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Overview
This chapter addresses diversity, integration and social cohesion in higher education. It is based on a 3 year project funded by the UK-India Education and Research Initiative (UKIERI) operating through the British Council. It explored staff and student experience of diversity on HE campuses in India and the UK within the context of mass HE expansion and widening participation initiatives in both countries, and identified strategies that might be adopted to enhance integration and social-cohesion.
The research was framed by socio-cultural theories and is located within a social-constructivist perspective (Moore, 2000). This approach facilitates the development of improved understandings of educational and social environments that shape (but do not determine) staff and student dispositions in regard to the diverse origins and backgrounds of others they encounter on campus. 
Individual student and staff perceptions and experiences of diversity on HE campuses were explored through personal diaries, and individual, focus group and group interviews. All reported the separation of diverse groups on their campuses, sometimes related to personal support, sometimes for convenience, and sometimes due to overt discrimination on the grounds of race, region, nationality, caste, class, religion, age or gender. Most claimed that enhanced integration is both desirable and possible.  These data, from students and staff, shape an understanding as to how diversity issues are mediated and formed, in relation to and in interaction with the structures and contextual features of the educational environments in which they are located. 

While HE environments for diversity, integration and social cohesion undoubtedly vary, not least between those in India and the UK, we found strong indications that contexts and activities designed to enhance integration need to be genuine, authentic, un-contrived, and that they meet the needs and intentions of  those who engage in them. This is indicated through varying but realistic accounts of students needing to work together and support each other, regardless of social or cultural differences, on professional/ work-related placements or academic activities. 
The chapter presents  findings concerning the nature of campus life as experienced by diverse staff and student respondents and explore their relationship to ideals expressed in HE mission statements and possible strategies for change that emerge from the data.
Introduction

The literature on diversity and integration amongst students and staff on Higher Education (HE) campuses confirms the collaborating author’s experiences and perceptions in both UK and India. There is a strong indication of a lack of integration amongst groups of students from different countries and from diverse backgrounds, cultures, religion and races (Carroll and Ryan, 2005: Hyland et al, 2008). Some students, particularly those from under-represented, minority or disadvantaged groups, are said to experience feelings of isolation (Furnham, 1997; Daniel, 2009), invisibility (Coram, 2009), marginalisation (Read et al, 2003), and/ or exclusion (Hockings et al, 2008).   
The literature also suggests that, as a result of such separation, opportunities within HE for intercultural learning, communication across group boundaries and enhanced multicultural understanding are not taken advantage of (Ledwith and Seymour, 2001; Carroll and Ryan, 2005). Hyland et al (2005) suggest that facilitation of cross-cultural interaction and integration is needed if the potential benefits to staff and students of working, living and studying in diverse educational environments are to be realised. In regard to Indian HE, Gundara agrees.
 ‘Academic institutions… may need to take measures which diminish cultural distances between different groups and improve institutional access for students from the marginalised groups.’ (Gundara, 2000:88)
This is so because there is both a moral (Giroux, 2005) and a legal imperative in both countries to promote equality. There is also a more pragmatic imperative:

‘The ability to communicate on a global scale and to understand problems and issues from a non-parochial standpoint stands you in better stead to get a good job…. The search for truth is likely to be more fruitful and more efficient if it includes a wide cultural basis.’ (Knight, 1999, 17-18)

The UKIERI project aims were 

· to explore staff and student experience of diversity on HE campuses in India and the UK 

· to identify strategies that might be adopted to enhance integration and social-cohesion.

This chapter presents findings regarding the nature of campus life as experienced by diverse staff and student respondents, explores their relationship to ideals expressed in HE mission statements and identifies possible strategies for change that emerge from the research so far completed.

Theoretical framework
The research follows a social constructivist/ social realist perspective (Moore, 2000; Young, 2008), recognising human agency in knowledge production (Durkheim, 1964), alongside patterned consistencies which exist and persist beyond unique context dependent individual experiences.  This perspective enables the development of improved understanding of HE social and educational contexts that shape (but do not determine) participants actions and expectations (or dispositions using Bourdieu and Passeron’s, 1977, terms) in regard to campus-based diversity and social cohesion. 

Samples and Methodology
Two Indian and five English HE institutions took part in this research. There are similarities and differences between each of them (see Table 1 below) which afford opportunities for comparison and contrast. The Indian institutions IDU (International Deemed University) and SHEC (Specialist Higher Education College) are based in the suburbs of India’s most populous city, Mumbai. Whilst untypical of India as a whole Mumbai is its commercial capital, modern, outward looking and a magnet for migration from poorer rural areas of the sub-continent. SHEC is a relatively small college specialising in Teacher Education, based in a religious foundation and offers 50 per cent reservation of seats for students from the Punjab. IDU is larger, a deemed university with diverse students and specialising in social sciences; it engages in international recruitment and has a 50 per cent reservations policy in favour of Scheduled Tribes (ST, 8%), Scheduled Castes (SC, 15%) and Other Backward Castes (OBC, 27%). The majority of students at both Indian institutions are postgraduates.
Similarly the three English Universities are based in large cities or towns but are spread over a wider area. NSS (New South Shire) is located in the south east of England, while NNC (New North City) and ONC (Old North City) are located in northern England. Both NSS, a 1992 University, and ONC, a chartered university, have very mixed student populations and are polytechnic in the range of courses they offer, while NNC is considerably smaller (though larger than both Indian HEIs), is more specialised in the range of courses it offers, is based in a religious foundation, and its student population is predominantly white, although 15 per cent of its students are recruited internationally. There is a mix of undergraduate (UG) and postgraduate (PG) students at each of the English universities, although the majority in each is in UG education.

