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Guidance for institutional success: access and participation 
practitioners 

How this guidance has been developed 

There is a considerable masking effect in Black, Asian and Minority Ethnic (BAME) 
recruitment with poorly targeted outreach and under-recruitment of minority 
ethnic groups often invisible within the overall national figures on widening access. 
Outreach practitioners will benefit from clear advice and training on enabling 
legislation. Professional time to understand and develop bespoke practices will 
allow for better and more targeted outreach strategies. 
 
The guidance below has, therefore, been developed by drawing on the knowledge 
and expertise of those stakeholders involved in this study, including respondents to 
our HE provider and stakeholder surveys, and contributions from those who 
attended our Summit event (see our research report for further information). Our 
call for case studies produced a number of exemplars of good practice. One example 
is included below. Others are contained in appendices to the research report. We 
would like to thank all those who contributed to the writing of these case studies. 

Guiding principles 

1. Staffing: Continuing professional development (CPD) for staff involved in 
outreach, from practitioners and academics to admissions staff is an absolute 
necessity and is lacking across the sector. Careful CPD can raise awareness 
of equitable, anti-discriminatory practices. Drawing upon the expertise of 
academics is also vital in delivering effective and engaging interventions, and 
helps provide students with an authentic experience of undergraduate study 
which can have a significant impact on their educational aspirations.  

2. Representation: Our findings suggest that targeted exclusive interventions 
which are developed or led by outreach staff from the same community as 
participants can play a significant role in gaining the trust of students and 
parents/carers, particularly in cases involving communities which outreach 
staff are traditionally slow to reach1. However, although their ethnicity may 
provide them with an invaluable insight into the lived experiences of 
students and the local community, it is important not to position staff as 
experts on diversity work simply because of their background. In addition, 
there is a severe under-representation of minority ethnic staff involved in 
access and outreach activity and this needs to be corrected. 

3. Positive Action interventions: The legal right to use positive action (PA) 
should be made known across schools. Young people should be viewed as 
partners in the educational journey and systematically involved in the design 
and implementation of any initiatives. In addition, creating information, 
advice and guidance (IAG) resources and providing CPD for teachers which 
outlines the specific barriers faced by some communities can help convey the 
need for targeted approaches and increase engagement from schools. 
Moreover, making explicit and discussing with key stakeholders the legal 
right to use positive action interventions can help overcome concerns over 

                                                        
1 The usual phrase is ‘hard to reach communities’. Instead,  we recommend ‘not yet reached 
communities’ 
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targeting. Where there is any uncertainty about the use of positive action, it 
may be helpful to seek legal advice in order to build confidence, and to guide 
and support initiatives. 

 
4. Community connections: Equitable collaboration which draws upon the 

expertise and experience of key stakeholders is vital for increasing our 
awareness and understanding of the actual, and not assumed, barriers to 
entering HE faced by some students. Directly engaging with students, 
parents and community leaders through Participatory Action Research 
therefore allows for the development of new and innovative interventions 
that specifically address the needs and concerns of students and local 
communities. These activities are also rooted in the local community 

Recommendations 

1. Access and participation practitioners should ensure that they build long 
term, sustainable relationships with community groups and other 
community-based stakeholders (schools, families etc.) working with 
communities from early years provision, through, into and beyond further 
education (FE) and HE. 

2. In addition, the trust of schools and parents must be earned and built up 
over time in order to address concerns effectively and to help eradicate 
certain misconceptions about HE. Sustained engagement and long-term 
projects which enable meaningful relationships to be built up between the 
local community and universities are therefore vital for ensuring the success 
of targeted interventions.  

3. Securing long-term funding is key to ensuring that projects will be able to 
run on a sustained engagement basis. One way to achieve this is by focusing 
on localised, under-represented sub-groups, and creating small-scale 
interventions which are more manageable and affordable.  

4. Alongside work to support access to higher education, and on raising 
attainment, interventions should also focus on employability by 
broadening students’ understanding of different sorts of courses available 
and the range of jobs that can result from different sorts of degrees. 

