work of full time. 

How many academic credit points did you successfully complete in your first 
year of academic study in this program? 

• 50 CP 

• 60 CP 

• 70 CP 

• 80 CP 

• 90 CP 

• 100 CP 

How many academic credit points are you enrolled in for Semester 1, 2016? 

• 20 CP 

• 30 CP 

• 40 CP 

• 50 CP 

Which of the following activities did you access in your first year? 

• PASS (Peer Assisted Study Support) 
o If yes which subject(s) 

• Peer Mentor sessions 

• Private tutor 

• Self-organised study group 

• Online study support 



 

Page | 363  

The lived experience of second-year science academic programs of study students at a public Australian university. 

• Library Student Services (for academic, computing and library 
research skills) 

o Library Workshops 
o Library self-help resources 
o Study Smart 
o Information literacy services 

• First Year Co-ordinator 

• Student Success Advisor 

• Facebook 

• Help from students in your degree program/courses 

• Help from students in higher year levels 

• Counselling & Welfare 

• Student Enrolment Office 

• Other 

• None 
 

What was your cumulative GPA at the end of 1st year? 

• <4 

• 4 

• Between 4-5 

• 5 

• Between 5-6 

• 6 

• Between 6-7 

• 7 

How many courses have you dropped or withdrawn from since enrolling in your 
degree program? 

• None 

• 1 

• 2-3 

• 4-5 

• 6 or more 
 

In how many courses have you received a grade below a 4 since enrolling in 
your degree program? 

• None 

• 1 

• 2-3 

• 4-5 

• 6 or more 

 

 

LIFESTYLE HISTORY 
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What was your accommodation situation during your first academic year of 
degree program? 

• On campus catered 

• On campus self-catered 

• Off campus with family 

• Off campus without family 

What was your most regular mode of transport to attend university in your first 
academic year of degree program? 

• Walk 

• Pushbike 

• Motorcycle/scooter 

• Bus 

• Train 

• Car 

How much did you spend commuting to university on average per week of 
teaching semester in your first academic year of degree program? 
0, <5hrs, 5-7hrs, 7-10hrs, >10hrs 

 
How often did you lifestyle enable you to attain sufficient rest in your first 
academic year of degree program? 

• Never, occasionally, often, frequently, almost always 
 

EXPECTATIONS OF SECOND ACADEMIC YEAR OF DEGREE 
PROGRAM 
 
ACADEMIC EXPECTATIONS  
 

Do you intend to attend most lectures?     Scale 
1=none 5=all 

Do you expect to complete non-assessable activities?   Scale 
1=none 5=all 

How challenging do you expect your 2nd year courses to be?  >< 1st year 
Scale 1=easy 5=difficult 

How engaging do you expect your lectures to be?   >< 1st year 
Scale 1=easy 5=difficult 

How engaging do you expect your workshops/tutorials to be?  >< 
1st year Scale 1=easy 5=difficult 

How engaging do you expect your laboratories to be?   >< 1st year 
Scale 1=easy 5=difficult 

How difficult do you expect assignments to be?     >< 1st year 
Scale 1=easy 5=difficult 
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How difficult do you expect final exam items to be?   >< 1st year 
Scale 1=easy 5=difficult 

How challenging do you expect course content to be?   >< 1st year 
Scale 1=easy 5=difficult 

How different to 1st year do expect your GPA to be by mid-year?  
 Scale 1=much lower 5=much higher 

How different to 1st year do expect your GPA to be by end of 2nd year? 
 Scale 1=much lower 5=much higher 

Are you aware of how you best learn academic materials?  Scale 1=not 
at all 5=very aware 

I expect to experience assessment fatigue    Scale 
1=strongly disagree 5=strongly agree 

I expect assessment to be evenly spread across semester  Scale 
1=strongly disagree 5=strongly agree 

I expect course materials to be more difficult    Scale 
1=strongly disagree 5=strongly agree 

I expect assessment items to be more challenging   Scale 
1=strongly disagree 5=strongly agree 

 

How much academic support do you expect to be available to you?  >< 1st year  

What type of resources do you expect to utilise to complete course work? 

• Online materials 

• Formative assessment items such as non-graded quizzes 

• Textbook 

• Lecture slides 

• Study guide 

• Own lecture notes 

• Lecture capture recordings 

• Alternative information sources 

• Creation of concept maps 

• Creation of glossary of terms 

• Other 

What type of learning support services do you expect to utilise this year? 

• PASS (Peer Assisted Study Support) 
o If yes which subject(s) 

• Peer Mentor sessions 

• Private tutor 

• Self-organised study group 

• Online study support 

• Library Student Services (for academic, computing and library 
research skills) 

o Library Workshops 
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o Library self-help resources 
o Study Smart 
o Information literacy services 

• First Year Advisor 

• Facebook 

• Help from students in higher year levels 

• Counselling & Welfare 

• Student Enrolment Office 

• Other 

• None 

 
Do you expect to successfully complete your second-year of degree program 
courses this year? Y/N 
 
 
LIFESTYLE EXPECTATIONS 
 
Do you expect you will HAVE to work? 

If yes, then how many hours per week on average during semester? 
>5 5-10, 11-15, 16-20, 21-25 >25 
 

Do you expect you WILL work? 
If yes, then how many hours per week on average during semester? 
>5 5-10, 11-15, 16-20, 21-25 >25 
 

Do you expect to participate in volunteer work this year? 
 If yes, then how many hours per week on average during semester? 
 1, 2, 3, 4, 5, 6, 7, 8, 9, 10 
 
How much do you expect that family responsibilities (such as a carer role) will 
impact your ability to complete academic work this year? 
 Scale 1=none 5=significantly 
 
Do you expect your social life to change much? 
 If yes, then please indicate how. 
 
How much do you expect to utilise Griffith University student services? 
Scale 1=never 5=frequently 
 
How flexible do you expect your timetable to be? Scale 1=not at all 5=very 
 
What is your expected accommodation situation during this year? 

• On campus catered 

• On campus self-catered 

• Off campus with family 

• Off campus without family 

What do you expect your most regular mode of transport to attend university? 

• Walk 
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• Pushbike 

• Motorcycle/scooter 

• Bus 

• Train 

• Car 

How much time do you expect to spend commuting to university on average per 
week of teaching semester? 
0, <5hrs, 5-7hrs, 7-10hrs, >10hrs 
 
On average, how many hours per week do you expect to spend on the following 
activities: 
None, <1, 1-5, 6-10, 11-15, 16-20, >20 

• Attending scheduled university classes 

• Studying for courses 

• Online social networking, 

• Playing internet/phone/video/computer games 

• Watching television 

• Hanging out with friends 

• Volunteering in the community 

• Playing sport 

• Participating in a club/organisation 

• Sleeping 

• Other activities 

 

How often do you expect your lifestyle to enable you to attain sufficient rest in 
your second academic year of degree program? 

• Never, occasionally, often, frequently, almost always 

 
Are there any other comments that you would like to make in reference to your 
expectations of the 2nd academic year of your degree program? (Have you 
heard rumours about 2nd year?) 
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Appendix C: Hard Copy Survey 1: Expectations Survey 

Instrument 
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Appendix D: Online Survey 2: Reflections Survey 

Instrument 

Second-year Experience Reflection Survey 
Q0 PRIVACY CODE GENERATION 
 

To create your own code please combine the following: 

5. The first two initials of your high school’s name 
6. The day of the month you were born in (please use two digits) 
7. The last letter of your mothers’ maiden name 
8. The last two digits of your telephone number  

For example: 

5. Macgregor State High School – MS 
6. 9th of May – 09 
7. Kelty - TY 
8. 32168372 – 72 

So my unique code would be MS09TY72 

 

 
GENERAL INFORMATION 

 

Q1 Program of Enrolment (please select one) 

• Bachelor of Science 
o Q1a Please indicate your major (please select one or more) 

▪ Applied Maths 
▪ Biochemistry & Molecular Biology 
▪ Chemistry 
▪ Clinical sciences 
▪ Microbiology 
▪ Physics 
▪ Aquatic Ecosystems 
▪ Bioinformatics 
▪ Computational Science 
▪ Environmental Science 
▪ Wildlife Biology 
▪ Marine Biology 

• Bachelor of Biomedical Science 

• Bachelor of Medical Science 

• Bachelor of Forensic Science 
o Q1b Please indicate your major (please select one) 

▪ Chemistry 
▪ Molecular Biology 

Unique Code: 
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• Other (please specify) 
 

Q2 Main Campus: 

• Campus A 

• Campus B 
 

 

Q3 How many years have you been enrolled in a degree program at Griffith 
University? 

• 0 

• 1 

• 2 

• 3 

• 4 

• >4 

Q4 Do you like the degree program you are currently enrolled in? 

• Yes 

• No 

• Undecided 

Q5 How many academic credit points are you enrolled in for Semester 1, 2016? 

• 20 CP 

• 30 CP 

• 40 CP 

• 50 CP 

 

Content Load 

• Q6 q8 I under/overestimated the quantity of content in 2nd year  
o Scale Almost always, often, sometimes, seldom, never  

• Q7 q9 I under/overestimated the difficulty of content in 2nd year 
o Scale Almost always, often, sometimes, seldom, never  

 
 

Course Materials 

• Q10 How regularly (Multiple times/day, Daily, Weekly, Monthly, never + 
N/A option) did you utilise the following: 

o Online materials 
o Formative assessment tasks e.g. non-graded quiz 
o Textbook 
o Lecture slides 
o Mini video lectorials  
o Took lecture notes 
o Used lecture capture recordings 
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o Used alternative information sources 
o Created mind maps (concept maps) of content concepts 
o Created a glossary of terms 
o Other (please specify activity) 

 

Assessment load 

• Q11 Impressions of course workload (Benefit +ve/-ve plusLikert Scale 
1=strongly disagree 5=strongly agree plus a not applicable) 

Aspect of course 
workload 

Benefit Scale of Impact 

Too much 

 

+ve/-ve 1-5 

Too little 

 

  

Clustered for multiple 
courses 

 

  

spread across 
semester 

 

  

Continual assessment 

 

  

Highly weighted items 

 

 
 

 

• Q 12 My expectations of the assessment load were reasonable.  
Scale 1=strongly disagree 5=strongly agree 

Assessment Outcomes 

• Q13 Did you grades reflect how well you expected to go at start of 
semester? 

o Scale 1=strongly disagree 5=strongly agree 

• Q14 Did your cumulative GPA change this semester? Increase (a lot or 
little) /decrease Increase (a lot or little) /remain same/don’t know 

• Q15 Were you happy with your academic outcome for the semester?  
o Scale 1=strongly disagree 5=strongly agree 

• Q16 I did/ q19 I did not seek feedback from academic staff on draft 
assessment. 

o Scale 1=never 5=always 

• Q17I did/q20 I did not seek feedback on final assessment items 
o Scale 1=never 5=always 

• Q18 Assessment relied heavily on memorisation and not comprehension. 
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o Scale 1=Hardly ever, not very often, somewhat often, often, very 
often 

• Q21 For each item: how much do you think each of the following +/- 
impacted on your ability to be successful and to what extent e.g., 
inappropriate expectations, work, family, health, social life, prior 
knowledge, assessment item clarity, understanding what is required. 

o Scale 1=never 5=always 
o Unrealistic expectations about workload 
o Unrealistic expectations about assessment 
o Understanding of what was required for assessment 
o Assessment item clarity 
o Prior content knowledge requirements 
o Understanding the link between course content and future 

occupation 
o Knowing what I want to do with this degree 
o Helpfulness of academic staff 
o Helpfulness of student services 
o Work commitments 
o Family commitments 
o Volunteering commitments 
o Health challenges 
o Personal life challenges 
o Emotional challenges 
o Social life 

 

Prior Knowledge/understanding 

• Q22 How much of first year knowledge do you think you retained? 
o Scale 1=none 5=all 

• Q23 The knowledge I retained from first year was helpful and sufficient/q 
29 insufficient 

o Scale 1=SA 5=D 

• I had gaps in my retained knowledge that did/did not affect my ability to 
complete 2nd year courses. 

o Scale 1=strongly disagree 5=strongly agree 

• Learning complementary course content simultaneously for different 
subjects had a positive/negative impact. 

o Scale 1=strongly disagree 5=strongly agree 

• I did/did not need to revise much of first year to understand 2nd year. 
o Scale 1=strongly disagree 5=strongly agree 

• I did/did not revise much of first year course materials to help understand 
2nd year courses. 

• A pass grade in 1st year did/did not help pass 2nd year. 
o Scale 1=strongly disagree 5=strongly agree 

 

All these questions combined into one with SA-SD scale. 

The knowledge I retained from 1st year courses was helpful and sufficient. 
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I had gaps in my retained knowledge that did affect my ability to complete 2nd 
year courses. 

Learning complementary course content simultaneously for different subjects 
had a positive impact on my academic outcomes this semester. 

I needed to revise much of 1st year course work to understand 2nd year course 
work. 

I completed revision of 1st year course work to help understand 2nd year 
course work. 

A pass grade in 1st year courses did help me to pass 2nd year courses. 

The knowledge I retained from 1st year courses was not helpful or sufficient. 

I had gaps in my retained knowledge that did not affect my ability to complete 
2nd year courses. 

Learning complementary course content simultaneously for different subjects 
had a negative impact on my academic outcomes this semester. 

I did not need to revise much of 1st year course work to understand 2nd year 
course work. 

I completed revision of 1st year course work to help understand 2nd year 
course work. 

A pass grade in 1st year courses did not help me to pass 2nd year courses. 

Teachers/tutors 

Q24 All questions Likert scale 1=strongly disagree 5=strongly agree 

Please indicate to what extent you agree with the following statements: 

• Did/did not genuinely appeared to care about me 

• Did/did not genuinely appear to care about my academic progress 

• Were/were not available outside of class time to help me with academic 
issues 

• Did/did not clearly explained concepts for me 

• Did/did not clearly explain assessment expectations for me 

• Did/did not clearly explain course design and purpose 

• Did/did not explicitly set expectations of course participation 

Study Skills/Habits 

Q25 All questions Likert scale 1=strongly disagree 5=strongly agree 

Please indicate to what extent you agree with the following statements: 

• I am aware of how best I learn materials 

• I revised throughout semester 

• I worked with a study group that was helpful 

• I was part of a learning community (online/f2f) 

• I made lots of notes 

• I used the prescribed textbook 

• I used additional learning resources other than lecture slides 
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• I spent two weeks revising for final assessment 

• I revised work continuously throughout semester 

• I developed glossaries  

• I regularly participated in class discussions 

• I discussed course materials with someone else 

• I sleep well during semester 

• I eat well during semester 

• I get regular exercise 
 

Support Services for academic work 

Q26 All questions Likert scale 1=never 5=always 

Please indicate to what extent you agree with the following statements: 

• I did/did not seek tutoring. 

• I did/did not access the Learning Advisors. 

• I did/did not use the library workshops in person. 

• I did/did not use the library online resources. 

• Library resources were/were not appropriate for my needs. 

• I did/did not seek assistance from course convenors. 

• I did/did not seek assistance from my program convenor. 

• I did/did not seek feedback from academic staff on my progress in 
general. 

• I was/was not able to access information technology resources when I 
needed to. 

• In hindsight, it would/would not have been beneficial for me to seek 
additional academic support this year. 

• In hindsight, it would/would not have been beneficial for me to seek 
additional non-academic support this year. 

Q27 Academic Skill Development 

All questions Likert scale 1=strongly disagree 5=strongly agree 

Please indicate to what extent you agree with the following statements: 

• Courses did/did not develop my ability to work as a team member 

• Courses did/did not improve my analytic skills 

• Courses did/did not help develop my problem solving skills 

• Courses did/did not helped me learn how to address unfamiliar problems 

• Courses did/did not help develop my ability to plan my own work 

Q28 Time management 

Please indicate to what extent you agree with the following statements: 

questions Likert scale 1=never 5=always 

• I did/did not use my class timetable 

• I did/did not use a calendar to map out assessment 

• I did/did not use a calendar to keep track of all my activities 

• I did/did not set study goals 

• I did/did not stuck mostly to my study goals 



 

Page | 376  

The lived experience of second-year science academic programs of study students at a public Australian university. 

• I did/did not find it difficult to balance work/study/life 

Q29 Timetabling 

All questions Likert scale 1=strongly disagree 5=strongly agree 

Please indicate to what extent you agree with the following statements: 

• My timetable did/did not impact my attendance at all f2f scheduled 
classes 

• If I attended all scheduled sessions, my timetable did/did not prohibited 
me from working 

• My timetable did/did not impact my lifestyle 

Q30 Potential Impact of External Influences 

Responses +/- plus Likert scale 1=never 5=always 

• Did any of the following positively/adversely affect your academic 
learning experience and to what extent  

o Work 
o Friends 
o Personal relationships 
o Family life 
o Social activities 
o Technology associated activities 
o Campus resources e.g. classrooms, library, computer labs 
o Campus life e.g. parking, organisations, food options, services 
o Interactions with academic staff outside of teaching environments 
o Other (please specify) 
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Appendix E: Hard Copy Survey 2: Reflections Survey 

Instrument 

 Reflections on Second-year Student Experiences Wk 12 Tri 2, 2017 

We would appreciate 5 minutes of your time to provide some feedback on your 
experiences during the second academic year of your degree program. 

Privacy code: To create your own anonymous code please combine the 
following: 

1. The first two initials of your high school’s name 
2. The day of the month you were born in (please use two digits) 
3. The last two letter of your mothers’ maiden name 
4. The last two digits of your telephone number  

For example: 

1. Macgregor State High School – MS 
2. 9th of May – 09 
3. Kelty - TY 
4. 32168372 – 72  

So my unique example code would be MS09TY72 
 

Program of Enrolment Program Major (if you have one) 

 
 

 

1. What were your experiences of the second academic year of your 

program? 

(e.g. you might consider course content, course workloads, 

assessment, academic support, university support services, 

relationships (professional etc) socially, personally) 

2. What aspects of your second-year had a positive effect on your 

experiences? 

 

3. What aspects of your second-year had a negative effect on your 

experiences? 

 

4. How have your expectations of studying this program changed over this 

year? 

My Unique Anonymous Code: 
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Appendix F: Ethical Approval Documentation 

Ethics Information Package 

The lived experience of a second-year science academic 

program student at Griffith University 

 

INFORMATION SHEET 

 

Who is conducting the research? 

 

Ms Sarah-Jane Gregory 

 

 School of Education and Professional Studies (PhD Candidate) 

 School of Natural Sciences  

Phone: 37357430/ Office location: N34 Rm 2.20A 

 Mail: School of Natural Sciences (N34) 

 Campus A, Griffith University 

170 Kessels Rd, NATHAN, QLD, Australia, 4111 

 

Prof Wendy Loughlin 

 

 School of Natural Science 

 Phone: 37357567/ Office location: N44 Rm 3.21 

 Mail: School of Natural Sciences (N44) 

 Campus A, Griffith University 

170 Kessels Rd, NATHAN, QLD, Australia, 4111 

 

A/Prof Christopher Klopper 
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School of Education and Professional Studies and Griffith University  

Phone: 55529103 / Office location: G30 Rm 3.16 

Mail: School of Education and Professional Studies (G30) 

Campus B Griffith University 

Parklands Drive 

GOLD COAST QLD 4122 

 

 

Why is the research being conducted? 