5. HE provider activity should be led by staff from diverse ethnic 
backgrounds, whilst remaining mindful of the need to not position diversity 
work as the responsibility of those from 'diversity' backgrounds or 
overburdening them; where staff are taking on such activity additional to 
their chief role, such activity needs to be recognised, rewarded, and linked to 
career development and  progression. 

6. The development and delivery of outreach activities should, where feasible, 
be embedded into teaching activity. This will maximise the time and cost-
effective use of staff and use the expertise and experiences of current 
students 

Case study: Fast Trackers2 at University of Liverpool 

Students from a Somali and Yemeni background  

                                                        
2 https://www.liverpool.ac.uk/widening-participation/secondary/fast-trackers/  

https://www.liverpool.ac.uk/widening-participation/secondary/fast-trackers/
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Keys to success:  

 Sessions based on the continually emerging and evolving interests and 
desires of the young people  

 Friendly and engaging mentors willing to adapt to the requirements of each 
cohort of participants 

 Focus on an ethnic sub-group so able to meet particular needs 
 Long-term relationships which have engendered trust and build reputation 
 Long term funding from the HE provider which has allowed the project to be 

sustained over time 

The intervention 

The 'Fast Trackers' project' is a one year mentoring project designed to help Year 
11 students from a Somali and Yemeni background (highly under-represented in HE 
in the city) to get the most out of their final school year and maximise their results 
at GCSE. The project takes place at the University and runs in the early evening from 
4-7 pm. The sessions comprise formal mentoring meetings with student mentors, 
allowing the young people to bring with them homework or coursework or any 
other academic concerns they are struggling with. They can also work on past 
papers which the mentors mark and give feedback on. In addition the young people 
can chose to undertake other activities arising from their own interests such as a 
tour of the university or a presentation on money and financial support. This means 
that that the participants build up good relationships with the student mentors built 
on shared interests and experiences. Further support comes from the Widening 
Participation and Outreach team. 

The project is funded using ‘OFFA-countable’ access agreement expenditure and has 
been in existence since 2009. It is jointly organised by the Liverpool Ethnic Minority 
and Traveller Achievement Service (EMTAS). EMTAS undertake recruitment 
through schools and through their wider connections in the city. However the long-
term success of the project means that many of those now accessing the programme 
are doing so through word of mouth, with younger siblings now following their 
older sisters or brothers on to the programme, and several participants coming 
from the same street. Two former participants are now mentors. 

Evaluation comprises an initial poll with the students before the first session to 
establish a baseline of what they already know about University, and what their 
fears and knowledge gaps are, so allowing this to be built into the programme, and 
feedback from the participating students at the mid-point of the project and again 
at the end. Students are also registered on the national Higher Education Access 
Tracker (HEAT). In addition the University also offers the students the opportunity 
to access their 6th form compact scheme (Liverpool Scholars Programme3). When 
students do progress to the University, however, this makes it difficult to determine 
how much each of the two projects has contributed to this success. 

                                                        
3  https://www.liverpool.ac.uk/widening-participation/post-sixteen/scholars/  

https://www.liverpool.ac.uk/widening-participation/post-sixteen/scholars/
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The intervention has faced few barriers. This is, in part, because it is regarded as a 
cost-effective intervention: because it is on-site most of the costs come just from 
catering and transport, which is in itself low as many of the participants travel from 
the same area together. However, for the first two cohorts, the data protection 
agreement they had with the students did not list HEAT, so it was not possible to 
track them in this way. 

The success of the intervention can be seen in the fact that the project has people 
from same families wanting to come through the programme, including four sisters 
of different ages. In addition, schools see it as a valuable resource even though the 
project is run off-timetable; indeed, this is a further strength of the project as it is 
not competing with an already congested curriculum. In addition EMTAS have a 
good reputation in the community, running awards for all their community projects. 
This has helped raises the awareness and reputation of the Fast Trackers project. 

Replicability and sustainability 

The work highlights: 

 The need to focus on localised, under-represented sub-groups 
 The need to keep projects small-scale and focussed, and so manageable and 

affordable 
 The importance of building up good relationships between mentors and 

mentees, including recruiting mentors who have also been participants 
 The effectiveness of working with a known and trusted community partner 
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Guidance for institutional success: supporting progression in to 
employment or further study 

How this guidance has been developed 

There are two ways that HE providers should think about their progression 
activities:  

1. Activities they can undertake with others designed to support student 
progression into post-graduate study or employment.   

2. Increasing employment progression and equitable outcomes for academic 
and non-academic staff;  

 
Inequality in student progression is an area of the student lifecycle that has received 
the least attention from HE providers, policy makers and practitioners. Guidance on, 
and development of, progression activities within institutions is urgently required 
to address the chronic inequalities in the progression of different student groups 
into further study or graduate level employment. 
 
The guidance below has, therefore, been developed by drawing on the knowledge 
and expertise of those stakeholders involved in this study, including respondents to 
both our HE provider survey and stakeholder survey, and contributions from those 
who attended our Summit event (see our research report for further information). 
Our call for case studies produced a number of exemplars of good practice. One 
example is included below. Others are contained in appendices to the research 
report. We would like to thank all those who contributed to the writing of these case 
studies. 

Guiding principles 

1. Data: data should be produced to support a better understanding of the 
sectors and localities that HE providers' graduates end up in, and which ones 
are most successful. Helpful examples are provided by the Shadbolt review4 
of computer science degree accreditation and graduate employability, and 
the Wakeham review5 of STEM degree provision and graduate employability.  

2. Representation: improving the representation of minority ethnic staff 
(academic and non-academic) is an imperative. Targets should be set to 
increase representation at all levels which will in turn enhance broader 
action to address racial inequalities. 

3. Positive Action interventions: the legal right to use positive action (PA) 
should be made known across HE providers. PA employability and 
progression initiatives should be developed using Participatory Action 
Research approaches. 

4. Community connections: HE providers often have strong public 
engagement strategies, and these could be better linked to strategies and 
policies to address racial inequalities. Bringing and supporting local minority 
ethnic communities (including employers) into institutions can support 

                                                        
4 https://www.gov.uk/government/publications/computer-science-degree-accreditation-and-
graduate-employability-shadbolt-review 
5 https://www.gov.uk/government/publications/stem-degree-provision-and-graduate-
employability-wakeham-review  
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those communities, inspire existing students, and develop links that will lead 
to better outcomes, including reduced racial inequalities, post HE.  

Recommendations 

1. Work-based learning: HE providers should monitor the experience of 
minority ethnic students and intervene where they are experiencing 
inequitable treatment or outcomes in relation to the take up of, and 
experience on, placements or work-based learning. 

2. Student progression into employment: HE providers should monitor 
which organisations have effectively recruited minority ethnic students into 
their workforce and work with them to build up links and relationships; they 
should also invest in ensuring their careers support services understand and 
challenge discrimination. 

3. Staff-based mentoring schemes: mentoring programmes for under-
represented and under-attaining groups should be set up with community 
partners and employers. These should not be framed using deficit discourses 
about students. 

4. PhD Studentships: Research Councils and HE providers should monitor 
PhD studentships by ethnicity (application and offers), set targets for 
postdoctoral funding for students from minority ethnic groups and provide 
support for these students to ensure they are able to progress and succeed. 

5. Staff recruitment and progression: HE providers should monitor 
progression and promotion to determine whether minority ethnic staff have 
equitable opportunities; manager appraisals and pay rises should be linked 
to success in supporting BAME employees. 

6. Staff-based mentoring schemes: such schemes should be developed to 
ensure that staff from under-represented minority ethnic groups are 
supported to progress within the institution and develop staff forums and 
networks where these do not already exist. 

7. Employer relationships: local employers (individual, consortia, and 
representative bodies) should be viewed as potential partners, not only in 
employing graduates, but also in informing universities and colleges about 
future economic opportunities; collaborating with providers in developing 
skills and employability; enhancing the curriculum; and in promoting the 
case for ‘diversity’ more effectively. Relationships should be developed in 
particular with those employers challenging inequalities in the labour 
market.  