  

The School of Education and Professional Studies (EPS) is committed to developing 

pathways that are mutually beneficial locally, nationally, and internationally. This project 

seeks to explore the area of second-year student experience within Australian science 

degree programs. The aim of this project is to establish the degree to which a variety of 

different factors (both extrinsic and intrinsic in nature) influence how a student 

experiences the second-year of science-based bachelor degree programs. To date 

while considerable mileage has been gained in the first year experience space and 

also to some extent final years, here has been little exploration of student experiences 

within the second-year and yet this is a critical component of a student’s holistic 

experience of undergraduate programs. 

What you will be asked to do 

  

Each student participant will be invited to complete one or more research activities at three 
intervals during the second-year of their academic program. Once in week 5 (following 
census date), once following the release of first semester exam results and once following 
the release of end of semester two exam results. The expected time commitment would be 
approximately 4-5hrs over the entire year to participate in all research components. 

This data collection pattern will be conducted for the years 2016 and 2017. 

 

The expected benefits of the research 

  

The intended outcomes of the project and therefore evaluation of the study program 

aims to: 
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a) Establish a baseline of science student expectations of academic program 
study requirements and whether these fall in alignment with academic staff 
expectations of student performance in their second-year of academic program 
study 

b) To identify the types of extrinsic and intrinsic factors that may influence a 
student’s overall experience of their academic program of study 

c) Determine what specific academically related elements of second-year science 
programs influence the holistic student experience 

d) Identify potential avenues where directed support may be provided in the future 
to enhance positive student academic experiences. 

Risks to you 

  

There are no risks associated with being involved with this research project.  

 

Your confidentiality 

  

All data collected within this research will tagged with a unique individually 
developed code prior to being passed to the primary researcher to ensure 
anonymity. Storage of digital data will be in two places. Identifiable materials 
such as those collected from focus group recordings and the corresponding 
identification key will be kept by the independent research assistant in a 
password protected folder on Griffith University share drive. Any identifiable 
hardcopy data will be stored in a locked filing cabinet in the research assistant’s 
locked office. At no time during this project will the primary researcher have 
access to these files and they will be destroyed 3 years after the completion of 
the project. De-identified materials will be kept in a password protected folder 
on the Griffith University share drive. Any de-identified hardcopy data will be 
stored in a locked filing cabinet in the researcher’s locked office (N34 2.20A). 
These will be maintained for reporting, publication, and presentation of this 
research, where all data will be completely unidentifiable or pseudonyms utilised if 
appropriate. 

 

Your participation is voluntary 

 

Participation for all is voluntary. All participants have the ability to withdraw from 
this research project at any stage without explanation or consequence. 
Participation will not impact upon the relationship that any participant has with 
another participant or with Griffith University.  

 

 

Questions / further information 
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If you require additional information or have any questions in regards to this 
research project, please contact Ms Sarah-Jane Gregory (s.gregory@griffith.edu.au) 
or Dr. Christopher Klopper (c.klopper@griffith.edu.au) or Dr. Wendy Loughlin 
(l.loughlin@griffith.edu.au) .  

 

 

The ethical conduct of this research 

 

Griffith University conducts research in accordance with the National Statement on 
Ethical Conduct in Human Research. If potential participants have any concerns or 
complaints about the ethical conduct of the research project they should contact 
the Manager, Research Ethics on 3735 54375 or research-ethics@griffith.edu.au. 

 

Feedback to you 

 

Results of the research project will be reported for each annual cohort after the 
data has been analysed and conclusions made through a summative infographic 
to be emailed to participants prior to commencement of their third year of academic 
study. Overall outcomes will be communicated to all participants in a similar 
manner at the conclusion of the project. Project information will also be available in 
any journal publications that may arise from this study. 

 

Privacy Statement – nondisclosure 

 

“The conduct of this research involves the collection, access and/or use of your 
identified personal information. The information collected is confidential and will not 
be disclosed to third parties without your consent, except to meet government, 
legal or other regulatory authority requirements. A de-identified copy of this data 
may be used for other research purposes. However, your anonymity will at all 
times be safeguarded. For further information consult the University’s Privacy Plan 
at http://www.griffith.edu.au/about-griffith/plans-publications/griffith-university-privacy-
plan or telephone (07) 3735 4375.” 

 

Please retain this sheet for your later reference. 

 

 

mailto:s.gregory@griffith.edu.au
mailto:c.klopper@griffith.edu.au
mailto:l.loughlin@griffith.edu.au
mailto:research-ethics@griffith.edu.au
http://www.griffith.edu.au/about-griffith/plans-publications/griffith-university-privacy-plan
http://www.griffith.edu.au/about-griffith/plans-publications/griffith-university-privacy-plan


 

Page | 382  

The lived experience of second-year science academic programs of study students at a public Australian university. 

Online Survey Consent Form 

The lived experience of second year science academic 

program students at Griffith University 

ONLINE SURVEY COVER/INFORMATION SHEET 

 

Who is conducting the research? 

 

Prof Wendy Loughlin 

 

 Griffith Sciences, School of Natural Science 

 Phone: 37357567/ Office location: N44 Rm 3.21 

 Email: w.loughlin@griffith.edu.au 

 

A/Prof Christopher Klopper 

 

School of Education and Professional Studies and Griffith University  

Phone: 55529103 / Office location: G30 Rm 3.16 

Email: c.klopper@griffith.edu.au 

 

Ms Sarah-Jane Gregory 

 

 School of Education and Professional Studies 

 Phone: 37357430/ Office location: N34 Rm 2.20A 

 Email: s.gregory@griffith.edu.au 

 

Why is the research being conducted? 

  

The School of Education and Professional Studies (EPS) is committed to developing 
pathways that are mutually beneficial locally, nationally, and internationally. This project 
seeks to explore the area of second year student experience within Australian science 
degree programs. The aim of this project is to establish the degree to which a variety of 
different factors (both extrinsic and intrinsic in nature) influence how a student 

mailto:w.loughlin@griffith.edu.au
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experiences the second year of science-based bachelor degree programs. To date 
while considerable mileage has been gained in the first year experience space and 
also to some extent final years, here has been little exploration of student experiences 
within the second year and yet this is a critical component of a student’s holistic 
experience of undergraduate programs. 

 

 

What you will be asked to do 

  

Each student participant will be invited to complete an online survey regarding their student 
experiences while undertaking the second academic program level of their degree 
program. Surveys will be conducted in week 5 of semester 1 (April), after Semester 1 
exam results have been released (Week 19, Semester 1, July) and after Semester 2 exam 
results have been released (Week 19 Semester 2, December). It is hoped that participants 
will choose to participate in all three surveys to provide correlated data over a whole year. 

 

The expected benefits of the research 

  

The intended outcomes of the project and therefore evaluation of the study program 

aims to: 

a) Establish a baseline of science student expectations of academic program 
study requirements for later comparison and contextualisation of actual 
experience (Survey 1) 

b) To identify the impact of specific academic factors that may influence a 
student’s overall experience of their academic program of study (Survey 2 & 3) 

c) To identify the impact of specific non-academic factors that may influence a 
student’s overall experience of their academic program of study (Survey 2 & 3) 

Risks to you 

  

There are no risks associated with being involved with this research project.  

 

Your confidentiality 

  

All data collected within this research will tagged with a unique individually 
developed code prior to being passed to the primary researcher to ensure 
anonymity. For each research item instructions will be provided on how to generate 
the code which will be unique and non-identifiable but traceable across the year. 
These will be maintained for reporting, publication, and presentation of this 
research, where all data will be completely unidentifiable or pseudonyms utilised if 
appropriate.  
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Storage of digital data will be in two places. Identifiable materials such as those 
collected from focus group recordings and the corresponding identification key 
will be kept by the independent research assistant in a password protected 
folder on Griffith University share drive. Any identifiable hardcopy data will be 
stored in a lacked filing cabinet in the research assistant’s locked office. At no 
time during this project will the primary researcher have access to these files 
and they will be destroyed 3 years after the completion of the project. De-
identified materials will be kept in a password protected folder on the Griffith 
University share drive. Any de-identified hardcopy data will be stored in a locked 
filing cabinet in the researcher’s locked office (N34 2.20A).  

 

Your participation is voluntary 

 

Participation for all is voluntary. All participants have the ability to withdraw from 
this research project at any stage without explanation or consequence. 
Participation will not impact upon the relationship that any participant has with 
another participant or with Griffith University.  

 

Questions / further information 

 

If you require additional information or have any questions in regards to this 
research project, please contact Ms Sarah-Jane Gregory 
(s.gregory@griffith.edu.au) or Dr. Christopher Klopper (c.klopper@griffith.edu.au) 
or Dr. Wendy Loughlin (l.loughlin@griffith.edu.au) .  

 

 

The ethical conduct of this research 

 

Griffith University conducts research in accordance with the National Statement on 
Ethical Conduct in Human Research. If potential participants have any concerns or 
complaints about the ethical conduct of the research project they should contact 
the Manager, Research Ethics on 3735 54375 or research-ethics@griffith.edu.au. 

 

Feedback to you 

 

Results of the research project will be reported for each annual cohort after the 
data has been analysed and conclusions made through a summative infographic 
to be emailed to participants prior to commencement of their third year of academic 
study. Overall outcomes will be communicated to all participants in a similar 

mailto:s.gregory@griffith.edu.au
mailto:c.klopper@griffith.edu.au
mailto:l.loughlin@griffith.edu.au
mailto:research-ethics@griffith.edu.au
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manner at the conclusion of the project. Project information will also be available in 
any journal publications that may arise from this study. 

 

Privacy Statement – non disclosure 

 

“The conduct of this research involves the collection, access and/or use of your 
identified personal information. The information collected is confidential and will not 
be disclosed to third parties without your consent, except to meet government, 
legal or other regulatory authority requirements. A de-identified copy of this data 
may be used for other research purposes. However, your anonymity will at all 
times be safeguarded. For further information consult the University’s Privacy Plan 
at http://www.griffith.edu.au/about-griffith/plans-publications/griffith-university-
privacy-plan or telephone (07) 3735 4375.” 

 

 

 

Recruitment Tools 

Invitation Subject line: Sarah-Jane Gregory would like you to reflect on 
and share your experiences of 2nd year in 2017 

 

Dear {FIRSTNAME}, 

Welcome to Science Survey 2: Reflections Survey for students have 
completed a whole year of their 2nd academic undergraduate year of 
program of study. 

You are eligible and invited to participate in: 

"2017 Whole of 2nd Year Reflective Survey" 

This is the final survey of three over the 2017 academic year 
investigating 2nd year experiences. The survey is completely 
independent of past and future activities (i.e., you didn't have to have 
completed a previous one to undertake this one and no commitment if 
you complete this one to also do so in the future). It is also completely 
anonymous. 

http://www.griffith.edu.au/about-griffith/plans-publications/griffith-university-privacy-plan
http://www.griffith.edu.au/about-griffith/plans-publications/griffith-university-privacy-plan
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The majority of questions are Likert scale questions (tick a box). There 
are also a few optional open answer questions. 

Please follow the link provided below and thank you in advance for 
your consideration, time and reflective insights. 

The survey will remain open until midnight on Monday 13th November 
2017. 

Why is the research being conducted? 

The School of Education and Professional Studies (EPS) is committed 
to developing pathways that are mutually beneficial locally, nationally, 
and internationally. This survey is part of a project that seeks to 
explore the area of second-year student experience within Australian 
science degree programs. The aim of this project is to establish the 
degree to which a variety of different factors (both extrinsic and 
intrinsic in nature) influence how a student experiences the second-
year of science-based bachelor’s degree programs. To date, while 
considerable mileage has been gained in the first-year experience 
space and also to some extent final years, there has been little 
exploration of student experiences within the second-year and yet this 
is a critical component of a student’s holistic experience of 
undergraduate programs. 

The expected benefits of this specific research activity are to determine 
the impact of academic and non-academic influences on 2nd year 
experiences and see how these align with expectations reported earlier 
in the project. 

The survey has ethical clearance from the Griffith University Human 
Ethics Committee EDN/B314/HREC. 

For further information, please follow this 
link: https://drive.google.com/folderview?id=0B-
gyCkLjbrZoMHR1WVBkSVlUZFU&usp=sharing 

To participate, please click on the link below. 

Sincerely, 

Sarah-Jane Gregory 

NSC 2nd Year Student Experience Co-ordinator 
(s.gregory@griffith.edu.au) 
---------------------------------------------- 
Click here to do the survey: 

https://drive.google.com/folderview?id=0B-gyCkLjbrZoMHR1WVBkSVlUZFU&usp=sharing
https://drive.google.com/folderview?id=0B-gyCkLjbrZoMHR1WVBkSVlUZFU&usp=sharing
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{SURVEYURL} 

 
If you do not want to participate in this survey and don't want to receive any 
more invitations please click the following link: 
{OPTOUTURL}  
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Appendix G: Qualitative Analysis Coding information 

This appendix contains a series of examples of the various types of outputs 

from the qualitative analysis. These include a priori and emergent themes and 

their categorisation and an example of the overview of coding hierarchy. It also 

includes an example of query matrix use for further investigation of lived 

experience. 

Figure G-1 Exerts of the codebook descriptors applied to all surveys including a 
priori themes and emergent themes with various children nodes identified. 
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Figure G 2 Example of an individual respondent (Respondent 137) from DP8 
Survey 1 open response questions; What are your experiences of 2nd year 
courses thus far?15 Initial coding (a) and subsequent allocation to (b) themes, 
and researcher contextualisation comments are shown. 

(a) 

 

(b) 

 

15 Note that DP8 was conducted 4 weeks into the first trimester and is representative of very 
early experiences of second year courses despite being recorded as part of the expectations 
survey. 
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Sub themes Themes
Researcher Contextualisation 

Comments

1

 There are far more 

assessments and less 

clarification about each 

course (eg. 

assessments) than first 

year. 

*Curriculum content (quantity)

*Academic endeavours 

(academic workload)

*Negative impact

Curriculum 

(Program composition, 

curriculum 

composition)

A comparison of course program course 

assessment for first year and second year 

courses for this program indicate that the 

statement regarding assessment is an 

accurate experience.

2

The density of 

assessment makes 

studying more difficult, 

thus requiring more 

time to be spent per 

course studying than 

last year. 

*Program design (program 

cohesion)

*Assessment (frequency)

*Academic endeavours 

(academic workload)

*Fitting it all in (time 

management challenge)

*Negative impact

Curriculum 

(Program composition, 

curriculum 

composition)

A comparison of course program course 

assessment for first year and second year 

courses for this program indicate that the 

statement regarding assessment density 

is an accurate experience. Whether 

students require more time to complete 

these is dependent on many other factors.

3

There is less study 

support available too. 

*Connections (central university 

support)

*Negative impact

Non-curriculum 

(balancing priorities, 

well-being)

The removal of programs such as PASS 

for second year courses may have lead to 

this perception. Other support 

mechanisms are available but perhaps the 

respondent was unaware.

4

Lecture content seems 

to only be overwhelming 

in amount despite 

increased difficulty.

*Curriculum content (quantity)

*Academic endeavours 

(academic workload)

*Negative impact

Curriculum (Program 

composition, 

curriculum 

composition)

Non-curriculum 

(balancing priorities, 

well-being)

The quantity and  difficulty of curriculum 

content is escalated in second year. How 

students perceive this depends on many 

other factors such as academic security.

Survey comments
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Figure G-3 Exert example of the overall code hieracy for ‘Curriculum’ code 
within NVivo. 

 

 

Figure G-4 Example of an NVivo Query Matrix of comments coded to positive 
and negative experiences. Used to explore and evaluate high-impact effects on 
respondent lived experience. 
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To be true to providing student voice to the lived experience of the second 

academic year of science programs of study, supporting comments were drawn 

from a large cross-section of respondents involved in the study and represent 

all programs and points in time across the second-year. The thesis contains 

representative comments from a total of 165 different respondents. Individual 

respondents provided 1-5 comments spread across different aspects of the 

study. Several respondents provided quite comprehensive and expansive 

responses that provided good synopsis of collective respondent comments and 

therefore had more unique comments included in the thesis itself. These 

respondent reinforcing comments to quantitative data were drawn from the 

whole and/or completed data for multiple collection points in the study.  

Figure G-5 Spread of representative comments included in thesis. 

Total number of unique comments included 455 

Total unique respondents 170 

Representation of comments from programs BBiomedSc 135 

BMedSc 151 

BForSc 101 

BSC 66 

Respondents who provided 1-8 comments 162 

Respondents with >9 comments included 8 

 

The following figure provides an exert example of the evidence used to provide 

the richness of student voice to the thesis and provides further assurance to the 

reader regarding the credibility of both the validity and reliability of the reported 

information. 
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Figure G-6 Example of the representative quotes included in thesis. 
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Appendix H: Publications from thesis work  

Refereed Journal Publication 

 

Gregory, M. S., Klopper, C. & Loughlin, W. A. (2020) Great expectations or 

simply realistic? An exploration of second-year undergraduate expectations of 

science programs of study at an Australian university. IJTLHE 32,2, 251-267  
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Oral Presentation 

Gregory, M. S. (2019). Hide-and-seek: Second-year undergraduates lost in the 

muddy middle. In K. Nelson & R. Field (Eds.), STARS2019 Conference 

Proceedings (p.155). 

https://secureservercdn.net/50.62.172.212/45a.084.myftpupload.com/papers/ST

ARS2019.pdf 

 

Please note that this thesis was complete in a part-time form whilst I was 

concurrently working as an academic in the School of Environment and 

Sciences at Griffith University. Part of my work requirement for this position was 

to also conduct research. This research was aligned with but not directly part of 

the PhD candidature. It drew on some initial information pertaining to a small 

part of the literature review associated with the candidature and then discusses 

information associated with practice that was outside of this project scope. The 

paper is included here for clarification and demarcation. It was not formally a 

part of the PhD candidature process. This is why my supervisors were not 

included in the authorship.  

https://secureservercdn.net/50.62.172.212/45a.084.myftpupload.com/papers/STARS2019.pdf
https://secureservercdn.net/50.62.172.212/45a.084.myftpupload.com/papers/STARS2019.pdf


 

Page | 414  

The lived experience of second-year science academic programs of study students at a public Australian university. 



 

Page | 415  

The lived experience of second-year science academic programs of study students at a public Australian university. 



 

Page | 416  

The lived experience of second-year science academic programs of study students at a public Australian university. 



 

Page | 417  

The lived experience of second-year science academic programs of study students at a public Australian university. 



 

Page | 418  

The lived experience of second-year science academic programs of study students at a public Australian university. 

 

  



 

Page | 419  

The lived experience of second-year science academic programs of study students at a public Australian university. 

Conference Presentations 

Poster Presentation 

Gregory, M.S., Klopper, C., & Loughlin, W. A. (2017). Expectations of student 

experiences when ‘transitioning through’ second-year science undergraduate 

degree programs. In K. Nelson & R. Field (Eds.), STARS2017 Conference 

Proceedings (p.54-55). 

https://secureservercdn.net/50.62.172.212/45a.084.myftpupload.com/papers/ST

ARS2017.pdf 

https://secureservercdn.net/50.62.172.212/45a.084.myftpupload.com/papers/STARS2017.pdf
https://secureservercdn.net/50.62.172.212/45a.084.myftpupload.com/papers/STARS2017.pdf


 

Page | 420  

The lived experience of second-year science academic programs of study students at a public Australian university. 