 

Case study: Black Lawyers Matter at University of Manchester 

The primary aim of the University of Manchester's Black Lawyers Matter 
programme is to work in collaboration with university and external partners to 
address the under-representation of black and ethnic minority people working in 
the legal and criminal justice professions, particularly in the Greater Manchester 
area. A secondary aim is to continue to build upon and promote a mutually beneficial 
and co-productive relationship between the university and Manchester's African 
and African Caribbean communities. The scheme is inspired by community project 
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such as the Freshfields Stephen Lawrence Scholarship Scheme6 Race for Change and 
other schemes. 
 
The university is offering students the chance to apply for the The Lemn Sissay7 Law 
bursary. The bursaries are on offer to any student who is: male; Black African, Black 
Caribbean, ‘Mixed’ Black African Caribbean heritage, background, or origin; and 
who has not attended a fee-paying school. Once at the university it is anticipated 
that the bursary students will also receive ongoing support including supporting 
access to placements.  
 
This project is in its infancy and cannot yet report on success. However it is likely 
that it will be effective as it takes a holistic view from access to progression, builds 
on engagement with community stakeholders and is a collaborative venture 
bringing together community organisations, local schools and colleges, HE 
providers, law practitioners including law firms and barristers’ chambers and 
professional bodies and regulators.  

Resources and links 

Community-based interventions (on-course interventions) 
 Windsor Fellowship internships for undergraduate BAME students - e.g. at 

Greenpeace, P&G, NAO https://www.windsor-fellowship.org/programmes 
 Windsor Fellowship Leadership Programme for BAME undergraduates 

https://www.windsor-fellowship.org/about1-c1a3y 
 Walcot Foundation grants to organisations in Lambeth wishing to support low 

income groups in the borough to gain academic success and employment 
http://www.walcotfoundation.org.uk/grants-orgsschools.html 

  

                                                        
6 https://www.freshfields.com/en-gb/about-us/responsible-
business/freshfields_stephen_lawrence_scholarship/  
7 Poet and broadcaster Lemn Sissay is the Chancellor of The University of Manchester 

https://www.windsor-fellowship.org/programmes
https://www.windsor-fellowship.org/about1-c1a3y
https://www.freshfields.com/en-gb/about-us/responsible-business/freshfields_stephen_lawrence_scholarship/
https://www.freshfields.com/en-gb/about-us/responsible-business/freshfields_stephen_lawrence_scholarship/
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Guidance for institutional success: teaching academics 

How this guidance has been developed 

Retention and success of minority ethnic groups is highly variable but all minority 
ethnic groups are more likely to withdraw early from higher education and to attain 
less well than their white peers. However targeted interventions are rare and where 
these do operate they are small scale. There are two ways that teaching academics 
should think about both retention and success when targeting interventions. 
 
The guidance below has, therefore, been developed by drawing on the knowledge 
and expertise of those stakeholders involved in this study, including respondents to 
our HE provider and stakeholder surveys, and contributions from those who 
attended our Summit event (see our research report for further information). Our 
call for case studies produced a number of exemplars of good practice. One example 
is included below. Others are contained in appendices to the research report. We 
would like to thank all those who contributed to the writing of these case studies. 

Guiding principles 

1. Data: data should be produced to support a better understanding of which 
specific groups have inequitable outcomes in relation to retention and 
success. Where possible this should be disaggregated according to gender 
and socio-economic group. This may require data being gathered over a 
number of years. 

2. Representation: improving the representation of minority ethnic students 
in all institutional governance structures is an imperative. Care must also be 
taken to include those students from specific minority ethnic backgrounds 
who remain under-represented. Impact assessments should also be 
undertaken to determine which groups of students are not accessing specific 
institutional support services and remediating actions taken to address 
where required. 

3. Positive Action interventions: the legal right to use positive action (PA) 
should be made known across HE providers; retention and success 
initiatives should be developed using Participatory Action Research 
approaches. Students should be viewed as partners in the educational 
journey and systematically involved in the design and implementation of any 
initiatives.  