  

  



 

Page | 421  

The lived experience of second-year science academic programs of study students at a public Australian university. 

Reference List 

Adelman, C. (2006). The toolbox revisited: Paths to degree completion from 
high school through college. U.S. Department of Education 
https://www2.ed.gov/rschstat/research/pubs/toolboxrevisit/toolbox.pdf 

Altbach, P. G. (2001). Higher education and the WTO: Globalization run amok. 
International Higher Education, (23). 
https://doi.org/10.6017/ihe.2001.23.6593 

Altbach, P. G., Reisberg, L., & Rumbley, L. E. (2010). Tracking a global 
academic revolution. Change: The Magazine of Higher Learning, 42(2), 
30-39. https://doi.org/10.1080/00091381003590845 

Anderson, M. S., Ronning, E. A., De Vries, R., & Martinson, B. C. (2007). The 
perverse effects of competition on scientists’ work and relationships. 
Science and Engineering Ethics, 13(4), 437-461. 
https://doi.org/10.1525/jer.2007.2.4.3 

Andrews, B., & Wilding, J. M. (2004). The relation of depression and anxiety to 
life‐stress and achievement in students. British journal of psychology, 
95(4), 509-521. https://doi.org/10.1348/0007126042369802 

Appleton-Knapp, S. L., & Krentler, K. A. (2006). Measuring Student 
Expectations and Their Effects on Satisfaction : The. Journal of 
Marketing Education, 28(3), 254-264. 
https://doi.org/10.1177/0273475306293359 

Arnold, O. (2012). Nothing to yawn at: A study assessing the importance of 
sleep habits for academic student success. [Masters dissertation, 
Youngstown State University]. OhioLINK Electronic Theses & 
Dissertations Center. 
http://rave.ohiolink.edu/etdc/view?acc_num=ysu1342119599 

Astin, A. W. (1993). What matters in college? Four critical years revisited (Vol. 
1): Jossey-Bass. 

Australian Bureau of Statistics. (2013, July). Hitting the books: Characteristics of 
higher education students (Australian Social Trends No.4102.0). 
http://www.abs.gov.au/AUSSTATS/abs@.nsf/Lookup/4102.0Main+Featu
res20July+2013 

Australian Qualifications Framework Council. (2013). Australian Qualifications 
Framework Second Edition January 2013. 
https://www.aqf.edu.au/sites/aqf/files/aqf-2nd-edition-january-2013.pdf 

Ayres, R., & Guilfoyle, A. (2008). Experiences of mature age female students 
studying psychology: A phenomenological account [Doctoral dissertation, 
Edith Cown University]. Research Online Insitutional Repository. 
https://ro.ecu.edu.au/theses_hons/1097 

Bacio, S. J. (2017). First-generation college students experiencing the" 
sophomore slump:" the need for continued support. [Masters 
dissertation, Humboldt State University]. Digital Commons@Humboldt 
State University https://digitalcommons.humboldt.edu/etd/43/ 

https://www2.ed.gov/rschstat/research/pubs/toolboxrevisit/toolbox.pdf
https://doi.org/10.6017/ihe.2001.23.6593
https://doi.org/10.1080/00091381003590845
https://doi.org/10.1525%2Fjer.2007.2.4.3
https://doi.org/10.1348/0007126042369802
https://doi.org/10.1177%2F0273475306293359
http://rave.ohiolink.edu/etdc/view?acc_num=ysu1342119599
http://www.abs.gov.au/AUSSTATS/abs@.nsf/Lookup/4102.0Main+Features20July+2013
http://www.abs.gov.au/AUSSTATS/abs@.nsf/Lookup/4102.0Main+Features20July+2013
https://www.aqf.edu.au/sites/aqf/files/aqf-2nd-edition-january-2013.pdf
https://ro.ecu.edu.au/theses_hons/1097
https://digitalcommons.humboldt.edu/etd/43/


 

Page | 422  

The lived experience of second-year science academic programs of study students at a public Australian university. 

Baeten, M., Dochy, F., Struyven, K., Parmentier, E., & Vanderbruggen, A. 
(2016). Student-centred learning environments: an investigation into 
student teachers’ instructional preferences and approaches to learning. 
Learning Environments Research, 19(1), 43-62.  

Baik, C., Naylor, R., & Arkoudis, S. (2015). The First Year Experience in 
Australian Universities: Findings from Two Decades, 1994-2014. 
Melbourne Centre for the Study of Higher Education. https://melbourne-
cshe.unimelb.edu.au/__data/assets/pdf_file/0016/1513123/FYE-2014-
FULL-report-FINAL-web.pdf 

Baker, T. (1994). Doing Social Research. McGraw-Hill. 

Bandara, W., Furtmueller, E., Gorbacheva, E., Miskon, S., & Beekhuyzen, J. 
(2015). Achieving rigor in literature reviews: Insights from qualitative data 
analysis and tool-support. Communications of the Association for 
Information Systems, 37, 154-204. http://doi.org/10.17705/1CAIS.03708 

Bandura, A. (1995). Self-efficacy in changing societies. Cambridge University 
Press. https://doi.org/10.1017/CBO9780511527692 

Bates, E. A., & Kaye, L. K. (2014). “I’d be expecting caviar in lectures”: the 
impact of the new fee regime on undergraduate students’ expectations of 
Higher Education. Higher Education, 67(5), 655-673. 
http://doi.org/10.1007/s10734-013-9671-3 

Becker, S. A., Cummins, M., Davis, A., Freeman, A., Hall, C. G., & 
Ananthanarayanan, V. (2017). NMC horizon report: 2017 higher 
education edition. https://files.eric.ed.gov/fulltext/ED582134.pdf 

Benckendorff, P., Ruhanen, L., & Scott, N. (2009). Deconstructing the Student 
Experience: A Conceptual Framework. Journal of Hospitality and 
Tourism Management, 16(01), 84-93. http://doi.org/10.1375/jhtm.16.1.84 

Bengtsson, M. (2016). How to plan and perform a qualitative study using 
content analysis. NursingPlus Open, 2(Supplement C), 8-14. 
https://doi.org/10.1016/j.npls.2016.01.001 

Benson, R., Hewitt, L., Devos, A., Crosling, G., & Heagney, M. (2009). 
Experiences of students from diverse backgrounds: The role of academic 
support [Paper presentation]. In The Student Experience, Proceedings of 
the 32nd HERDSA Annual Conference, Darwin, 6-9 July 2009, 545-550. 
http://www.herdsa.org.au/wp-
content/uploads/conference/2009/papers/HERDSA2009_Benson_R.pdf 

Bickerdike, A., O'Deasmhunaigh, C., O'Flynn, S., & O'Tuathaigh, C. (2016). 
Learning strategies, study habits and social networking activity of 
undergraduate medical students. International journal of medical 
education, 7, 230-236. http://doi.org/10.5116/ijme.576f.d074 

Bickerstaff, S., Barragan, M., & Rucks-Ahidiana, Z. (2017). Experiences of 
earned success: Community college students' shifts in college 
confidence. International Journal of Teaching and Learning in Higher 
Education, 29(3), 501-510. http://www.isetl.org/ijtlhe/ 

https://melbourne-cshe.unimelb.edu.au/__data/assets/pdf_file/0016/1513123/FYE-2014-FULL-report-FINAL-web.pdf
https://melbourne-cshe.unimelb.edu.au/__data/assets/pdf_file/0016/1513123/FYE-2014-FULL-report-FINAL-web.pdf
https://melbourne-cshe.unimelb.edu.au/__data/assets/pdf_file/0016/1513123/FYE-2014-FULL-report-FINAL-web.pdf
http://doi.org/10.17705/1CAIS.03708
https://psycnet.apa.org/doi/10.1017/CBO9780511527692
http://doi.org/10.1007/s10734-013-9671-3
https://files.eric.ed.gov/fulltext/ED582134.pdf
http://doi.org/10.1375/jhtm.16.1.84
https://doi.org/10.1016/j.npls.2016.01.001
http://www.herdsa.org.au/wp-content/uploads/conference/2009/papers/HERDSA2009_Benson_R.pdf
http://www.herdsa.org.au/wp-content/uploads/conference/2009/papers/HERDSA2009_Benson_R.pdf
http://doi.org/10.5116/ijme.576f.d074


 

Page | 423  

The lived experience of second-year science academic programs of study students at a public Australian university. 

Biggs, J. B., & Tang, C. (2011). Teaching For Quality Learning At University. 
McGraw-Hill Education. 

Billett, S. (2006). Constituting the workplace curriculum. Journal of curriculum 
studies, 38(1), 31-48. https://doi.org/10.1080/00220270500153781 

Binek, C., West, J. M., McBurnie, J., & Miller, K. K. (2017). Addressing the ‘R’in 
STAR: a Deakin case study [Paper presentation]. Students, Transitions, 
Achiement, Retention and Success (STARS) Conference 2017, 
Adelaide, Australia. https://unistars.org/papers/STARS2017.pdf 

Blanes, S., Minguez, F., Morano, J. A., Rosello, M. D., & Sanchez Ruiz, L. M. 
(2014, 22-25 Oct. 2014). Whole mathematics competences assessment 
at aerospace engineering sophomore [Paper presentation]. IEEE 
Frontiers in Education Conference (FIE) Proceedings, Madrid, Spain, 
2014, p1-4. http://doi.org/10.1109/FIE.2014.7044490 

Blount, L. M. (2018). Academic and Social Factors Influencing Sophomore 
Student Satisfaction and Intent to Re-enroll at Neumann University 
(Publication No. 10831399) [Doctor of Education Dissertation,Wilmington 
University (Delaware)]. ProQuest Digital Dissertations and Theses 
Global.  

Boivin, M., Fountain, G., & Baylis, B. (2000). Meeting the challenges of the 
sophomore year. In L. A. Schreiner & J. Pattengale (Eds.), Visible 
solutions for invisible students: Helping sophomores succeed (p. 1-18). 
University of South Carolina: National Resource Center for The First-
Year Experience ® and Students in Transition. 

Bologna Process Committee. (1999). Joint declaration of the European 
Ministers of Education convened in Bologna on 19 June 1999. (The 
Bologna Declaration). https://www.eurashe.eu/library/modernising-
phe/Bologna_1999_Bologna-Declaration.pdf 

Borghi, S., Mainardes, E., & Silva, É. (2016). Expectations of higher education 
students: a between the perception of student and teachers. Tertiary 
Education and Management, comparison 22(2), 171-188. 
https://doi.org/10.1080/13583883.2016.1188326 

Bradforth, S. E., Miller, E. R., Dichtel, W. R., Leibovich, A. K., Feig, A. L., 
Martin, J. D., Djorkman, K. S., Schultz, Z. D., &. Smith, T. L. (2015). 
Improve undergraduate science education: it is time to use evidence-
based teaching practices at all levels by providing incentives and 
effective evaluations. Nature, 523(7560), 282+. 
https://link.gale.com/apps/doc/A422328535/ITOF?u=griffith&sid=ITOF&xi
d=c44c6c32 

Bradley, D., Noonan, P., Nugent, H., & Scales, B. (2008). Review of Australian 
higher education: final report [Bradley Review]. 
https://www.mq.edu.au/__data/assets/pdf_file/0013/135310/bradley_revi
ew_of_australian_higher_education.pdf 

Brame, C. J., & Biel, R. (2015). Test-enhanced learning: the potential for testing 
to promote greater learning in undergraduate science courses. CBE—

https://doi.org/10.1080/00220270500153781
https://unistars.org/papers/STARS2017.pdf
http://doi.org/10.1109/FIE.2014.7044490
http://doi.org/10.1109/FIE.2014.7044490
https://www.eurashe.eu/library/modernising-phe/Bologna_1999_Bologna-Declaration.pdf
https://www.eurashe.eu/library/modernising-phe/Bologna_1999_Bologna-Declaration.pdf
https://doi.org/10.1080/13583883.2016.1188326
https://link.gale.com/apps/doc/A422328535/ITOF?u=griffith&sid=ITOF&xid=c44c6c32
https://link.gale.com/apps/doc/A422328535/ITOF?u=griffith&sid=ITOF&xid=c44c6c32
https://www.mq.edu.au/__data/assets/pdf_file/0013/135310/bradley_review_of_australian_higher_education.pdf
https://www.mq.edu.au/__data/assets/pdf_file/0013/135310/bradley_review_of_australian_higher_education.pdf


 

Page | 424  

The lived experience of second-year science academic programs of study students at a public Australian university. 

Life Sciences Education, 14(2), es4. http://doi.org/10.1187/cbe.14-11-
0208 

Braun, V., & Clarke, V. (2006). Using thematic analysis in psychology. 
Qualitative research in psychology, 3(2), 77-101. 
http://doi.org/10.1191/1478088706qp063oa 

 

Brazeal, K. R., & Couch, B. A. (2017). Student buy-in toward formative 
assessments: the influence of student factors and importance for course 
success. Journal of microbiology & biology education, 18(1), 18.1.6 
http://doi.org/10.1128/jmbe.v18i1.1235 

Breakwell, G. M., & Tytherleigh, M. Y. (2010). University leaders and university 
performance in the United Kingdom: is it ‘who’leads, or ‘where’they lead 
that matters most? Higher Education, 60(5), 491-506. 
http://doi.org/10.1007/s10734-010-9311-0 

Brinkworth, R., McCann, B., Matthews, C., & Nordström, K. (2009). First Year 
Expectations and Experiences: Student and Teacher Perspectives. 
Higher Education, 58(2), 157-173. http://doi.org/10.2307/40269175 

Bryan, C., & Clegg, K. (2006). Innovative Assessment in Higher Education: A 
Handbook for Academic Practitioners: Routledge. 

Bryant, L.E. (2018). Understanding the lived experiences of second year 
medical students related to the self-directed learning componenet of their 
learning: a phenomenological study [Doctoral dissertation, Northeastern 
University]. Northeastern University Library Digital Respository Service. 
http://hdl.handle.net/2047/D20293516 

Bye, D., Pushkar, D., & Conway, M. (2007). Motivation, interest, and positive 
affect in traditional and nontraditional undergraduate students. Adult 
education quarterly, 57(2), 141-158. 
http://doi.org/10.1177/0741713606294235 

Calvo, R. A., Markauskaite, L., & Trigwell, K. (2010). Factors affecting students' 
experiences and satisfaction about teaching quality in engineering. 
Australasian Journal of Engineering Education, 16(2), 1-24. 
https://doi.org/10.1080/22054952.2010.11464049 

Carini, R. M., Kuh, G. D., & Klein, S. P. (2006). Student Engagement and 
Student Learning: Testing the Linkages. Research in Higher Education, 
47(1), 1-32. http://doi.org/10.1007/s11162-005-8150-9 

Carter, N., Bryant-Lukosius, D., DiCenso, A., Blythe, J., & Neville, A. J. (2014, 
2014/09//). The use of triangulation in qualitative research. Oncology 

Nursing Forum, 41(5), 545+. http://doi.org/10.1188/14.ONF.545-547 

Cemaloglu, N., & Filiz, S. (2010). The Relation Between Time Management 
Skills and Academic Achievement of Potential Teachers. Educational 
Research Quarterly, 33(4), 3-23.  

Center for Community College Student Engagement. (2019). The mind at work: 
Maximizing the relationship between mindset and student success. Ustin, 

http://doi.org/
https://dx.doi.org/10.1187%2Fcbe.14-11-0208
https://dx.doi.org/10.1187%2Fcbe.14-11-0208
http://doi.org/10.1191/1478088706qp063oa
http://doi.org/10.1128/jmbe.v18i1.1235
https://www.researchgate.net/deref/http%3A%2F%2Fdx.doi.org%2F10.1007%2Fs10734-010-9311-0
http://doi.org/10.2307/40269175
http://hdl.handle.net/2047/D20293516
http://doi.org/10.1177/0741713606294235
https://doi.org/10.1080/22054952.2010.11464049
http://doi.org/10.1007/s11162-005-8150-9
https://doi.org/10.1188/14.onf.545-547


 

Page | 425  

The lived experience of second-year science academic programs of study students at a public Australian university. 

TX: The University of Texas at Austin, College of Education, Department 
of Educational Leadership and Policy, Program in Higher Education 
Leadership: https://www.ccsse.org/NR2019/Mindset.pdf 

Challice, G., Compton, S., Bolton, L., Vickers, N., Antic, R., Kim, C., Wilcox, A., 
Sng, G., Eker, E., & Mission, S. (2018). 2018 Graduate Outcomes 
Survey - QILT. Australian Government Department of Education, Skills 
and Employment. https://www.qilt.edu.au/docs/default-source/default-
document-library/qilt-gos-national-report-2018.pdf?sfvrsn=23f7ec3c_0 

Chickering, A. W., & Reisser, L. (1993). Education and Identity. The Jossey-
Bass Higher and Adult Education Series (2nd ed.). Jossey-Bass. 

Coates, H., Kelly, P., & Naylor, R. (2016). New perspectives on the student 
experience. [Melbourne Centre for the Study of Higher Education report]. 
https://melbourne-
cshe.unimelb.edu.au/__data/assets/pdf_file/0011/1862228/New-
Perspectives-on-the-Student-Experience_240316_updated.pdf 

Coghlan, C. L., Fowler, J., & Messel, M. (2009, Sept 30-Oct 2). The sophomore 
experience: Identifying factors related to second-year attrition. [Paper 
presentation]. Lighting the way to higher levels of student success, 5th 
Annual Symposium on Student Retention. Buffalo, USA. 

Converse, J. M., & Presser, S. (1986). The tools at hand. In J.M. Converse, C.J. 
McDonnell & (Eds) Survey Questions: Handcrafting the standardized 
questionnaire. (Vol. 63, pp.48-75). SAGE Publications. 
http://doi.org/10.4135/9781412986045 

British Council (2012). The shape of things to come: higher education global 
trends and emerging opportunities to 2020: global edition. (No. TD/TNC 
112.690).  http://hdl.voced.edu.au/10707/252974. 

Credé, M., Roch, S. G., & Kieszczynka, U. M. (2010). Class attendance in 
college: A meta-analytic review of the relationship of class attendance 
with grades and student characteristics. Review of educational research, 
80(2), 272-295. https://doi.org/10.3102/0034654310362998 

Creech, L. R., & Sweeder, R. D. (2012). Analysis of student performance in 
large-enrollment life science courses. CBE—Life Sciences Education, 
11(4), 386-391. http://doi.org/10.1187/cbe.12-02-0019 

Cresswell, J. W. (2007). Qualitative inquiry and research design (2nd ed.). 
SAGE Publications. 

Cresswell, J. W. (2013). Chapter 4: Five qualitative approaches to inquiry. In J. 
W. Creswell (Ed.), Qualitative inquiry and research design: choosing 
among five approaches (3rd ed., pp. 69-110). SAGE Publications. 

Crisp, G., Palmer, E., Turnbull, D., Nettelbeck, T., Ward, L., LeCouteur, A., 
Sarris, A., Strelan, P., &Schneider, L. (2009). First year student 
expectations: Results from a university-wide student survey. Journal of 
University Teaching and Learning Practice, 6(1), 11-26.  