4. Community connections: universities often have strong public engagement 
strategies, and these could be better linked to strategies and policies 
addressing racial inequalities in relation to both retention and, particularly, 
success. Bringing and supporting local minority ethnic communities 
(including employers) into the university can support those communities, 
inspire existing students, and develop links that will lead to better outcomes, 
including reduced racial inequalities. 

Recommendations 

1. Teaching staff should recognise that universities can be very uncomfortable 
spaces for students from different ethnic backgrounds and ensure that issues 
around race/ethnic inequality are linked with policies concerning, for 
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example, Prevent and the UK Border Agency which can perpetuate hostile 
messages. Safe spaces need to be created to explore issues of race and 
racism. 

2. Students and staff should be encouraged to recognise disadvantages and 
difficulties faced by others and act to reduce these by, for example, 
intervening in the behaviours of monopolisers and non-participators in 
group discussions, and through challenging micro-level antagonisms. 

3. Strategies should be put in place - with care and involving students - to 
decolonise the curriculum8. That is to consider, and then address, how the 
values, norms, thinking, beliefs and practices that frame the curriculum 
perpetuate white, westernised hegemony and position anything non-
European and not white as inferior.  

4. Assessment outcomes for students from different minority ethnic groups 
should be monitored and where there are patterns of disadvantage forms 
and modes of assessment should be adjusted. 

5. Trust and transparency should be developed between staff and students. 
This is fundamental to creating an environment in which students feel they 
can be treated fairly. This might include: more, and easier, access to staff, and 
staff using a range of media to increase contact with students; decoding 
assignment requirements; transparent marking processes and detailed 
feedback, including discussion about why specific responses have been 
given; clarity of marks given to cohort and rational for different outcomes.  

6. Opportunities for greater student-teacher academic and social 
interaction should be encouraged, supported and resourced. 

Case study: Embedding Compassion; University of Hertfordshire9 

Keys to success:  
 Action research approach embedding critical, task-focused seminar 

discussions in pedagogy 
 Collaborative, ethical and equitable approach that builds relationships 

between students 
 Of benefit to all students with a particular impact on the attainment of those 

from Black and other ethnic minority backgrounds 
 Approach helps to dismantle unseen institutional approaches to HE 

pedagogy that directly feed and sustain the attainment gap.  
 
The intervention 
 
This intervention arose from a concern that the high-value HE is increasingly 
placing on competitive individualism is exacerbating communicative barriers 
between students including between students from ethnically different 
backgrounds. Such barriers are associated in the literature with feelings of isolation 
and alienation for BAME students. Moreover for any student under such stress 
ongoing social defence mechanisms can divert cognitive capacity that should be 
available for critical thinking, which is a key marker of academic performance.  

                                                        
8 see for example https://www.soas.ac.uk/blogs/study/decolonising-curriculum-whats-the-fuss/  
9 See https://www.timeshighereducation.com/news/career-advice-should-universities-award-
credit-for-compassion  and https://www.youtube.com/watch?v=3jFVTCuSCOg  

https://www.soas.ac.uk/blogs/study/decolonising-curriculum-whats-the-fuss/
https://www.timeshighereducation.com/news/career-advice-should-universities-award-credit-for-compassion
https://www.timeshighereducation.com/news/career-advice-should-universities-award-credit-for-compassion
https://www.youtube.com/watch?v=3jFVTCuSCOg
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As a corrective, compassion10 has been applied to HE pedagogy to make 
compassionate action in group work assessable and credit-bearing. The purpose 
was to explore the intervention’s potential to dismantle the communicative barriers 
between students that undermine their social experiences and academic 
achievement, particularly those of black and ethnic minority students (NUS, 
200911). 
 
Over the last eight years, the approach has been implemented in three disciplinary 
schools at the University of Hertfordshire. The first study that was conducted was 
divided into two cycles of action research; the first was with mainly white, local 
students in a Humanities department and the second with more ethnically diverse 
cohorts of students in the Business School. Participating seminar tutors were also 
observed and interviewed. The action research involved identifying the sort of 
behaviours which enable effective face to face working, such as actively leading 
others into more productive discussion and inclusive behaviours, and those which 
hinder it: monopolising, contributing little to the discussion, not challenging others’ 
thinking processes. These behaviours, explored in a disciplinary context, then 
become part of weekly discussion management and ultimately assessment 
alongside more familiar intellectual skills. Students were supported to practise their 
fluency and effectiveness with these skills in their seminars for the rest of the 
module, and to transfer them to other modules.  
 
Evaluation comprised both qualitative and quantitative data collection. Qualitative 
methods included: students’ interview and focus group transcripts; tutors’ 
interview transcripts; seminar observation/field notes; before and after checklists 
of negative seminar behaviours; films of assessed seminars; internal assessors’ 
written feedback to individual students and external examiners’ reports/comments. 
In addition, on a Level 5 Business module, critical thinking performance scores for 
each student on a written work assignment were compared to the critical thinking 
performance scores by the same students in their second assignment of the module 
– a filmed, research-focussed seminar discussion. In addition, at the beginning and 
end of the module, students completed checklists of social and learning experiences 
in seminars and tutorials. From the qualitative data sets it was found that most of 
the students made use of the compassion-focused pedagogy, adapting and 
developing it in seminar discussions to benefit the learning and social experiences 
of themselves and others. There was evidence from the quantitative data analysis of 
a positive impact on academic outcomes in terms of assessment for critical thinking 
skills, particularly for local Black and other local ethnic minority students, who 
experienced the greatest gains. 
 
A second project transferred the compassion focused pedagogy (CfP)12 to a cohort 
of (n=220) computer science students. Again no statistical evidence of an 

                                                        
10 Compassion is defined in the scholarship of neuroscience, psychology and anthropology as:  the 
noticing of distress or disadvantaging of self and/or others, and acting to prevent or reduce this. 
11 https://www.nus.org.uk/PageFiles/12350/NUS_Race_for_Equality_web.pdf  
12 https://www.herts.ac.uk/link/volume-2,-issue-1/assess-compassion-in-higher-education-how-
and-why-would-we-do-that 

https://www.nus.org.uk/PageFiles/12350/NUS_Race_for_Equality_web.pdf
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attainment gap was found on the participating module compared to the control 
group cohort of students on the module the previous year (n=27).  
 
The main obstacle deterring staff from using the CfP was a lack of awareness of the 
psychobiological definition of compassion - now well-established in multi-
disciplinary scholarship – that shows compassion to be a practical, assessable 
pedagogical tool for enhancing student group dynamics and learning outcomes. 
Continuing professional academic development programme (CPAD) has proved 
useful in addressing this. Ongoing mixed-methods research on outcomes of using 
CfP also supports increasing staff engagement. This was the only initial barrier to 
implementing the intervention. 
 
The success of the intervention has come from the fact that it has been sustained by 
staff involved in the study, including the most initially reluctant. One reason is 
because of staff-reported enhancements to observed quality of reading preparation 
and discussion in their seminars using this pedagogy. The CfP is now embedded in 
the CAPD for new staff at the university. 
 
Replicability and sustainability 
 
The work highlights: 
 
 That explicit work with the concept of compassion, including overt formal 

assessment of its use, can be non-intrusive on subject material (a tutor concern), 
ethically appropriate, and beneficial to enhancing social and learning 
interconnectivity between students of different ethnic groups.  

 That this approach can have a positive effect for both local white and BAME 
students on their social and learning experiences in group work and, notably for 
BAME students, on their individual academic outcomes. 

 
  



13 
 

Guidance for institutional success: policy makers 

How this guidance has been developed 

Policy makers (OfS/DfE) and HEIs/FECs have the power to effect change at a 
national and institutional strategic level. Collecting (and promoting the collection 
of) disaggregated ethnicity data is essential but conversations around research 
questions, evaluations, evidence-based policy decisions and designs must include 
those who can voice the concerns and priorities of minority ethnic groups, groups 
who are typically the subjects and objects of the research and not the owners, 
instigators, research or policy leads. 
 
The guidance below has, therefore, been developed by drawing on the knowledge 
and expertise of those stakeholders involved in this study, including respondents to 
our HE provider and stakeholder surveys, and contributions from those who 
attended our Summit event (see our research report for further information).  