Croskey, J., Goodman, G., & Karp, S. (2008). Pilot program uses co-curricular 
transcripts for sophomore career preparation. E-source for college 

http://doi.org/10.4135/9781412986045
http://hdl.voced.edu.au/10707/252974
https://doi.org/10.3102%2F0034654310362998
https://dx.doi.org/10.1187%2Fcbe.12-02-0019


 

Page | 426  

The lived experience of second-year science academic programs of study students at a public Australian university. 

transitions, 6(2), 1-2. https://sc.edu/nrc/system/pub_files/ES_6-
2_Nov08.pdf 

Cuthbert, P. F. (2005). The student learning process: Learning styles or learning 
approaches? Teaching in Higher Education, 10(2), 235-249.  
http://doi.org/10.1080/1356251042000337972 

D'Arcangelo, M. T. (2013). Understanding student development tasks related to 
sophomores and their academic success (Publication No. 3612967) 
[Doctor of Philosophy,The State University of New York at Buffalo]. 
ProQuest Digital Dissertations and Theses Global. 

Darlo Higher Education. (2018). Higher education in Australia trends for 2018. 
https://darlohighereducation.com/news/higher-education-in-australia/ 

Darwent, S., & Stewart, M. (2014). Psychological orientations to learning in the 
second year. In C. Milsom, M. Stewart, M. Yorke, & E. Zaitseva (Eds.), 
Stepping up to the Second Year at University (pp. 39-53). Society for 
Research into Higher Education (SRHE), London, UK: Routledge. 

Department of Education Employment & Workplace Relations. (2009). 
Transforming Australia's higher education system. Canberra, Australia: 
Australian Government. 
https://www.voced.edu.au/content/ngv%3A14895. 

Di Trapani, G., & Clarke, F. (2012). Biotechniques laboratory: An enabling 
course in the biological sciences. Biochemistry and Molecular Biology 
Education, 40(1), 29-36. https://doi.org/10.1002/bmb.20573 

Dickinson, M. J., & Dickinson, D. A. (2015). Practically perfect in every way: can 
reframing perfectionism for high-achieving undergraduates impact 
academic resilience? Studies in Higher Education, 40(10), 1889-1903. 
http://doi.org/10.1080/03075079.2014.912625 

Dittmar, D. M. (2000). Freshman to sophomore retention, academic 
performance, and progress: The impact of the admission process and 
interventions in a school of management (Publication No. 9961586) 
[Doctoral dissertation, Boston College]. ProQuest Dissertations and 
Theses Global.  

Doggrell, S. (2018, Sept 26-28). Systematic review of the association between 
lecture attendance and academic outcomes for science students, and the 
effect of lecture recordings. [Paper presentation] Future Learning, Future 
Teaching: Australian Conference on Science and Mathematics 
Education, Flinders University, Australia. https://www.acds-
tlcc.edu.au/wp-
content/uploads/sites/14/2018/09/ACSME_2018_Abstracts_and_Papers
_FINAL.pdf 

Drinkwater, M. J., Matthews, K. E., & Seiler, J. (2017). How is science being 
taught? Measuring evidence-based teaching practices across 
undergraduate science departments. CBE—Life Sciences Education, 

16(1), ar18. http://doi.org/10.1187/cbe.15-12-0261 

Drummer, T. R. (2014). Getting in the game: A quantitative study of second-
year student-athletes' experiences utilizing existing data of the 2010 

https://sc.edu/nrc/system/pub_files/ES_6-2_Nov08.pdf
https://sc.edu/nrc/system/pub_files/ES_6-2_Nov08.pdf
http://doi.org/10.1080/1356251042000337972
https://www.voced.edu.au/content/ngv%3A14895
https://doi.org/10.1002/bmb.20573
http://doi.org/10.1080/03075079.2014.912625
https://www.acds-tlcc.edu.au/wp-content/uploads/sites/14/2018/09/ACSME_2018_Abstracts_and_Papers_FINAL.pdf
https://www.acds-tlcc.edu.au/wp-content/uploads/sites/14/2018/09/ACSME_2018_Abstracts_and_Papers_FINAL.pdf
https://www.acds-tlcc.edu.au/wp-content/uploads/sites/14/2018/09/ACSME_2018_Abstracts_and_Papers_FINAL.pdf
https://www.acds-tlcc.edu.au/wp-content/uploads/sites/14/2018/09/ACSME_2018_Abstracts_and_Papers_FINAL.pdf
http://doi.org/10.1187/cbe.15-12-0261


 

Page | 427  

The lived experience of second-year science academic programs of study students at a public Australian university. 

Sophomore Experiences National Survey (Publication No. 3670695) 
[Doctoral dissertation, Kent State University]. ProQuest Dissertations and 
Theses Global.  

Dunlap, J. C., & Lowenthal, P. R. (2013). What was your best learning 
experience? Our story about using stories to solve instructional 
problems. International Journal of Teaching and Learning in Higher 
Education, 25(2), 269-274. http://www.isetl.org/ijtlhe/pdf/IJTLHE1563.pdf  

Dweck, C. S. (2017). Mindset - Updated Edition: Changing the way you think to 
fulfil your potential: Hachette UK. 

Dweck, C. S., Walton, G. M., & Cohen, G. L. (2014). Academic Tenacity: 
Mindsets and Skills that Promote Long-Term Learning. Bill & Melinda 
Gates Foundation.  

Ebrahimia, A., Buckleya, J., Trauth-Nareb, A., & Higginsona, J. (2016). 
Assessing students' perceptions of learning at undergraduate sophomore 
level in mechanical engineering curriculum [Paper presentation]. 2016 
American Society for Engineering Education (ASEE) Mid-Atlantic Section 
Conference, George Washington University, Washington, D.C. 
https://www.hofstra.edu/pdf/academics/colleges/seas/asee-fall-
2016/asee-midatlantic-f2016-ebrahimi.pdf 

Educational Testing Service. (2012). Relationships between Big Five and 
Academic and Workforce Outcomes. 
https://www.ets.org/s/workforce_readiness/pdf/21334_big_5.pdf 

Eley, M. G. (1992). Differential adoption of study approaches within individual 
students. Higher Education, 23(3), 231-254.  

Endsleigh Student Survey. (2014). Achieving academic success is no. 1 cause 
of stress for 9 out of 10 students [Press release]. 
https://eee.endsleigh.co.uk/press-releases/22-september-2014 

Endsleigh Student Survey. (2015). 77% of students now work to fund studies 
[Press release]. https://www.endsleigh.co.uk/press-releases/10-august-
2015/ 

Ennis-McMillan, M. C., Ammirati, T., Rossi-Reder, A., Tetley, J., & Thacker, R. 
(2011). Engaging Sophomore Students with Liberal Learning: Focused 
Exploration through Academic Advising [White paper]. Teagle 
Foundation Initiative “Fresh thinking for liberal education: Knowledge and 
know-how for student learning.” 
https://www.teaglefoundation.org/Teagle/media/GlobalMediaLibrary/docu
ments/resources/Engaging_Sophomore_Students_Liberal_Learning.pdf?
ext=.pdf 

Entwistle, N. J., & Ramsden, P. (1983). Understanding student learning. Croom 
Helm. 

Evenbeck, S., & Hamilton, S. J. (2010). Curricular approaches for the 
intellectual development of second-year students. In J. Gardner, J. 
Pattengale, B. Tobolowsky, & M. Hunter (Eds.), Helping Sophomores 
Succeed: Understanding and improving the second-year experience (p. 
114-128). Jossey-Bass. 



 

Page | 428  

The lived experience of second-year science academic programs of study students at a public Australian university. 

Evenbeck, S. E., Boston, M., DuVivier, R. S., & Hallberg, K. (2000). Institutional 
approaches to helping sophomores. In L. A. Schreiner & J. Pattengale 
(Eds.), Visible solutions for invisible students: Helping sophomores 
succeed. (pp.79-87). National Center for First Year Experience and 
Students in Transition. University of South Carolina. 

Feldman, K. A., Smart, J. C., & Ethington, C. A. (2008). Using Holland's theory 
to study patterns of college student success: The impact of major fields 
on students. In J.C. Smart (Ed.). Higher Education. Handbook of Theory 
and Research, vol 23. (pp. 329-380): Springer, Dordrecht. 
https://doi.org/10.1007/978-1-4020-6959-8_11 

Feller, M. B. (2018). The Value of Undergraduate Teaching for Research 
Scientists. Neuron, 99(6), 1113-1115. 

https://doi.org/10.1016/j.neuron.2018.09.005 

Felten, P., & Lambert, L.M. (2020). Relationship-rich education: How human 
connections drive success in college. Johns Hopkins university Press.  

Felten, P., Gardner, J., Schroeder, C., Lambert, L., Hrabowski, F., & Barefoot, 
B. (2016). The undergraduate experience: Focusing institutions on what 
matters most. Jossey-Bass. 

Ferla, J., Valcke, M., & Schuyten, G. (2008). Relationships between student 
cognitions and their effects on study strategies. Learning and individual 
differences, 18(2), 271-278. https://doi.org/10.1016/j.lindif.2007.11.003 

Finlay, L. (1999). Applying phenomenology in research: Problems, principles 
and practice. British Journal of Occupational Therapy, 62(7), 299-306. 
https://doi.org/10.1177/030802269906200705 

Finning-Kwoka, S. M. (2009). The effect of a sophomore year experience on-
campus living-learning community: Participants' sense of meaning in life, 
academic self-efficacy, and satisfaction (Publication No.3355138) 
[Doctoral dissertation,Clemson University]. ProQuest Dissertations and 
Theses Global.  

Fowler, F. J. (2009). Survey research methods (4th Ed ed.). Thousand Oaks, 
CA: SAGE Publications. 

Fox, M. E. (2014). Scrutinizing Sophomore Slump: An Exploration of Student 
Behaviors and Institutional Conditions (Publication No.3667393) 
[Education doctoral dissertation, University of California. ProQuest 
Dissertations and Theses Global.  

Freedman, M. B. (1956). The passage through college. Journal of Social 
Issues, 12(4), 13-28. https://doi.org/10.1111/j.1540-4560.1956.tb00385.x 

Fry, H., Ketteridge, S., & Marshall, S. (2003). A handbook for teaching and 
learning in higher education: Enhancing academic practice (2nd Ed.). 
Routledge. 

Gaff, J. G. (2000). Curricular issues for sophomores. In L. A. Schreiner & J. 
Pattengale (Eds.), Visible solutions for invisible students: Helping 
sophomores succeed (Monograph No. 31). (pp.47-53 ). University of 

https://doi.org/10.1007/978-1-4020-6959-8_11
https://doi.org/10.1016/j.neuron.2018.09.005
https://psycnet.apa.org/doi/10.1016/j.lindif.2007.11.003
https://doi.org/10.1177%2F030802269906200705
https://doi.org/10.1111/j.1540-4560.1956.tb00385.x


 

Page | 429  

The lived experience of second-year science academic programs of study students at a public Australian university. 

South Carolina: National Resource Center for The First-Year Experience 
® and Students in Transition.  

Gahagan, J. (2009). A national examination of the prevalence and purpose of 
sophomore-year initiatives (Publication No. 3354806) [Doctoral 
dissertation, University of South Carolina]. ProQuest Dissertations and 
Theses Global.  

Gahagan, J. S., Jr. (2018). Institutional Policies That Impact Sophomore 
Success. New Directions for Higher Education, 183, 85-95. 
http://doi.org/10.1002/he.20295 

Gahagan, J., & Hunter, M. (2006). The second-year experience: turning 
attention to the academy's middle children. About Campus, 11(3), 17-22. 
http://doi.org/10.1002/abc.168 

Gahagan, J., & Hunter, M. (2008). Engaging sophomores: Attending to the 
needs of second-year students. College and University, 83(3), 45-49. 

Gansemer-Topf, A., Stern, J., & Benjamin, M. (2007). Examining the 
experiences of second-year students at a private liberal arts college. In 
B.F. Tobolowsky & B. E. Cox (Eds.) Shedding Light: An Exploration of 
the Second Year of College (Monograph No. 47). (pp.31-47).University of 
South Carolina: National Resource Center for The First-Year Experience 
® and Students in Transition. 

Gardner, J. (2015, June 8-9). Retention beyond the first year: Sophomores, 
transfers, and seniors [Paper presentation]. John N. Gardner Institute: 
Symposium on Student Retention. Asheville, NC. 
http://www.jngi.org/wordpress/wp-content/uploads/2015/06/JG-
Concurrent.pdf 

Gardner, J.N., Pattengal, J., & Schreiner, L. A. (2000). The sophomore year: 
Summary and recommendations. In L. A. Schreiner & J. Pattengale 
(Eds.), Visible solutions for invisible students: Helping sophomore 
succeed (pp. 31-47). University of South Carolina: National Resource 
Center for The First-Year Experience ® and Students in Transition. 

Gardner, J., Tobolowsky, B., & Hunter, M. (2010). Recommendations to 
improve sophomore student success. In M. Hunter, B. Tobolowsky, & J. 
Gardener (Eds.), Helping sophomores succeed: Understanding and 
improving the second year experience (pp. 248-256). Jossey-Bass. 

Gardner, P. D. (2000). From drift to engagement: Finding purpose and making 
career connections in the sophomore year. In L. Schreiner & J. 
Pattengale (Eds.), Visible solutions for invisible students: Helping 
sophomores succeed (pp. 67-77). Columbia, SC: University of South 
Carolina: National Resource Center for The First-Year Experience ® and 
Students in Transition. 

Garner, J. T. (2018). Survey Response Rates. In M. Allen (Ed.), The SAGE 
Encyclopedia of Communication Research Methods (pp. 1729-1730). 
SAGE Publications. 

http://doi.org/10.1002/he.20295
http://doi.org/10.1002/abc.168
http://www.jngi.org/wordpress/wp-content/uploads/2015/06/JG-Concurrent.pdf
http://www.jngi.org/wordpress/wp-content/uploads/2015/06/JG-Concurrent.pdf


 

Page | 430  

The lived experience of second-year science academic programs of study students at a public Australian university. 

Garrison, D. R. (1997). Self-directed learning: Toward a comprehensive model. 
Adult education quarterly, 48(1), 18-33. 
https://doi.org/10.1177/074171369704800103 

Given, L. M. E. (Ed.). (2008). The Sage encyclopedia of qualitative research 
methods (Vol 2). SAGE Publications. 

Gohn, L., Swartz, J., & Donnelly, S. (2001). A case study of second year 
student persistence. Journal of College Student Retention: Research, 
Theory & Practice, 2(4), 271-294. https://doi.org/10.2190/K8CQ-FF2A-
L9UP-M7AL 

Gore, P. J., & Hunter, M. (2010). Promoting career success in the second year 
of college. In J. N. P. Gardner, Jerry A; Tobolowsky, Barabara F; Hunter, 
Mary Stuart (Eds.), Helping Sophomores Succeed: Understanding and 
improving the second year experience (pp. 99-113). Jossey-Bass. 

Graunke, S. S., & Woosley, S. A. (2005). An exploration of the factors that 
affect the academic success of college sophomores. College Student 
Journal, 39(2), 367-376.  

Gregg-Jolly, L., Swartz, J., Iverson, E., Stern, J., Brown, N., & Lopatto, D. 
(2016). Situating second-year success: understanding second-year 
STEM experiences at a liberal arts college. CBE—Life Sciences 
Education (Fall 2016), 1-10. http://doi.org/10.1187/cbe.16-01-0044 

Gregory, M. S. (2015, July 1-4). Enhancing the 2nd year student experience: 
How to be the guide-on-the-side [Poster presentation]. STARS: Students 
Transitions Achievement Retention & Success, Melbourne, Australia. 
https://unistars.org/papers/STARS2015.pdf 

Gregory, M. S., & Di Trapani, G. (2012). A blended learning approach to 
laboratory preparation. International Journal of Innovation in Science and 
Mathematics 20(1), 56-70. 
https://openjournals.library.sydney.edu.au/index.php/CAL/article/view/66
50/7296 

Gregory, M. S., & McDonnell, P. A. (2012, Oct 13-15). Comparing Australian 
sophomore science experiences across the Pacific [Paper presentation]. 
The 19th National Conference on Students in Transition 2015, 
Philadelphia, PA. https://sc.edu/nrc/presentation/sit/2012/handouts/CR-
67_SIT%202012%Gregory%20&%20McDonnell%20v2.pdf 

Grimm, R. T. J., & Dietz, N. (2018). Good intentions, gap in action: The 
challenge of translating youth's high interest in doing good into civic 
engagement. Do Good Institute, University of Maryland: 
http://publicpolicy.umd.edu/sites/default/files/Good%20Intentions%2C%2
0Gap%20in%20Action_Do%20Good%20Institute%20Research%20Brief.
pdf 

Guba, E. G., & Lincoln, Y. S. (2005). Paradigmatic controversies, 
contradictions, and emerging confluences. In N. K. Denzin & Y. S. 
Lincoln (Eds.), The Sage Handbook of Qualitative Research (3rd Edition, 
pp. 191-215). SAGE Publications. 

https://doi.org/10.1177%2F074171369704800103
https://doi.org/10.2190/K8CQ-FF2A-L9UP-M7AL
https://doi.org/10.2190/K8CQ-FF2A-L9UP-M7AL
https://unistars.org/papers/STARS2015.pdf
https://openjournals.library.sydney.edu.au/index.php/CAL/article/view/6650/7296
https://openjournals.library.sydney.edu.au/index.php/CAL/article/view/6650/7296
https://sc.edu/nrc/presentation/sit/2012/handouts/CR-67_SIT%202012%25Gregory%20&%20McDonnell%20v2.pdf
https://sc.edu/nrc/presentation/sit/2012/handouts/CR-67_SIT%202012%25Gregory%20&%20McDonnell%20v2.pdf


 

Page | 431  

The lived experience of second-year science academic programs of study students at a public Australian university. 

Gump, S. E. (2007). Classroom Research in a General Education Course: 
Exploring Implications Through an Investigation of the Sophomore 
Slump. The Journal of General Education, 56(2), 105-125. 
http://doi.org/10.1353/jge.2007.0020 

Hall, D. L. (2017). Overcoming Barriers to College Graduation: The Sophomore 
Student Experience with Academic Integration, Retention and 
Persistence. (Publication No. 3315767) [Educational leadership doctoral 
dissertation, Hampton University] ProQuest Dissertations and Theses 
Global.  

Hamilton, J. (2018, 29 November - 1 December). Academic success and 
student success: A correlated enabling framework [Paper presentation]. 
In McClaran, A. (Ed.) Students, quality, success: Proceedings of the 2nd 
Annual Tertiary Education Quality and Standards Agency (TEQSA) 
Conference. Higher Ed Services, Tertiary Education Quality and 
Standards Agency (TEQSA), Australia. P. 187-208. 
https://eprints.qut.edu.au/117677/ 

Hanover Research Council. (2008). Sophomore Year Experience Programs in 
American Higher Education.  

Harris, L. R., Brown, G. T., & Dargusch, J. (2018). Not playing the game: 
student assessment resistance as a form of agency. The Australian 
Educational Researcher, 45(1), 125-140. https://doi.org/10.1007/s13384-
018-0264-0 

Harris, R. E. (2012). The Role of E-mentoring in Helping College Sophomores 
Persist and Stay Enrolled. (Publication No.3528920) [Education doctoral 
dissertation, Northcentral University] ProQuest Dissertations and Theses 
Global.  

Harris, V. (2017). The Effect of the Sophomore Slump on Students’ Persistence 
[Doctoral dissertation, The University of New Mexico]. 
http://digitalrepository.unm.edu/educ_ifce_etds/65  

Harrison, G. (2007, Nov 4-6). Aussie Attrition-the down under experience of 
sophomore slump in the health sciences. [Paper presentation] The 14th 
National Conference on Students in Transition. Cincinnati, Ohio. 
https://sc.edu/nrc/presentation/sit/2007/SIT_07_Program.pdf 

Hattie, J. (2015). The applicability of visible learning to higher education. 
Scholarship of Teaching and Learning in Psychology, 1(1), 79. 
https://doi.org/10.1037/stl0000021   

Heier, M. (2012). Understanding the sophomore year experience. University of 
Washington Division of Student Life. 
http://depts.washington.edu/stdntlfe/wp-
content/uploads/2012/02/SYE_SummaryReport_FINAL_12.18.12.pdf 

Henry, T., Pagano, E., J., P., & Wilson, J. (2014). Five trends to watch in higher 
education. The Boston Consulting Group. https://www.bcg.com/en-
au/publications/2014/public-sector-five-trends-watch-higher-education 

Higher Education Support Act 2003. (2011). Canberra, Australia 
https://www.legislation.gov.au/Series/C2004A01234 

http://doi.org/10.1353/jge.2007.0020
https://doi.org/10.1007/s13384-018-0264-0
https://doi.org/10.1007/s13384-018-0264-0
https://doi.org/10.1037/stl0000021
https://doi.org/10.1037/stl0000021
https://www.bcg.com/en-au/publications/2014/public-sector-five-trends-watch-higher-education
https://www.bcg.com/en-au/publications/2014/public-sector-five-trends-watch-higher-education


 

Page | 432  

The lived experience of second-year science academic programs of study students at a public Australian university. 

Hill, P., & Tinker, A. (2018). Making the second year count: embedding learning 
development in a progressive student journey. Journal of Learning 
Development in Higher Education(14), 1-25. 
https://doi.org/10.47408/jldhe.v0i0.482 

Hodges, L. C. (2015). Teaching undergraduate science: A guide to overcoming 
obstacles to student learning: Stylus Publishing, LLC. 

Holdsworth, C., & Brewis, G. (2014). Volunteering, choice and control: a case 
study of higher education student volunteering. Journal of Youth Studies, 
17(2), 204-219. http://doi.org/10.1080/13676261.2013.815702 

Holloway, B. M. (2013). Engineering students at typically invisible transition 
points: A focus on admissions and sophomore year [Doctoral 
dissertation, Purdue University]. Open Access Dissertations. 
https://docs.lib.purdue.edu/open_access_dissertations/139 

Holt-Lunstad, J., Smith, T. B., & Layton, J. B. (2010). Social relationships and 
mortality risk: a meta-analytic review. PLoS medicine, 7(7), e1000316. 
https://doi.org/10.4016/19911.01 

Hooper, M., Achorn, K.C., & Hemyari, C. (2017). The Effect of Support Services 
on Sophomore University Students' Academic Success (Publication No. 
10637911). [Education doctoral dissertation, Lipscomb University]. 
ProQuest Dissertations and Theses Global. 

Hora, M. T., & Ferrare, J. J. (2013). Instructional systems of practice: A 
multidimensional analysis of math and science undergraduate course 
planning and classroom teaching. Journal of the Learning Sciences, 
22(2), 212-257. https://doi.org/10.1080/10508406.2012.729767 

Howell, C. A. (2010). Relationship of second-year college student wellness 
behaviors to academic achievement by gender, race/ethnicity, and 
socioeconomic status (Publication No. 3416073). [Education doctoral 
dissertation, Dowling College]. ProQuest Dissertations and Theses 
Global.  

Hunter, M., Tobolowsky, B., & Gardener, J. (2010). Helping sophomores 
succeed: Understanding and improving the second-year experience. 
Jossey-Bass. 

Husmann, P. R., & O'Loughlin, V. D. (2019). Another nail in the coffin for 
learning styles? Disparities among undergraduate anatomy students’ 
study strategies, class performance, and reported VARK learning styles. 
Anatomical sciences education, 12(1), 6-19. 
https://doi.org/10.1002/ase.1777 

Isakovski, T., Kruml, S. M., Bibb, J. F., & Benson, A. D. (2011). C-Scape: One 
Business School's Answer to the Sophomore Slump. Academy of 
Educational Leadership Journal, 15(4), 17.  

Ishitani, T. T. (2006). Studying attrition and degree completion behavior among 
first-generation college students in the United States. The Journal of 
Higher Education, 77(5), 861-885. 
https://doi.org/10.1080/00221546.2006.11778947 

https://doi.org/10.47408/jldhe.v0i0.482
http://doi.org/10.1080/13676261.2013.815702
https://doi.org/10.4016/19911.01
https://doi.org/10.1080/10508406.2012.729767
https://doi.org/10.1002/ase.1777
https://doi.org/10.1080/00221546.2006.11778947


 

Page | 433  

The lived experience of second-year science academic programs of study students at a public Australian university. 

Ishitani, T. T. (2016). Time-varying effects of academic and social integration on 
student persistence for first and second years in college: National data 
approach. Journal of College Student Retention: Research, Theory & 
Practice, 18(3), 263-286. https://doi.org/10.1177/1521025115622781 

Ivins, M. (2013). The stresses of the second-year generation Y medical 
students: A phenomenological study (Publication No. 3583964) [Doctoral 
dissertation, University of Phoenix]. ProQuest Dissertations and Theses 
Global. 

Jackson, L. M., Pancer, S., Pratt, M. W., & Hunsberger, B. E. (2000). Great 
Expectations: The Relation Between Expectancies and Adjustment 
During the Transition to University1. Journal of Applied Social 
Psychology, 30(10), 2100-2125. http://doi.org/10.1111/j.1559-
1816.2000.tb02427.x 

James, R., Krause, K.-l., & Jennings, C. (2010). The First Year Experience in 
Australian Universities : Findings from 1994 to 2009 (Report No. 
9780734041661). Centre for Studies in Higher Education. 
http://www.cshe.unimelb.edu.au/research/experience/docs/FYE_Report_
1994_to_2009.pdf 

James, T., & Seary, K. (2019). Why aren’t they attending class like they are 
supposed to? A review into students’ perception of the value of class 
attendance. Student Success, 10(1), 115-129. 
https://doi.org/10.5204/ssj.v10i1.1111  

Jevons, C., & Lindsay, S. (2018). The middle years slump: addressing student-
reported barriers to academic progress. Higher Education Research & 
Development, 37(6)1-15. http://doi.org/10.1080/07294360.2018.1462305 

Jones, S., & Yates, B. (2011). Learning and Teaching academic standards 
project - Science. Australian Council of Deans of Science. 
http://www.acds-tlcc.edu.au/wp-
content/uploads/sites/14/2016/11/altc_standards_SCIENCE_240811_v3-
1.pdf 

Jordan, T. (2011). Sophomore Programs: Research, Theory, and Efficacy 
(Publication No.3476974) [Doctoral dissertation, The Ohio State 
University]. ProQuest Dissertations and Theses Global.  

Joughin, G. (2010). The hidden curriculum revisited: a critical review of research 
into the influence of summative assessment on learning. Assessment & 
Evaluation in Higher Education, 35(3), 335-345. 
https://doi.org/10.1080/02602930903221493 

Juillerat, S. (2000). Assessing the expectations and satisfactions of 
sophomores. In L. Schreiner & J. Pattengale (Eds.), Visible solutions for 
invisible students: Helping sophomores succeed (pp. 19-29). University 
of South Carolina: National Resource Center for The First-Year 
Experience ® and Students in Transition. 

Kawczynski, K. A. (2009). The college sophomore student experience: A 
phenomenological study of a second year program. University of Hawaii 
at Manoa. 

https://doi.org/10.1177/1521025115622781
https://doi.org/10.5204/ssj.v10i1.1111
https://doi.org/10.1080/02602930903221493


 

Page | 434  

The lived experience of second-year science academic programs of study students at a public Australian university. 

Kember, D., & Leung, D. Y. (1998). Influences upon students’ perceptions of 
workload. Educational Psychology, 18(3), 293-307. 
https://doi.org/10.1080/0144341980180303 

Kennedy-Phillips, L., Boehm, C., Moses, J., & Athas, C. (2010). "What about 
us?" Engaging second-year students. [Paper presentation] National 
Association of Student Personal Administrators (NASPA), Chicago, IL. 
https://docplayer.net/17422703-What-about-us-student-life-research-and-
assessment-connie-boehm-director-student-wellness-center-justin-
moses-assistant-director.html 

Kennedy‐Phillips, L. C., & Uhrig, K. J. (2013). Measuring the Second‐Year 
Transformational Experience Program (STEP) at The Ohio State 
University. New directions for student services(142), 83-88. 
http://doi.org/10.1002/ss.20051 

Kennedy, K., & Upcraft, M. L. (2010). Keys to Student Success: A look at the 
literature. In M. Hunter, B. Tobolowsky, & J. Gardener (Eds.), Helping 
Sophomores Succeed: Understanding and improving the second year 
experience (pp. 30-42). Jossey-Bass. 

Keshishian, F. P., Brocavich, J. M. P., Boone, R. T. P., & Pal, S. P. M. B. A. B. 
S. (2010). Motivating Factors Influencing College Students' Choice of 
Academic Major. American Journal of Pharmaceutical Education, 74(3), 
1-46. https://doi.org/10.5688/aj740346 

Keup, J. R., Gahagan, J., & Goodwin, R. N. (2010). 2008 National survey of 
sophomore-year initiatives: Curricular and cocurricular structures 
supporting the success of second-year college students (Research 
Report No. 1). University of South Carolina: National Resource Center 
for The First-Year Experience ® and Students in Transition. 
https://sc.edu/about/offices_and_divisions/national_resource_center/publ
ications/search/details.php?id=2602 

Khurshid, F., Tanveer, A., & Qasmi, F. N. (2012). Relationship between study 
habits and academic achievement among hostel living and day scholars' 
university students. British Journal of Humanities and Social Sciences, 
3(2), 34-42.  

Kift, S., & Australian Learning and Teaching Council & Queensland University of 
Technology. (2009). Articulating a transition pedagogy to scaffold and to 
enhance the first year student learning experience in Australian higher 
education: Final report for ALTC senior fellowship program. Australian 
Learning and Teaching Council. http://nla.gov.au/nla.arc-126907  

Kift, S. (2015). A decade of transition pedagogy: A quantum leap in 
conceptualising the first year experience. HERDSA Review of Higher 
Education, 2, 51-86.  

Kim-Lee, J. M. (2017). Students' perceptions of the second year and the role of 
advising [Education doctoral dissertation, Rutgers University-Graduate 
School of Education]. RUcore: Rutgers University Community 
Repository. https://rucore.libraries.rutgers.edu/rutgers-
lib/52980/PDF/1/play/ 

https://doi.org/10.1080/0144341980180303
https://docplayer.net/17422703-What-about-us-student-life-research-and-assessment-connie-boehm-director-student-wellness-center-justin-moses-assistant-director.html
https://docplayer.net/17422703-What-about-us-student-life-research-and-assessment-connie-boehm-director-student-wellness-center-justin-moses-assistant-director.html
https://docplayer.net/17422703-What-about-us-student-life-research-and-assessment-connie-boehm-director-student-wellness-center-justin-moses-assistant-director.html
http://doi.org/10.1002/ss.20051
https://doi.org/10.5688/aj740346
https://sc.edu/about/offices_and_divisions/national_resource_center/publications/search/details.php?id=2602
https://sc.edu/about/offices_and_divisions/national_resource_center/publications/search/details.php?id=2602
https://rucore.libraries.rutgers.edu/rutgers-lib/52980/PDF/1/play/
https://rucore.libraries.rutgers.edu/rutgers-lib/52980/PDF/1/play/


 

Page | 435  

The lived experience of second-year science academic programs of study students at a public Australian university. 

Kim, Y. K., & Sax, L. J. (2017). The impact of college students’ interactions with 
faculty: A review of general and conditional effects. In Higher Education: 
Handbook of Theory and Research (pp. 85-139). Springer. 
https://doi.org/10.1007/978-3-319-48983-4_3 

Kinnear, A., Boyce, M., Sparrow, H., Middleton, S., & Cullity, M. (2008). 
Diversity: a longitudinal study of how student diversity relates to 
resilience and successful progression in a new generation university: 
final report. Edith Cowan University. 
https://ro.ecu.edu.au/cgi/viewcontent.cgi?article=8052&context=ecuwork
s 

Kinzie, J. (2012). A new view of student success. In L. Schreiner, M. C. Louis, & 
D. D. Nelson (Eds.), Thriving in transitions: A research-based approach 
to college student success (pp. xi-xxx). University of South Carolina: 
National Resource Center for The First-Year Experience ® and Students 
in Transition. 

Kober, N. (2015). Reaching students: What research says about effective 
instruction in undergraduate science and engineering. National 
Academies Press. https://www.nap.edu/catalog/18687/reaching-
students-what-research-says-about-effective-instruction-in-
undergraduate 

Kolb, D. A. (2014). Experiential learning: Experience as the source of learning 
and development (2nd Ed.). Pearson FT Press. 

Kranzow, J., & Foote, S. (2018). Engaging sophomores through curricular and 
cocurricular initiatives. New Directions for Higher Education, 2018(183), 
71-83. http://doi.org/10.1002/he.20294 

Krathwohl, D. R. (2002). A revision of Bloom's taxonomy: An overview. Theory 
into practice, 41(4), 212-218. http:/doi.org/10.1207/s15430421tip4104_2 

Kreber, C. (2003). The relationship between students' course perception and 
their approaches to studying in undergraduate science courses: A 
Canadian experience. Higher Education Research & Development, 
22(1), 57-75. https://doi.org/10.1080/0729436032000058623 

Kuglitsch, R. Z., & Burge, P. (2016). Beyond the first year: Supporting 
sophomores through information literacy outreach. College & 
Undergraduate Libraries, 23(1), 79-92. 
https://doi.org/10.1080/10691316.2014.944636 

Kuh, G., O’Donnell, K., & Schneider, C. G. (2017). HIPs at ten. Change: The 
magaizine of Higher Learning. 49(5), 8-16. 
http://dx.doi.org/10.1080/00091383.2017.1366805 

Kuncel, N. R., Credé, M., & Thomas, L. L. (2005). The validity of self-reported 
grade point averages, class ranks, and test scores: A meta-analysis and 
review of the literature. Review of educational research, 75(1), 63-82. 
https://doi.org/10.3102/00346543075001063 

Laird, T. F. N., Shoup, R., Kuh, G. D., & Schwarz, M. J. (2008). The effects of 
discipline on deep approaches to student learning and college outcomes. 

https://doi.org/10.1007/978-3-319-48983-4_3
https://ro.ecu.edu.au/cgi/viewcontent.cgi?article=8052&context=ecuworks
https://ro.ecu.edu.au/cgi/viewcontent.cgi?article=8052&context=ecuworks
https://www.nap.edu/catalog/18687/reaching-students-what-research-says-about-effective-instruction-in-undergraduate
https://www.nap.edu/catalog/18687/reaching-students-what-research-says-about-effective-instruction-in-undergraduate
https://www.nap.edu/catalog/18687/reaching-students-what-research-says-about-effective-instruction-in-undergraduate
http://doi.org/10.1002/he.20294
https://doi.org/10.1080/0729436032000058623
https://doi.org/10.1080/10691316.2014.944636
http://dx.doi.org/10.1080/00091383.2017.1366805
https://doi.org/10.3102/00346543075001063


 

Page | 436  

The lived experience of second-year science academic programs of study students at a public Australian university. 

Research in Higher Education, 49(6), 469-494. 
https://doi.org/10.1007/s11162-008-9088-5 

Lambdin, M. W. (2014). The relationship of sophomore student debt on 
retention in a private university. (Publication No.3672237) [Education 
doctoral dissertation, Bowling Green State University].ProQuest 
Dissertations and Theses Global.  

Lancaster, G. A., Dodd, S., & Williamson, P. R. (2004). Design and analysis of 
pilot studies: recommendations for good practice. Journal of evaluation in 
clinical practice, 10(2), 307-312. https://doi.org/10.1111/j..2002.384.doc.x 

Larsen , E. (2013). Between Worlds: Students' lived experiences and 
perspectives on math, science, and technology education between 
Mexica and the United States. [Master of Arts thesis, University of 
Nebraska. DigitalCommons@ University of Nebraska-Lincoln. 
https://digitalcommons.unl.edu/cgi/viewcontent.cgi?article=1030&context
=teachlearnstudent 

Laws, P. M. (1996). Undergraduate science education: A review of research. 
Studies in Science Education, 28, 1-85. 
http://doi.org/10.1080/03057269608560084 

Lee, J. C. (2014). The effect of mentoring on the academic success of college 
sophomores (Publication No. 3662428) [Doctoral dissertation, Old 
Dominion University]. ProQuest Dissertations and Theses Global.  

LeMay IV, J. O. (2017). Academic Engagement, Motivation, Self-Regulation, 
and Achievement of Georgia Southern University Sophomore Students. 
[Education in Educational Leadership doctoral dissertation, Georgia 
Southern University]. Electronic Theses & Dissertations Digital 
Commons@Georgia Southern. 
https://digitalcommons.georgiasouthern.edu/etd/1666/ 

Lemons, L. J., & Richmond, D. R. (1987). A developmental perspective of 
sophomore slump. NASPA Journal, 24(3), 15-19. 
http://doi.org/10.1080/00220973.1987.11072003 

Leonard, W. H. (2000). How do college students best learn science? An 
assessment of popular teaching styles and their effectiveness. Journal of 
College Science Teaching, 29(6), 385-388. 
http://www.jstor.org/stable/42990320 

Leung, L. (2015). Validity, reliability, and generalizability in qualitative research. 
Journal of Family Medicine and Primary Care, 4(3), 324-327. 
http://doi.org/10.4103/2249-4863.161306 

Levesque-Bristol, C., Flierl, M., Zywicki, C., Parker, L. C., Connor, C., 
Guberman, D., Nelson, D., Maybee, C., Bonem, E., & FitzSimmons, J. 
(2019). Creating Student-Centered Learning Environments and 
Changing Teaching Culture: Purdue University's IMPACT Program. 
Occasional Paper No. 38. National Institute for Learning Outcomes 
Assessment (NILOA).  

Lewis, J. (2009). Social alienation, self-efficacy, and career goals as related to 
the academic performance of college sophomores (Publication No. 

https://doi.org/10.1007/s11162-008-9088-5
https://doi.org/10.1111/j..2002.384.doc.x
https://digitalcommons.unl.edu/cgi/viewcontent.cgi?article=1030&context=teachlearnstudent
https://digitalcommons.unl.edu/cgi/viewcontent.cgi?article=1030&context=teachlearnstudent
http://doi.org/10.1080/03057269608560084
https://digitalcommons.georgiasouthern.edu/etd/1666/
http://doi.org/10.1080/00220973.1987.11072003
http://www.jstor.org/stable/42990320


 

Page | 437  

The lived experience of second-year science academic programs of study students at a public Australian university. 

3394771) [Doctoral dissertation, Marywood University]. ProQuest 
Dissertations and Theses Global. 