Guiding principles 

1. Policymakers need to collect the best and most extensive data on racial 
inequalities, ensuring that data is disaggregated by a range of ethnic groups. 
Policymakers should collect data on gender, geography, socio-economic 
background and prior attainment where possible. Disaggregated data should 
seek to uncover inequalities between ethnic groups and tackle more nuanced 
patterns of disadvantage.  

2. Policymakers must include or involve minority ethnic people directly in 
their work. ‘Nothing about us without us’ is a common refrain among 
activists, and there is a range of reasons to include BAME student and staff 
voices when consulting on and designing policies. Not only will such 
participation improve the authenticity of the evidence collected, but it will 
also improve accountability, ensure buy-in, and help in designing and then 
monitoring the most effective policy solutions.  

3. Monitoring and evaluation is also an imperative. However given the extent 
and persistence of racial inequalities, and their transmission over a number 
of generations in Britain, any particular intervention may take some time to 
deliver results, and monitoring and evaluation should reflect that. Only 
where the short term consequences are clearly worse should a policy be 
scrapped due to poor evaluations.  

4. The need to be prepared for ‘difficult’ conversations: more specifically, 
policymakers must not shy away from direct discussions of race and racism, 
and must avoid defensiveness about such terms as ‘white privilege’ or 
‘institutional racism’. This will require both more comprehensive training for 
all senior management and staff, but also the active cultivation of spaces or 
arenas in which honest conversations can take place.  
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Recommendations 

The Office for Students 
 
In response to its 2018 Office for Students (OfS) Regulatory Framework13 the OfS 
should 
 

1. Involve students in the way that it regulates. The OfS should ensure that it 
includes students from a diverse range of minority ethnic groups. 

2. Include reference to differential outcomes for students from minority ethnic 
groups in its information to students about where excellent teaching and 
outcomes may be found. 

3. Speak out on behalf of students from diverse minority ethnic groups in 
championing issues and sharing evidence and examples of effective and 
innovative practice for students. 

4. Include the needs and outcomes of minority ethnic groups in using a range 
of indicators, qualitative intelligence and horizon scanning to 
understand and evaluate the health of the sector. 

5. Consider the access and successful participation of students from under-
represented and disadvantaged minority ethnic backgrounds in using its 
teaching grant funding. 

6. Ensure that data is collated, monitored and reported using disaggregated 
minority ethnic groups in developing its data strategy. 

 
In addition we propose that the OfS should: 

 
 Fund long-term, sector-wide Positive Action interventions for under-

represented or under-attaining ethnic groups. 
 Continue to support research into the causes of inequalities, such as 

Addressing Barriers to Student Success,14 as well as 'what works' at a 
localised and disaggregated level and to disseminate work in this area. 

Higher Education (HE) Providers and Further Education Colleges (FECs) 
 
HE providers and FECs should: 
 

1. Take a holistic approach to addressing inequalities for specific minority 
ethnic groups. 

2. Make their BAME gap data public to all students and staff, both internally 
(including departmental/course level data) and externally (for example 
through a dedicated institutional website with both data and plans to tackle 
inequalities). 

3. Make explicit in their access and participation plans their annual spend on 
targeted interventions across each aspect of the student lifecycle (access, 
retention, attainment, progression) and demonstrate how they will balance 

                                                        
13 https://www.officeforstudents.org.uk/media/1047/ofs2018_01.pdf 
14 https://www.officeforstudents.org.uk/advice-and-guidance/promoting-equal-
opportunities/addressing-barriers-to-student-success-programme/ 

https://www.officeforstudents.org.uk/media/1047/ofs2018_01.pdf
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the focus of 'inclusive' and targeted ('exclusive') interventions across the full 
student lifecycle. 

4. Tie the performance-related pay of senior leaders to institutional progress 
made in addressing ethnic inequalities.  

5. Sign up to the Equality Challenge Unit's (now AdvanceHE) Race Equality 
Charter and require participation and progress in REC to be linked to access 
agreements and funding. 

6. Adopt robust evaluation approaches to evidence the actual impact on 
target groups of ‘inclusive' practice interventions. 

 

 