Lieberman, D. A., & Remedios, R. (2007). Do undergraduates' motives for 
studying change as they progress through their degrees? British Journal 
of Educational Psychology, 77(2), 379-395. 
https://doi.org/10.1348/000709906x157772 

Lin, M., & Lin, E. (2017). Development of the college-attendance value scale for 
second-year students in Taiwan. Higher Education Evaluation and 
Development, 11(1), 38-54. https://doi.org/10.1108/heed-08-2017-002 

Lizzio, A. (2006). Designing an orientation and transition strategy for 
commencing students. A conceptual summary of research and practice. 
Griffith University Project.  

Lizzio, A., Wilson, K., & Simons, R. (2002). University Students' Perceptions of 
the Learning Environment and Academic Outcomes: Implications for 
theory and practice. Studies in Higher Education, 27(1), 27-52. 
http://doi.org/10.1080/03075070120099359 

Logan, P. A., & Cox, J. L. (2015). When level 2 is the 1st year at university: 
Evaluation of a preparation program for direct entry to pathopysiology 
and pharmacology. [Paper presentation] STARS: Students Transitions 
Achievement Retention & Success, Melbourne. 
http://www.unistars.org/papers/STARS2015/04C.pdf 

Longden, B. (2007). An institutional response to changing student expectations 
and their impact on retention rates. Journal of Higher Education Policy 
and Management, 28(2), 173-187. 
http://doi.org/10.1080/13600800600751044 

Lopez, M., & Lopez, D. (2014). Student and staff expectations of NZQA levels. 
[Paper presentation] In J. Whakkey & D. D’Souza (Eds.), ACE’14: 
Proceedings of the 16th Australasian Computing Education Conference 
(Vol.148, pp. 31-39). Auckland, NZ: Australian Computer Society. 
https://dl.acm.org/doi/abs/10.5555/2667490.2667494 

Loughlin, W. A., Gregory, M. S., Harrison, G., & Lodge, J. M. (2013). Beyond 
the First Year Experience in Science: Identifying the Need for a 
Supportive Learning and Teaching Environment for Second Year 
Science Students. International Journal of Innovation in Science and 
Mathematics Education 21(4), 13-26. 
https://openjournals.library.sydney.edu.au/index.php/CAL/article/view/72
97/7720 

Louis, M. C., & Schreiner, L. A. (2012). Helping students thrive: a strengths 
development model. In L. Schreiner, M. C. Louis, & D. D. Nelson (Eds.), 
Thriving in transitions: A research-based approach to college student 
success (pp. 19-40). University of South Carolina: National Resource 
Center for The First-Year Experience ® and Students in Transition. 

Love, C., & Crough, J. (2019). Beyond engagement: Learning from Students as 
Partners in curriculum and assessment. In 3rd EuroSoTL Conference 
Proceedings June 13-14 2019, Bilbao, Spain. (pp.296-303). 

https://doi.org/10.1348/000709906x157772
https://doi.org/10.1108/heed-08-2017-002
http://doi.org/10.1080/03075070120099359
http://www.unistars.org/papers/STARS2015/04C.pdf
http://doi.org/10.1080/13600800600751044
https://dl.acm.org/doi/abs/10.5555/2667490.2667494
https://openjournals.library.sydney.edu.au/index.php/CAL/article/view/7297/7720
https://openjournals.library.sydney.edu.au/index.php/CAL/article/view/7297/7720


 

Page | 438  

The lived experience of second-year science academic programs of study students at a public Australian university. 

https://www.ehu.eus/documents/8301386/10560621/Actas-EuroSoTL-
Conference-2019.pdf/1a7d5867-e222-4aab-6f92-
a7948f1fbd67?t=1560417459000 

Lundberg, C. A., & Schreiner, L. A. (2004). Quality and frequency of faculty-
student interaction as predictors of learning: An analysis by student 
race/ethnicity. Journal of College Student Development, 45(5), 549-565. 
https://doi.org/10.1353/csd.2004.0061 

Luo, L., Kiewra, K. A., Flanigan, A. E., & Peteranetz, M. S. (2018). Laptop 
versus longhand note taking: Effects on lecture notes and achievement. 
Instructional Science, 46(6), 947-971. https://doi.org/10.1007/s11251-
018-9458-0 

MacDonald, K., & Gibson, C. E. (2011). Your tutor is your friend: using 
experiential learning to enhance second year transition. Journal of 
Applied Research in Higher Education, 3(2), 107-115. 
https://doi.org/10.1108/17581181111198656 

Macrillo, J. (2008). Effects of pre-existing and college experience variables on 
the prediction of the academic success of undergraduate sophomores 
(Publication No.1456250). [Masters dissertation, Southern Connecticut 
State University]. ProQuest Dissertations and Theses Global.  

Maggitti, S. (2008). Sophomores: The struggles of the "middle children" of 
college. 
http://www.potsdam.edu/sites/default/files/documents/studentlife/services
/sophomore/sophomoreadvising.pdf 

Margolis, G. (1976). Unslumping our sophomores: Some clinical observations 
and strategies. Journal of the American College Health Association, 

25(2): 133-136. PMID: 1010899. 

Marshall, P. A. (2009). Mastery Learning in a Sophomore Level Genetics 
Course Using the Blackboard Course Shell. Journal of the Arizona-
Nevada Academy of Science, 41(2), 55-58. 
http://doi.org/10.2181/036.041.0204 

Maslow, A. H. (1943). A theory of human motivation. Psychological review, 
50(4), 370.  

Maunder, R. E., Cunliffe, M., Galvin, J., Mjali, S., & Rogers, J. (2013). Listening 
to student voices: student researchers exploring undergraduate 
experiences of university transition. Higher Education, 66(2), 139-152. 
http://doi.org/10.1007/s10734-012-9595-3 

McBurnie, J. E., Campbell, M., & West, J. (2012). Avoiding the second year 
slump: A transition framework for students progressing through 
university. International Journal of Innovation in Science and 
Mathematics Education, 20(2), 14-24. 
https://openjournals.library.sydney.edu.au/index.php/CAL/article/view/58
01 

McFarland, J., Hussar, B., de Brey, C., Snyder, T., Wang, X., Wilkinson-Flicker, 
S., Gebrekristos, S., Zhang, J., Rathbun, A., Barmer, A., Bullock Mann 
F., & Hinz, S. (2017). The condition of education 2017. NCES 2017-144). 

https://www.ehu.eus/documents/8301386/10560621/Actas-EuroSoTL-Conference-2019.pdf/1a7d5867-e222-4aab-6f92-a7948f1fbd67?t=1560417459000
https://www.ehu.eus/documents/8301386/10560621/Actas-EuroSoTL-Conference-2019.pdf/1a7d5867-e222-4aab-6f92-a7948f1fbd67?t=1560417459000
https://www.ehu.eus/documents/8301386/10560621/Actas-EuroSoTL-Conference-2019.pdf/1a7d5867-e222-4aab-6f92-a7948f1fbd67?t=1560417459000
https://doi.org/10.1353/csd.2004.0061
https://doi.org/10.1007/s11251-018-9458-0
https://doi.org/10.1007/s11251-018-9458-0
https://doi.org/10.1108/17581181111198656
http://doi.org/10.2181/036.041.0204
http://doi.org/10.1007/s10734-012-9595-3
https://openjournals.library.sydney.edu.au/index.php/CAL/article/view/5801
https://openjournals.library.sydney.edu.au/index.php/CAL/article/view/5801


 

Page | 439  

The lived experience of second-year science academic programs of study students at a public Australian university. 

National Center for Education Statistics. 
https://nces.ed.gov/pubsearch/pubsinfo.asp?pubid=2017144 

McInnis, C., & Hartley, R. (2002). Managing study and work: the impact of full-
time study and paid work on the undergraduate experience in Australian 
universities (N.o TD/TNC 87.2343). Department of Education, Science 
and Training. http://hdl.voced.edu.au/10707/85879 

McKay-Nesbitt, J., Yobaccio, E., Wicks, A., & Asare, K. (2012). Integrative 
Business Education Focused on the Environment: A Description of the 
Sophomore Scholars Program, Its Effects on Academic Performance, 
and the Regulatory Focus of Its Participants. Journal of Higher Education 
Theory and Practice, 12(6), 100-119. https://doi.org/10.1007/978-3-319-
10873-5_75 

Menezes, G. B., Pacheco-Vega, A., Sharif, A., Rodriguez-Nikl, T., Won, D., & 
Ragusa, G. (2015). Sophomore Unified Core Curriculum for Engineering 
Education (SUCCEEd) at Cal State LA. [Paper presentation] In 
Proceedings of American Society for Engineering Education Annual 
Conference and Exposition 2015. https://doi.org/10.18260/p.24722 

Menz, R. I., da Silva, K. B., & Hunter, N. (2008). Are science students’ missing 
classes for the reasons we think? [Paper presentation] Proceedings of 
The Australian Conference on Science and Mathematics Education. 
Sydney, Australia. 
https://openjournals.library.sydney.edu.au/index.php/IISME/article/view/6
245/6893 

Mercer, A., Lau, A., & Kennedy, C. (2018, January) For Weighting online opt-in 
samples, what matters most? Pew Research Center. 
https://www.pewresearch.org/methods/2018/01/26/how-different-
weighting-methods-work/ 

Merriam, S. B. (2014). Qualitative Research : A Guide to Design and 
Implementation: A Guide to Design and Implementation (3rd Edition). 
Wiley. 

Mersha, Y., Bishaw, A., & Tegegne, F. (2013). Factors Affecting Female 
Students’ Academic Achievement at Bahir Dar University. Journal of 
International Cooperation in Education, 15(3), 135-148. 
https://core.ac.uk/download/pdf/197299945.pdf 

Millward, P., Rubie-Davies, C., & Wardman, J. (2018). Characteristics of High-
Achieving Students and the Effectiveness of a Low-Cost Program in 
Three New Zealand Universities. International Journal of Teaching and 
Learning in Higher Education, 30(3), 454-464.  

Milsom, C., Stewart, M., Yorke, M., & Zaitseva, E. (2014). Stepping up to the 
second year at university: academic, psychological and social 
dimensions. Society for Research into Higher Education (SRHE), 
Routledge. 

Milsom, C., & Yorke, M. (2014). Defining the Second Year. In C. Milsom, M. 
Stewart, M. Yorke, & E. Zaitseva (Eds.), Stepping up to the Second Year 

https://nces.ed.gov/pubsearch/pubsinfo.asp?pubid=2017144
http://hdl.voced.edu.au/10707/85879
https://doi.org/10.1007/978-3-319-10873-5_75
https://doi.org/10.1007/978-3-319-10873-5_75
https://doi.org/10.18260/p.24722
https://openjournals.library.sydney.edu.au/index.php/IISME/article/view/6245/6893
https://openjournals.library.sydney.edu.au/index.php/IISME/article/view/6245/6893
https://www.pewresearch.org/methods/2018/01/26/how-different-weighting-methods-work/
https://www.pewresearch.org/methods/2018/01/26/how-different-weighting-methods-work/
https://core.ac.uk/download/pdf/197299945.pdf


 

Page | 440  

The lived experience of second-year science academic programs of study students at a public Australian university. 

at University: Academic, psychological and social dimensions (pp. 14-
23). Society for Research into Higher Education (SRHE), Routledge. 

Money, J., Nixon, S., Tracy, F., Hennessy, C., Ball, E., & Dinning, T. (2017). 
Undergraduate student expectations of university in the United Kingdom: 
What really matters to them? Cogent Education, 4(1), 1-11. 
http://doi.org/10.1080/2331186X.2017.1301855 

Moore, T., & Morton, J. (2017). The myth of job readiness? Written 
communication, employability, and the ‘skills gap’in higher education. 
Studies in Higher Education, 42(3), 591-609. 
https://doi.org/10.1080/03075079.2015.1067602 

Morse, J. M. (Ed.) (2009). Mixing qualitative methods. SAGE Publications. 

Moustakas, C. E. (1994). Phenomenological Research Methods. SAGE 
Publications. 

Nagel, R. (2014). A Study on Teaching Functional Modeling in a Sophomore 
Engineering De-sign Course [Paper presentation]. 2014 ASEE Annual 
Conference & Exposition. Indianapolis, Indiana. 
http://doi.org/10.18260/1-2--20005 

Nelson, D. D. (2018). The invisible students: Service excellence in the second 
year. New Directions for Higher Education, 183(2018), 35-45. 
https://doi.org/10.1002/he.20291 

Nelson, K. J., Clarke, J. A., Stoodley, I. D., & Creagh, T. A. (2014). Establishing 
a framework for transforming student engagement, success and 
retention in higher education institutions [Final Report] (1743614926). 
Office for Learning & Teaching. https://eprints.qut.edu.au/68701/ 

Nelson, K. J., Kift, S. M., & Clarke, J. A. (2008 June 30 – July 2). Expectations 
and realities for first year students at an Australian university [Paper 
presentation]. An apple for the learner: Celebrating the first year 
experience, 11th Pacific Rim Conference on the First Year in Higher 
Education: First Year in Higher Education Conference, Hobart, 
Tasmania. https://eprints.qut.edu.au/17883/ 

Neuman, W. L. (2011). Social work research methods: qualitative and 
quantitative approaches (7th Edition). Pearson. 

Newland, J. R., & Woelfl, N. N. (1992). Learning style and academic 
performance within a group of sophomore medical students. Academic 
Medicine, 67(5), 349. https://doi.org/10.1097/00001888-199205000-
00021 

Newton, P. E. (2007). Clarifying the purposes of educational assessment. 
Assessment in Education, 14(2), 149-170. 
https://doi.org/10.1080/09695940701478321 

Nicholson, L., Putwain, D., Connors, L., & Hornby-Atkinson, P. (2013). The key 
to successful achievement as an undergraduate student: confidence and 
realistic expectations? Studies in Higher Education, 38(2), 285-298. 
http://doi.org/10.1080/03075079.2011.585710 

http://doi.org/10.1080/2331186X.2017.1301855
https://doi.org/10.1080/03075079.2015.1067602
http://doi.org/10.18260/1-2--20005
https://doi.org/10.1002/he.20291
https://eprints.qut.edu.au/17883/
https://doi.org/10.1097/00001888-199205000-00021
https://doi.org/10.1097/00001888-199205000-00021
https://doi.org/10.1080/09695940701478321
http://doi.org/10.1080/03075079.2011.585710


 

Page | 441  

The lived experience of second-year science academic programs of study students at a public Australian university. 

Noble, K., & Henderson, R. (2011). The Promotion of “Character” and its 
Relationship to Retention in Higher Education. Australian Journal of 
Teacher Education, 36(3). http://doi.org/10.14221/ajte.2011v36n3.3 

Noel-Levitz. (2011). The attitudes of second-year college students: A national 
pilot study on the challenges students face as they transition to their 
second year of postsecondary education. Noel-Levitz. 
https://files.eric.ed.gov/fulltext/ED536419.pdf 

Noel-Levitz. (2013). The attitudes of second-year college students: Exploring 
the mindsets behind the "sophomore slump". Noel-Levitz. 
www.noellevitz.com/SecondYearAttitudes 

Nonis, S. A., & Hudson, G. I. (2006). Academic Performance of College 
Students : Influence of Time Spent Studying and Working. Journal of 
Education for Business, 81(3), 151-159. 
http://doi.org/10.3200/JOEB.81.3.151-159 

Norton, A., & Cakitaki, B. (2016). Mapping Australian higher education 2016 
(1925015882). Grattan Institute. https://grattan.edu.au/report/mapping-
australian-higher-education-2016/ 

Nulty, D. D. (2008). The adequacy of response rates to online and paper 
surveys: what can be done? Assessment & Evaluation in Higher 
Education, 33(3), 301-314. http://doi.org/10.1080/02602930701293231 

Overton, T. (2003). Key aspects of teaching and learning in experimental 
sciences and engineering. In H. Fry, S. Ketteridge, & S. Marshall (Eds.), 
A handbook for teaching and learning in higher education: Enhancing 
academic practice (2nd Edition), Vol. 2, pp. 255-277. Routledge. 

Overton, T., & Johnson, L. (2016). Evidence-based practice in learning and 
teaching for STEM disciplines. Australian Council of Deans of Science. 
https://www.acds-tlcc.edu.au/wp-
content/uploads/sites/14/2016/07/ACDS-stem-principles-WEB.pdf 

Oxford University Press. (2020a). Crucible. In Oxford UK English dictionary. 
Oxford University Press. https://www.lexico.com/definition/crucible 

Oxford University Press. (2020b).  Science. In Oxford UK English dictionary. 
Oxford University Press. https://www.lexico.com/definition/science 

Oxford University Press. (2020c).  Transition. In Oxford UK English dictionary. 
Oxford University Press. https://www.lexico.com/definition/transition 

Packard, B. W. (2004). Mentoring and retention in college science: Reflections 
on the sophomore year. Journal of College Student Retention, 6(3), 289-
300. https://doi.org/10.2190/RUKP-XGVY-8LG0-75VH 

Panganiban, L. (2016). Easing the Sophomore Slump: The Effect of Family, 
Ethnic Identity, and Campus Climate on Filipino American Students' 
Experiences During Their Second Year of College. [Doctoral dissertation, 
University of Washington] ResearchWorks Archive. 
https://digital.lib.washington.edu/researchworks/handle/1773/35567 

Parry, E. M. (2011). The sophomore year at a faith-based university: exploring 
curricular and co-curricular development during the second year of 

http://doi.org/10.14221/ajte.2011v36n3.3
http://www.noellevitz.com/SecondYearAttitudes
http://doi.org/10.3200/JOEB.81.3.151-159
https://grattan.edu.au/report/mapping-australian-higher-education-2016/
https://grattan.edu.au/report/mapping-australian-higher-education-2016/
http://doi.org/10.1080/02602930701293231
https://www.acds-tlcc.edu.au/wp-content/uploads/sites/14/2016/07/ACDS-stem-principles-WEB.pdf
https://www.acds-tlcc.edu.au/wp-content/uploads/sites/14/2016/07/ACDS-stem-principles-WEB.pdf
https://www.lexico.com/definition/crucible
https://www.lexico.com/definition/science
https://www.lexico.com/definition/transition
https://doi.org/10.2190/RUKP-XGVY-8LG0-75VH
https://digital.lib.washington.edu/researchworks/handle/1773/35567


 

Page | 442  

The lived experience of second-year science academic programs of study students at a public Australian university. 

college [Master’s thesis, San Diego State University]. SDSU Repository 
https://digitallibrarydev.sdsu.edu/islandora/object/sdsu%3A4170 

Pascarella, E. T., & Terenzini, P. T. (2005). How college affects students (Vol. 
2). Jossey-Bass.  

Pattengale, J. (2000). Policies and practices to enhance sophomore success. In 
L. A. Schreiner & J. Pattengale (Eds.), Visible solutions for invisible 
students: Helping sophomores succeed (pp. 31-45). University of South 
Carolina, National Resource Center for The First-Year Experience ® and 
Students in Transition. 

Pattengale, J., & Schreiner, L. A. (2000). What is the sophomore slump and 
why should we care? In L. A. Schreiner & J. Pattengale (Eds.), Visible 
solutions for invisible students: Helping sophomores succeed (pp. i-v). 
University of South Carolina, National Resource Center for The First-
Year Experience ® and Students in Transition. 

Pearson, C. A., & Chatterjee, S. R. (2004). Expectations and values of 
university students in transition: Evidence from an Australian classroom. 
Journal of Management Education, 28(4), 427-446. 
http://doi.org/10.1177/1052562904266005 

Pekrun, R., Goetz, T., Titz, W., & Perry, R. P. (2002). Academic Emotions in 
Students' Self-Regulated Learning and Achievement: A Program of 
Qualitative and Quantitative Research. Educational Psychologist, 37(2), 
91-105. http://doi.org/10.1207/S15326985EP3702_4 

Petr, C. R. (2010). Second year students in academic jeopardy (Publication No. 
3411963). [Doctoral dissertation, The University of Nebraska-Lincoln]. 
ProQuest Dissertations and Theses Global. 

Pierrakos, O., Nagel, R., Pappas, E., Nagel, J., Moran, T., Barrella, E., & 
Panizo, M. (2013). A mixed-methods study of cognitive and affective 
learning during a sophomore design problem-based service learning 
experience. International Journal for Service Learning in Engineering, 1-
28. https://doi.org/10.24908/ijsle.v0i0.5145 

Pierre, L. (2014). Improving the second-year experience through sophomore 
student programming (Publication No. 1559601). [Master’s thesis, Saint 
Mary's College of California], ProQuest Dissertations and Theses Global. 

Pietkiewicz, I. S., Jonathan A. (2014). A practical guide to using interpretative 
phenomenological analysis in qualitative research psychology. 
Psychological Journal, 20(1), 7-14. http://doi.org/10.14691/CPPJ.20.1.7 

Pike, G. R. (2006). Students’ personality types, intended majors, and college 
expectations: Further evidence concerning psychological and 
sociological interpretations of Holland’s theory. Research in Higher 
Education, 47(7), 801-822. https://doi.org/10.1007/s11162-006-9016-5 

Pitstick, V. (2018). The Ohio State University's Second‐Year Transformational 
Experience Program. New Directions for Higher Education, 2018(183), 
97-107. https://doi.org/10.1002/he.20296 

https://digitallibrarydev.sdsu.edu/islandora/object/sdsu%3A4170
http://doi.org/10.1177/1052562904266005
http://doi.org/10.1207/S15326985EP3702_4
https://doi.org/10.24908/ijsle.v0i0.5145
http://doi.org/10.14691/CPPJ.20.1.7
https://doi.org/10.1007/s11162-006-9016-5
https://doi.org/10.1002/he.20296


 

Page | 443  

The lived experience of second-year science academic programs of study students at a public Australian university. 

Polit, D. F., & Beck, C. T. (2008). Nursing research: Generating and assessing 
evidence for nursing practice (8th Edition). Lippincott Williams & Wilkins. 

Pollard, E., Williams, M., Williams, J., Bertram, C., Buzzeo, J., Drever, E., 
Griggs, J., & Coutinho, S. (2013). How should we measure higher 
education? A fundamental review of the Performance Indicators. Higher 
Education Funding Council for England. 
http://hdl.voced.edu.au/10707/288961 

Price-Williams, S. R. (2015). College sophomore students' self-efficacy and 
intent to persist: A mixed-methods analysis (Publication No. 10003040). 
[Doctoral dissertation, Saint Louis University]. ProQuest Dissertations 
and Theses Global. 

Provencher, A., & Kassel, R. (2017). High-Impact Practices and Sophomore 
Retention: Examining the Effects of Selection Bias. Journal of College 
Student Retention: Research, Theory & Practice, 21(2): 221-241. 
https://doi.org/10.1177/1521025117697728 

Pruett, K. A. (2011). The impact of freshman year learning community 
participation on students' self-reported sense of meaning in life, 
academic self-efficacy and commitment to academic major at the 
beginning of the second academic year (Publication No. 3480651). 
[Doctoral dissertation, Auburn University]. ProQuest Digital Dissertations 
and Theses Global. 

Pullins, T. L. (2011). Predicting the retention of college sophomores: The 
importance of satisfaction (Publication No. 3482489). [Doctoral 
dissertation, Azusa Pacific University]. ProQuest Dissertation and These 
Global.  

Quinlivan, T. (2010). Investigating the transition process across the 
undergraduate degree: Implementing a peer mentoring program to 
address the second year slump. [Doctor of Philosophy, Royal Melbourne 
Institute of Technology (RMIT)]. 
https://researchrepository.rmit.edu.au/esploro/outputs/doctoral/Investigati
ng-the-transition-process-across-the-undergraduate-degree-
implementing-a-peer-mentoring-program-to-address-the-second-year-
slump/9921861494001341 

Ramsden, P. (2003). Learning to teach in higher education (2nd Edition). 
Routledge Falmer. 

Ramsden, P. (2008). The future of higher education teaching and the student 
experience. AdvancedHE. https://www.advance-he.ac.uk/knowledge-
hub/future-higher-education-teaching-and-student-experience 

Respondek, L., Seufert, T., Stupnisky, R., & Nett, U. E. (2017). Perceived 
Academic Control and Academic Emotions Predict Undergraduate 
University Student Success: Examining Effects on Dropout Intention and 
Achievement. Frontiers in Psychology, 8(243). 
http://doi.org/10.3389/fpsyg.2017.00243 

http://hdl.voced.edu.au/10707/288961
https://doi.org/10.1177/1521025117697728
https://researchrepository.rmit.edu.au/esploro/outputs/doctoral/Investigating-the-transition-process-across-the-undergraduate-degree-implementing-a-peer-mentoring-program-to-address-the-second-year-slump/9921861494001341
https://researchrepository.rmit.edu.au/esploro/outputs/doctoral/Investigating-the-transition-process-across-the-undergraduate-degree-implementing-a-peer-mentoring-program-to-address-the-second-year-slump/9921861494001341
https://researchrepository.rmit.edu.au/esploro/outputs/doctoral/Investigating-the-transition-process-across-the-undergraduate-degree-implementing-a-peer-mentoring-program-to-address-the-second-year-slump/9921861494001341
https://researchrepository.rmit.edu.au/esploro/outputs/doctoral/Investigating-the-transition-process-across-the-undergraduate-degree-implementing-a-peer-mentoring-program-to-address-the-second-year-slump/9921861494001341
https://www.advance-he.ac.uk/knowledge-hub/future-higher-education-teaching-and-student-experience
https://www.advance-he.ac.uk/knowledge-hub/future-higher-education-teaching-and-student-experience
http://doi.org/10.3389/fpsyg.2017.00243


 

Page | 444  

The lived experience of second-year science academic programs of study students at a public Australian university. 

Richmond, D. R., & Lemons, L. J. (1985). Sophomore slump: An individual 
approach to recognition and response. Journal of College Student 
Personnel, 26(2), 176-177.  

Rickwood, D., Telford, N., O'Sullivan, S., Crisp, D., & Magyar, R. (2016). 
National tertiary student wellbeing survey 2016. Headspace. 
https://headspace.org.au/assets/Uploads/headspace-NUS-Publication-
Digital.pdf 

Rigali-Oiler, M., & Kurpius, S. R. (2013). Promoting academic persistance 
among racial/ethnic minority and European American freshman and 
sophomore undergraduates: Implications for college counselors. Journal 
of College Counseling, 16, 198-212. https://doi.org/10.1002/j.2161-
1882.2013.00037.x 

Ruffalo Noel-Levitz. (2017). Student retention indicators: Benchmarks for first-
year, second-year and transfer students. Ruffalo Noel-Levitz. 
https://learn.ruffalonl.com/WEB2017StudentRetentionIndicatorsBenchma
rk_LandingPage.html 

Ryan, A. B. (2006). Methodology: Analysing qualitative data and writing up your 
findings. In Researching and writing your thesis: a guide for postgraduate 
students (pp. 22-108). Mace: Maynooth Adult and Community Education. 
http://mural.maynoothuniversity.ie/871/1/methodology.pdf 

Ryan, G. W., & Bernard, H. R. (2003). Techniques to Identify Themes. Field 
Methods, 15(1), 85-109. http://doi.org/10.1177/1525822x02239569 

Sanchez-Leguelinel, C. (2008). Supporting "Slumping" Sophomores: 
Programmatic Peer Initiatives Designed to Enhance Retention in the 
Crucial Second Year of College. College Student Journal, 42(2), 637-
646.  

Schaller, M. (2010). Understanding the impact of the second year of college. In 
M. Hunter, B. Tobolowsky, & J. Gardener (Eds.), Helping sophomores 
succeed: Understanding and improving the second year experience (pp. 
13-29). Jossey-Bass.  

Schaller, M. A. (2000). A phenomenological study of the traditional -aged 
college sophomore experience at a four-year, residential university 
(Publication No. 9996422). [Doctoral dissertation, Ohio University]. 
ProQuest Dissertations and Theses Global. 

Schaller, M. A. (2005). Wandering and wondering: Traversing the uneven 
terrain of the second college year. About Campus, 10(3), 17-24. 
https://doi.org/10.1002/abc.131 

Schaller, M. A. (2007). Sophomore student development. B. F. Tobolowsky & B. 
E. Cox (Eds.), Shedding light on sophomores: An exploration of the 
second college year (Vol. Monograph Series No. 47), (pp. 1-12). 
University of South Carolina: National Resource Center for The First-
Year Experience® and Students in Transition. 

Schaller, M. A. (2018). Intentional Design of the College Sophomore Year. New 
Directions for Higher Education, 183, 23-34. 
https://doi.org/10.1002/he.20290 

https://headspace.org.au/assets/Uploads/headspace-NUS-Publication-Digital.pdf
https://headspace.org.au/assets/Uploads/headspace-NUS-Publication-Digital.pdf
https://doi.org/10.1002/j.2161-1882.2013.00037.x
https://doi.org/10.1002/j.2161-1882.2013.00037.x
https://learn.ruffalonl.com/WEB2017StudentRetentionIndicatorsBenchmark_LandingPage.html
https://learn.ruffalonl.com/WEB2017StudentRetentionIndicatorsBenchmark_LandingPage.html
http://mural.maynoothuniversity.ie/871/1/methodology.pdf
http://doi.org/10.1177/1525822x02239569
https://doi.org/10.1002/abc.131
https://doi.org/10.1002/he.20290


 

Page | 445  

The lived experience of second-year science academic programs of study students at a public Australian university. 

Schaller, M. A., & Wagner, R. (2007). Indecision and an avalanche of 
expectations: Challenges facing sophomore resident assistants. NASPA 
Journal, 44(1), 32-56. https://doi.org/10.2202/1949-6605.1754 

Schmitt, K. R., Badawy, A.-H. A., Kramer, S., Hrapczynski, K., Larsen, E., 
Andrew, A., Taylor, A., Williams, A., Benson, S., & Dougherry, M. (2013). 
Student expectations from CS and other stem courses: they aren't like 
CS-majors! or (CS!= Stem-CS). Journal of Computing Sciences in 
Colleges, 28(6), 100-108. 
https://dl.acm.org/doi/10.5555/2460156.2460176 

Schmitt, K. R., Larsen, E. A., Miller, M., Badawy, A.-H. A., Dougherty, M., 
Sharma, A. T., Hrapczynski, K., Andrew, A., Robertson, B., Williams, A., 
Kramer, S., & Benson, S. (2013). A survey tool for assessing student 
expectations early in a semester. Journal of microbiology & biology 
education: JMBE, 14(2), 255-257. http://doi.org/10.1128/jmbe.v14i2.581 

Schreiner, L. A. (2010a). The critical role of faculty and faculty development in 
sophomore success. In M. Hunter, B. Tobolowsky, & J. Gardener (Eds.), 
Helping sophomores succeed: Understanding and improving the second 
year experience (pp. 129-145). Jossey-Bass. 

Schreiner, L. A. (2010b). Factors that contribute to sophomore success and 
satisfaction. In M. Hunter, B. Tobolowsky, & J. Gardener (Eds.), Helping 
sophomores succeed: Understanding and improving the second year 
experience (pp. 43-82). Jossey-Bass.  

Schreiner, L. A. (2012). From surviving to thriving during transitions. In L. 
Schreiner, M. C. Louis, & D. D. Nelson (Eds.), Thriving in transitions: A 
research-based approach to college student success (pp. 1-18). 
University of South Carolina: National Resource Centre for The First-
Year Experience® and Students in Transition. 

Schreiner, L. A. (2013). Thriving in College. New Directions for Student 
Services, (143), 41-52. https://doi.org/10.1002/ss.20059 

Schreiner, L. A. (2018). Thriving in the second year of college: Pathways to 
Success. New Directions for Higher Education, 2018, (183), 9-21. 
http://doi.org/10.1002/he.20289 

Schreiner, L. A., Louis, M. C., & Nelson, D. D. (2012). Thriving in transitions: A 
research-based approach to college student success. University of South 
Carolina: National Resource Center for The First-Year Experience ® and 
Students in Transition. 

Schreiner, L. A., Miller, S. S., Pullins, T. L., & Seppelt, T. L. (2012). Beyond 
Sophomore Survival. In L. A. Schreiner, M. C. Louis, & D. D. Nelson 
(Eds.), Thriving in transitions: A research-based approach to college 
student success (pp. 111-136). University of South Carolina: National 
Resource Center for The First-Year Experience ® and Students in 
Transition. 

Schreiner, L. A., Noel, P., Anderson, E. C., & Cantwell, L. (2011). The Impact of 
Faculty and Staff on High-Risk College Student Persistence. Journal of 

https://doi.org/10.2202/1949-6605.1754
https://dl.acm.org/doi/10.5555/2460156.2460176
https://doi.org/10.1002/ss.20059
http://doi.org/10.1002/he.20289


 

Page | 446  

The lived experience of second-year science academic programs of study students at a public Australian university. 

College Student Development, 52(3), 321-338. 
http://doi.org/10.1353/csd.2011.0044 

Schreiner, L. A., & Pattengale, J. (2000). Visible solutions for invisible students: 
Helping sophomores succeed. University of South Carolina: National 
Resource Center for The First-Year Experience ® and Students in 
Transition. 

Schreiner, L. A., Schaller, M. A., & Young, D. G. (2018). Future directions for 
enhancing sophomore success. New Directions for Higher Education, 
2018(183), 109-112. http://doi.org/10.1002/he.20297 

Schreiner, L. A., & Tobolowsky, B. F. (2018). The role of faculty in sophomore 
success. New Directions for Higher Education, 183, 59-70. 
http://doi.org/10.1002/he.20289 

Scobie, N. A. (2010). The second year itch: an examination of pre-entry factors 
that contribute to second-year college persistence. [Doctoral dissertation, 
Univeristy of Louisville]. Electronic Theses and Dissertations. 
https://ir.library.louisville.edu/etd/1287/ 

Scott, G., Furnell, J., Murphy, C., & Goulder, R. (2015). Teacher and student 
perceptions of the development of learner autonomy; a case study in the 
biological sciences. Studies in Higher Education, 40(6), 945-956. 
https://doi.org/10.1080/03075079.2013.842216 

Scott, J., & Cashmore, A. (2012). Fragmented transitions: moving to the 2nd 
year. [Paper presentation] Aiming for excellence in STEM learning and 
teaching, HEA STEM Annual Conference 201, London, UK. https://s3.eu-
west-2.amazonaws.com/assets.creode.advancehe-document-
manager/documents/hea/private/jon_scott_1_1568036978.pdf 

Scutter, S., Palmer, E., Luzeckyj, A., Burke Da Silva, K. L., & Brinkworth, R. 
(2011). What do commencing undergraduate students expect from first 
year university? First Year Higher Education International Journal. 2(1), 
8-20. https://doi.org/10.5204/intjfyhe.v2i1.54 

Seabrook, A. L. (2017). Fixed and Growth Mindset in Undergraduate Students: 
Impacts on Academic Achievement and Resilient Behaviors. [Honours 
thesis, The University of Mississippi]. 
http://thesis.honors.olemiss.edu/940/1/Thesis.Submitted-2.pdf 

Seligman, M. E. (2012). Flourish: A visionary new understanding of happiness 
and well-being: Simon and Schuster. 

Sharpnack, P. A., & Madigan, E. A. (2012). Using low-fidelity simulation with 
sophomore nursing students in a baccalaureate nursing program. 
Nursing Education Perspectives, 33(4), 264-268. 
http://doi.org/10.5480/1536-5026-33.4.264 

Shastri, A. (1993). A study of generalized expectancies for success on novel 
and familiar academic tasks among college sophomores (Publication No. 
9325224) [Doctoral Dissertation, University of Alabama] ProQuest 
Dissertations and Theses Global.  

http://doi.org/10.1353/csd.2011.0044
http://doi.org/10.1002/he.20297
http://doi.org/10.1002/he.20289
https://ir.library.louisville.edu/etd/1287/
https://doi.org/10.1080/03075079.2013.842216
https://s3.eu-west-2.amazonaws.com/assets.creode.advancehe-document-manager/documents/hea/private/jon_scott_1_1568036978.pdf
https://s3.eu-west-2.amazonaws.com/assets.creode.advancehe-document-manager/documents/hea/private/jon_scott_1_1568036978.pdf
https://s3.eu-west-2.amazonaws.com/assets.creode.advancehe-document-manager/documents/hea/private/jon_scott_1_1568036978.pdf
https://doi.org/10.5204/intjfyhe.v2i1.54
http://thesis.honors.olemiss.edu/940/1/Thesis.Submitted-2.pdf
http://doi.org/10.5480/1536-5026-33.4.264


 

Page | 447  

The lived experience of second-year science academic programs of study students at a public Australian university. 

Siebert, M. R., Daniel, T. E., & High, B. D. (2017). Boot Camp To Improve 
Student Perception and Performance in Sophomore Organic Chemistry? 
Hoorah! Journal of Chemical Education, 94(12), 1860-1865. 
http://doi.org/10.1021/acs.jchemed.6b00963 

Singer, S. R., Nielsen, N. R., & Scheweingruber, H. A. (Eds.). (2012). Discpline-
based education research: Understanding and improving learning in 
undergraduate science and engineering. The National Academies of 
Sciences, Engineering & Medicine. https://doi.org/10.17226/13362 

Smith, B. M. (2002). Sophomore retention: The common characteristics of 
academic and social integration of students in selected Christian colleges 
(Publication No. 3052545) [Doctoral Dissertation, State University of New 
York at Buffalo]. ProQuest Dissertations and Theses Global.  

Smith, C. S. (2010). Breaking the Attrition Cycle of Sophomore Students: The 
Effects of Supplemental Instruction on Undergraduate Educational 
Opportunity Program Students (Publication No. 3490376) [Doctor of 
Education, Rowan University. ProQuest Dissertations and Theses 
Global.  

Smith, J. A. (2015). Qualitative psychology: A practical guide to research 
methods. SAGE Publications. 

Smith, J. A., Flowers, P., & Larkin, M. (2009). Interpretative penomenological 
analysis, theory, method and analysis. SAGE Publications. 

Smith, M. K., Jones, F. H., Gilbert, S. L., & Wieman, C. E. (2013). The 
Classroom Observation Protocol for Undergraduate STEM (COPUS): a 
new instrument to characterize university STEM classroom practices. 
CBE—Life Sciences Education, 12(4), 618-627. 
https://doi.org/10.1187/cbe.13-08-0154 

Splan, R. K. (2013). Effect of Class Standing, Gender and Academic Attribution 
on Resiliency and Goal-Setting Strategies among Animal Science 
Students. NACTA Journal, 57(4), 24-30. 
https://www.jstor.org/stable/nactajournal.57.4.24 

Sterling, A. J. (2015). Persistence in the sophomore year following transition 
from successful first-year program. (Publication No. 3730498). 
[Education Doctoral dissertation, Northeastern University] ProQuest 
Dissertations and Theses Global.  

Sterling, A. J. (2018). Student Experiences in the Second Year: Advancing 
Strategies for Success Beyond the First Year of College. Strategic 
Enrollment Management Quarterly, 5(4), 136-149. 
http://doi.org/10.1002/sem3.20113 

Stewart-Lewis, J., & Webb, T. (2009). Student assignment workload: students’ 
perceptions compared to lecturers’ expectations [Paper presentation]. 
Engineering the Curriculum, 20th Annual Conference for the Australasian 
Association for Engineering Education, Barton, A.C.T. 
https://search.informit.com.au/documentSummary;dn=906725889105877
;res=IELENG 

http://doi.org/10.1021/acs.jchemed.6b00963
https://doi.org/10.17226/13362
https://doi.org/10.1187/cbe.13-08-0154
https://www.jstor.org/stable/nactajournal.57.4.24
http://doi.org/10.1002/sem3.20113
https://search.informit.com.au/documentSummary;dn=906725889105877;res=IELENG
https://search.informit.com.au/documentSummary;dn=906725889105877;res=IELENG


 

Page | 448  

The lived experience of second-year science academic programs of study students at a public Australian university. 

Stewart, M., & Milsom, C. (2014). Positive curriculum design for the second 
year. In C. Milsom, M. Stewart, M. Yorke, & E. Zaitseva (Eds.), Stepping 
up to the second year at universtiy: Academic, psychological and social 
dimensions (pp.54-67). Society for Research into Higher Education 
(SRHE), Routledge. 

Stewart, M., Milson, C., & Zaitseva, E. (2014). Shifting perspectives. In C. 
Milson, M.Stewart, M. Yorke, & E. Zaitseva (Eds.). Stepping up to the 
second year at universtiy: Academic, psychological and social 
dimensions (pp.44-58). Society for Research into Higher Education 
(SRHE), Routledge. 

Stewart, S., & Rue, P. (1983). Commuter students: Definition and distribution. 
New directions for student services, 1983(24), 3-8. 
http://doi.org/10.1002/ss.37119832403 

Struyven, K., Dochy, F., & Janssens, S. (2005). Students’ perceptions about 
evaluation and assessment in higher education: A review. Assessment & 
Evaluation in Higher Education, 30(4), 325-341. 
https://doi.org/10.1080/02602930500099102 

Stuckey, H. (2015). The second step in data analysis: Coding qualitative 
research data. Journal of Social Health and Diabetes, 3(1), 7-10. 
http://doi.org/10.4103/2321-0656.140875 

Suskie, L. (2018). Assessing student learning: A common sense guide: John 
Wiley & Sons. 

Sweeder, R. D., & Strong, P. E. (2012). Impact of a sophomore seminar on the 
desire of STEM majors to Pursue a Science Career. Journal of STEM 
Education: Innovations and Research, 13(3), 52-61. 
https://www.jstem.org/jstem/index.php/JSTEM/article/view/1623 

Taylor, D. B., & Harrison, G., J. (2015, 1-4 July, 2015). Helping biomedical 
science students struggling with "second-choice-syndrome" to thrive 
rather than just survive. [Paper presentation] Students Transitions 
Achievement Retention and Success Conference, Melbourne, Vic, 
Australia. http://www.unistars.org/papers/STARS2015/09F.pdf 

Taylor, D. B., & Harrison, G. J. (2016). Supporting Biomedical Students 
Struggling With Second-Choice-Syndrome to Thrive Rather Than Just 
Survive First Year. Journal of College Student Retention: Research, 
Theory & Practice, 20(2), 176-196. 
http://doi.org/10.1177/1521025116654162 

Temple, P., Callender, C., Grove, L., & Kersh, N. (2014). Managing the student 
experience in a shifting higher education landscape. The Higher 
Education Academy. 
https://www.heacademy.ac.uk/sites/default/files/resources/managing_the
_student_experience.pdf 

Terenzini, P. T., Theophilides, C., & Lorang, W. G. (1984). Influences on 
students' perceptions of their academic skipp development during 
college. Journal of Higher Education, 55(5), 262-262. 
http://doi.org/10.1038/kisup.2013.30 

http://doi.org/10.1002/ss.37119832403
https://doi.org/10.1080/02602930500099102
http://doi.org/10.4103/2321-0656.140875
https://www.jstem.org/jstem/index.php/JSTEM/article/view/1623
http://www.unistars.org/papers/STARS2015/09F.pdf
http://doi.org/10.1177/1521025116654162
https://www.heacademy.ac.uk/sites/default/files/resources/managing_the_student_experience.pdf
https://www.heacademy.ac.uk/sites/default/files/resources/managing_the_student_experience.pdf
http://doi.org/10.1038/kisup.2013.30


 

Page | 449  

The lived experience of second-year science academic programs of study students at a public Australian university. 

Tertiary Education Quality and Standards Agency (TEQSA). (2015). Higher 
Education Standards Framework (Threshold Standards) 2015 – TEQSA 
Contextual Overview. Australian Government. 
https://www.teqsa.gov.au/contextual-overview-hes-framework-2015 

Tetley, J., Tobolowsky, B. F., & Chan, E. K. (2010). Designing and 
implementing new initiatives for sophomores. In M. Hunter, B. 
Tobolowsky, & J. Gardener (Eds.), Helping sophomores succeed: 
Understanding and improving the second year experience (pp. 217-233). 
Jossey-Bass. 

Thabane, L., Ma, J., Chu, R., Cheng, J., Ismaila, A., Rios, L. P., Robson, R., 
Thabane, M., Giangregorio, L., & Goldsmith, C. H. (2010). A tutorial on 
pilot studies: the what, why and how. BMC Medical Research 
Methodology, 10(1), 1. http://doi.org/10.1186/1471-2288-10-1 

Tharayil, S., Borrego, M., Prince, M., Nguyen, K. A., Shekhar, P., Finelli, C. J., & 
Waters, C. (2018). Strategies to mitigate student resistance to active 
learning. International journal of STEM education, 5(1), 7. 
https://doi.org/10.1186/s40594-018-0102-y 

Thompson, L., & Blankinship, L. A. (2015). Teaching information literacy skills to 
sophomore-level biology majors. Journal of Microbiology & Biology 
Education, 16(1), 29-33. https://doi.org/10.1128/jmbe.v16i1.818 

Thompson Thompson, S., Darwent, S., & Zaitseva, E. (2014). Implications for 
student support. In Milsom, C.,Stewart, M., Yorke, M. and Zaitseva, E. 
(Eds.), Stepping up to the second year at University:Academic, 
psychological and social dimensions (pp. 88-103), Routledge. 

Thompson, S., Milsom, C., Zaitseva, E., Stewart, M., Darwent, S., & Yorke, M. 
(2013). The Forgotten Year ? Tackling the Second Year Slump. HEA 
Academy. 
https://www.heacademy.ac.uk/sites/default/files/projects/liverpool_john_
moores_ntfs_2010_project_final_report.pdf 

Tinto, V. (1994). Leaving College : Rethinking the Causes and Cures of Student 
Attrition (2nd Edition). University of Chicago Press. 

Tinto, V. (2017). Through the eyes of students. Journal of College Student 
Retention: Research, Theory & Practice, 19(3), 254-269. 
https://doi.org/10.1177/1521025115621917 

Tobolowsky, B. F. (2008). Sophomores in Transition: The Forgotten Year. New 
Directions for Higher Education, 144 (Winter), 59-67. 
http://doi.org/10.1002/he.326 

Tobolowsky, B. F., & Cox, B. E. (2007). Findings from the 2005 national survey 
on sophomore-year initiatives. In B. F. Tobolowsky & B. E. Cox (Eds.), 
Shedding light on sophomores: An exploration of the second college year 
(Vol. Monograph Series No. 47), (pp. 13-30). University of South 
Carolina: National Resource Center for The First-Year Experience® and 
Students in Transition. 

Tobolowsky, B. F., & Cox, B. E. (2007). Shedding light on sophomores: An 
exploration of the second college year (Vol. Monograph Series No. 47). 

https://www.teqsa.gov.au/contextual-overview-hes-framework-2015
http://doi.org/10.1186/1471-2288-10-1
https://doi.org/10.1186/s40594-018-0102-y
https://doi.org/10.1128/jmbe.v16i1.818
https://www.heacademy.ac.uk/sites/default/files/projects/liverpool_john_moores_ntfs_2010_project_final_report.pdf
https://www.heacademy.ac.uk/sites/default/files/projects/liverpool_john_moores_ntfs_2010_project_final_report.pdf
https://doi.org/10.1177/1521025115621917
http://doi.org/10.1002/he.326


 

Page | 450  

The lived experience of second-year science academic programs of study students at a public Australian university. 

University of South Carolina: National Resource Center for The First-
Year Experience ® and Students in Transition. 

Tower, M., Eddie, B., Bernadette, W., & Catherine, H. (2015). Using social 
media as a strategy to address 'sophomore slump' in second year 
nursing students: A qualitative study. Nurse education today, 35(11), 
1130. http://doi.org/10.1016/j.nedt.2015.06.011 

Tricker, T. (2005). Student expectations—how do we measure up. In F. 

McMahon & T. Claes (Eds.), Probing the boundaries of higher education 
(pp.111-114). Oxford, UK: Inter-Disciplinary Press. 
http://doi.org/10.1.1.597.3647 

Trigwell, K., Ashwin, P., & Millan, E. S. (2013). Evoked prior learning experience 
and approach to learning as predictors of academic achievement. British 
Journal of Educational Psychology, 83(3), 363-378. 
https://doi.org/10.1111/j.2044-8279.2012.02066.x 

van der Wende, M. (2017). Opening up: higher education systems in global 
perspective (Working Paper No. 22). Centre for Global Higher Education. 
https://www.researchcghe.org/publications/working-paper/opening-up-
higher-education-systems-in-global-perspective/ 

van Manen, M. (1990). Researching lived experience: Human science for an 
action sensitive pedagogy: Suny Press. 

van Selm, M., & Jankowski, N. w. (2006). Conducting online surveys. Quality & 
Quantity, 40, 435-456. http://doi.org/10.1007/s11135-005-8081-8 

van Teijlingen, E., & Hundley, V. (2002). The importance of pilot studies. 
Nursing Standard (through 2013), 16(40), 33. 
https://doi.org/10.7748/ns2002.06.16.40.33.c3214  

van Teijlingen, E. R., & Hundley, V. (2004). "Pilot Study". In The SAGE 
Encyclopedia of Social Science Research Methods (pp. 824-827). SAGE 
Publications. 

Vardi, I. (2013). A review of inclusive curricula, teaching, retention, achievement 
and progression. Sourthern Cross University. 

Varghese, N. (2018). Indicators and global trends in higher education 
development. In E. Hazelkorn, H. Coates, & A. C. McCormick (Eds.), 
Research Handbook on Quality, Performance and Accountability in 
Higher Education (pp. 149-160). Edward Elgar Publishing. 

Vedel, A. (2016). Big Five personality group differences across academic 
majors: A systematic review. Personality and Individual Differences, 92, 
1-10. https://doi.org/10.1016/j.paid.2015.12.011 

Vermunt, J. D., & Donche, V. (2017). A learning patterns perspective on student 
learning in higher education: state of the art and moving forward. 
Educational Psychology Review, 29(2), 269-299. 
https://doi.org/10.1007/s10648-017-9414-6 

Viau, P. (2016). Second-Year to Third-Year in College: Identifying Factors in the 
Decision'Not to Return'. [Doctoral dissertation, University of Central 

http://doi.org/10.1016/j.nedt.2015.06.011
http://doi.org/10.1.1.597.3647
https://doi.org/10.1111/j.2044-8279.2012.02066.x
https://www.researchcghe.org/publications/working-paper/opening-up-higher-education-systems-in-global-perspective/
https://www.researchcghe.org/publications/working-paper/opening-up-higher-education-systems-in-global-perspective/
http://doi.org/10.1007/s11135-005-8081-8
https://doi.org/10.7748/ns2002.06.16.40.33.c3214
https://doi.org/10.1016/j.paid.2015.12.011
https://doi.org/10.1007/s10648-017-9414-6


 

Page | 451  

The lived experience of second-year science academic programs of study students at a public Australian university. 

Florida]. Electronic Theses and Dissertations. 
http://stars.library.ucf.edu/etd/5051/  

Vuong, M., Brown-Welty, S., & Tracz, S. (2010). The Effects of Self-Efficacy on 
Academic Success of First-Generation College Sophomore Students. 
Journal of College Student Development, 51(1), 50-64. 
http://doi.org/10.1353/csd.0.0109 

Waite, W. M., Jackson, M. H., & Diwan, A. (2003). The conversational 
classroom. ACM SIGCSE Bulletin, 35(1), 127-131. 
https://dl.acm.org/doi/10.1145/611892.611950 

Walsh, M. E. (2013). The Retention Puzzle Reconsidered: Second Year 
Student Attitudes and Experiences with Advising (Publication No. 
3594993). [Education Doctoral dissertation, Portland State University]. 
ProQuest Dissertations and Theses Global.  

Wang, X., & Kennedy-Phillips, L. (2013). Focusing on the sophomores: 
Characteristics associated with the academic and social involvement of 
second-year college students. Journal of College Student Development, 
54(5), 541-548. http://doi.org/10.1353/csd.2013.0072 

Webb, O., & Cotton, D. (2018). Deciphering the sophomore slump: changes to 
student perceptions during the undergraduate journey. Higher Education. 
http://doi.org/10.1007/s10734-018-0268-8 

White, P. J., Larson, I., Styles, K., Yuriev, E., Evans, D. R., Rangachari, P., 
Short, J. L., Exintaris, B., Malone, D. T., & Davie, B. (2016). Adopting an 
active learning approach to teaching in a research-intensive higher 
education context transformed staff teaching attitudes and behaviours. 
Higher Education Research & Development, 35(3), 619-633. 
https://doi.org/10.1080/07294360.2015.1107887 

Whittle, S. R. (2015, 9-11 June, 2015). 'Second year is an enormous step up': 
Understanding and supporting transitions within undergraduate degree 
courses. [Paper presentation] Enhancement and Innovation in Higher 
Education, Glasgow, UK. 

Whittle, S. R. (2016). The second-year slump–now you see it, now you don't: 
using DREEM-S to monitor changes in student perception of their 
educational environment. Journal of Further and Higher Education. 
https://doi.org/10.1080/0309877X.2016.1206854 

Wilder, J. S. (1993). The Sophomore Slump: A Complex Developmental Period 
That Contributes to Attrition. College Student Affairs Journal, 12(2), 18-
27.  

Willcoxson, L. (2010). Factors affecting intention to leave in the first, second 
and third year of university studies: A semester‐by‐semester 
investigation. Higher Education Research & Development, 29(6), 623-
639.  

Willcoxson, L., Cotter, J., & Joy, S. (2011). Beyond the first ‐ year experience : 
the impact on attrition of student experiences throughout undergraduate 
degree studies in six diverse universities. Studies in Higher Education, 
36(3), 37-41. http10.1080/03075070903581533 

http://doi.org/10.1353/csd.0.0109
https://dl.acm.org/doi/10.1145/611892.611950
http://doi.org/10.1353/csd.2013.0072
http://doi.org/10.1007/s10734-018-0268-8
https://doi.org/10.1080/07294360.2015.1107887
https://doi.org/10.1080/0309877X.2016.1206854


 

Page | 452  

The lived experience of second-year science academic programs of study students at a public Australian university. 

Wilson, Z. S., Holmes, L., Degravelles, K., Sylvain, M. R., Batiste, L., Johnson, 
M., McGuire, S. Y., Seng Pang, S. & Warner, I. M. (2012). Hierarchical 
mentoring: A transformative strategy for improving diversity and retention 
in undergraduate STEM disciplines. Journal of Science Education and 
Technology, 21(1), 148-156. https://doi.org/10.1007/s10956-011-9292-5 

Winship, C., & Radbill, L. (1994). Sampling weights and regression analysis. 
Sociological Methods & Research, 23(2), 230-257. 
http://doi.org/10.1177/0049124194023002004 

Yin, H., & Ke, Z. (2017). Students’ course experience and engagement: an 
attempt to bridge two lines of research on the quality of undergraduate 
education. Assessment & Evaluation in Higher Education, 42(7), 1145-
1158. https://doi.org/10.1080/02602938.2016.1235679 

Yorke, M. (2014). Why study the second year? In C. Milsom, M. Stewart, M. 
Yorke, & E. Zaitseva (Eds.), Stepping up to the Second Year at 
University: Academic, psychological and social dimensions (pp. 21-33). 
Society for Research into Higher Education (SRHE), Routledge. 

Yorke, M., Milsom, C., Stewart, M., & Zaitseva, E. (2014). Listening for Signals 
in the Noise and Acting on Them. In C. Milsom, M. Stewart, M. Yorke, & 
E. Zaitseva (Eds.), Stepping up to the Second Year at University: 
Academic, psychological and social dimensions (pp. 104-116). Society 
for Research into Higher Education (SRHE), Routledge. 

Young, D. G. (2018). Outcomes Assessment and Sophomore Programs: How 
Assessment as Organizational Learning Can Improve Institutional 
Integrity. New Directions for Higher Education, 2018 (183), 47-57. 
https://doi.org/10.1002/he.20292 

Young, D. G., Schreiner, L. A., & McIntosh, E. J. (2015). Investigating 
Sophomore Student Success: The National Survey of Sophomore-Year 
Initiatives and the Sophomore Experiences Survey, 2014. (Research 
Reports on College Transitions No. 6). University of South Carolina: 
National Resource Center for the First-Year Experience® and Students 
in Transition. 

Yu, L., Shek, D. T., & Zhu, X. (2018). The influence of personal well-being on 
learning achievement in university students over time: Mediating or 
moderating effects of internal and external university engagement. 
Frontiers in Psychology, 8, 2287. 
https://doi.org/10.3389/fpsyg.2017.02287 

Zaitseva, E., Darwent, S., & Thompson, S. (2014). Implications for student 
support. In C. Milsom, M. Stewart, M. Yorke, & E. Zaitseva (Eds.), 
Stepping up to the Second Year at University (pp. 88-103). Routledge. 

Zaitseva, E., Milsom, C., & Stewart, M. (2013). Connecting the dots: using 
concept maps for interpreting student satisfaction. Quality in Higher 
Education, 19(2), 225-247. http://doi.org/10.1080/13538322.2013.802576 

Zaitseva, E., Stewart, M., & Milsom, C. (2014). Shifting perspectives. In C. 
Milsom, M. Stewart, M. Yorke, & E. Zaitseva (Eds.), Stepping up to the 
Second Year at University: Academic, psychological and social 

https://doi.org/10.1007/s10956-011-9292-5
http://doi.org/10.1177/0049124194023002004
https://doi.org/10.1080/02602938.2016.1235679
https://doi.org/10.1002/he.20292
https://doi.org/10.3389/fpsyg.2017.02287
http://doi.org/10.1080/13538322.2013.802576


 

Page | 453  

The lived experience of second-year science academic programs of study students at a public Australian university. 

dimensions (pp. 24-38). Society for Research into Higher Education 
(SRHE), Routledge. 

Zepke, N., & Leach, L. (2010). Improving student engagement: Ten proposals 
for action. Active Learning in Higher Education, 11(3), 167-177. 
http://doi.org/10.1177/1469787410379680 

http://doi.org/10.1177/1469787410379680