Table 1: Characteristics of Participating HEIs 2007/8 (all in principle English medium)

	HEI
	Size
	Students 
	Courses
	Mission/ Vision

	UK-NSS New South Shire Uni. 
	22,550 full and part-time
	15% Overseas
85% UK & EU

55% female

53% white
	 The Arts; Health & Human Sciences; Engineering;  ICT; Business; Law; Humanities and Education
	‘New model uni. , business like and business facing, shaping graduates futures in a  global environment’; entrepreneurial, engendering international & multicultural understanding 

	UK-ONC Old North City Uni. 
	14,464 full and part-time 
	17% Overseas
83% UK & EU

50% female

47% white


	Health & Life Sciences; Design, Engineering & Technology; Media & Informatics; Social & International; Management 
	‘Making Knowledge work’; transformative role of HE, outward-facing, confronting inequality & celebrating diversity

	UK-NNC New North City Uni.
	5,581 full and part-time 
	5% Overseas
95% UK & EU

71% female

95% white

45% mature
	The Arts; Education; Theology; Business; Health & Life Sciences
	‘Excellent, open & progressive HE that embraces difference, challenges prejudice and promotes justice’; Anglican foundation, personal/professional development, life-long learning, sustainable 

	INDIA-IDU Global Deemed Uni. 
	994 full-time 
	3.5% Overseas
96.5% Indian 

50% female

1% white

50% 
	Social Science & Social Work; Health; Rural Development, Management; Media; Cultural & Education
	‘Towards a people-centred tomorrow’; Social Justice; Professionals for practice; research and teaching, reaching out to the wider community

	INDIA-SHEC Special HE College 
	 100  full-time
	1% Overseas
99% Indian 

80% female

0% white
	1yr Full-time secondary BEd (teacher education) under Faculty of Arts
	‘Share, Care, Learn & Grow’;

Sikh foundation -  secular; special attention to academically challenged and vernacular students


These institutions, though clearly not representative of all HEIs in England or India, did enable comparison and contrast between specific examples of staff and student campus experiences regarding diversity, isolation, social cohesion and integration within those particular contexts. 
The initial stage of the research involved keeping personal diaries and records of critical or memorable events regarding staff and student experiences and perceptions of diversity and integration on HE campuses. This was followed by focus groups, and individual and group interviews. Subsequently, additional interviews were undertaken using vignettes – scenarios of events arising from initial data analysis, in order to explore whether the patterns of behaviours and incidents reported were within the experience and perceptions of a wider range of people than those who had initially reported them. 
Ninety diarists/ record keepers were sought from across the 5 institutions but relatively few were forthcoming (apart from staff and students at SHEC), a fairly common problem regarding diversity research, and one that is evidenced in the literature (Hyland et al, 2008; Johnston, 2007; McDowell and Marples, 2001). Additional methods were used to get the necessary sample size. This included opportunistic group interviews and focus groups in HEIs where there had been relatively few or no initial respondents. Eventually 88 respondents were recruited from across four of the five HEIs (of which 85 were used – see Table 2). 
Table 2: Respondent Data Sources Phase 1

	
	Student Diaries
	Staff Diaries
	Student Focus groups
	Staff Focus groups
	Total

	NSS (UK )
	1
	6+1 not used
	25
	3
	36

	NNC (UK)
	0
	0
	13
	0
	13

	ONC (UK) 
	0
	0
	0
	0
	0

	SHEC (INDIA)
	12 + 2 not used
	2 
	0
	0
	16

	IDU (INDIA)
	2
	1
	20
	0
	23

	Total
	15
	10
	58
	3
	88

 SUM(ABOVE) 


The focus group/ group interview questions  paralleled  the information and guidance given to diarists/ record keepers, and concentrate on staff and student experiences of diversity on campus in academic and social situations. By adding a range of interview options to the data collection portfolio, based on a mix of random and purposeful sampling, we were able to increase the range and number of participants for the first phase of the research and to avoid some of the bias that might arise from reliance on participants who volunteered due to prior commitments to the issues under study (Johnston, 2007).
The diaries had the advantage of privacy and also covered an extended time period during which significant events might have occurred and so might reveal more sensitive issues, but the concomitant time and commitment required to keep diaries led to a rather small number of willing participants. In contrast, focus groups and group interviews, being one-off events, required less time and commitment. Here a larger number of participants came forward and substantial amounts of data were collected, although it is recognised that, in contrast to diaries, focus groups and group interviews might be less able to tease out sensitive information because of their public nature.
Significantly, and despite these concerns, similar issues and themes ran through each of the different data sets, and this strengthened our confidence in the perceptions and experiences of those involved. At the same time we felt that these findings, from mixed sources and opportunistic samples, should be explored further, and so vignettes were used as a complementary technique to illuminate, enhance, confirm or reject the issues emerging from focus groups, interviews and diaries. Vignettes also offered a further opportunity to generate data not tapped by the earlier methods (Barter & Renold, 1999). Vignettes have been widely used in this way (see for example, Hazel 1995; Hughes 1998) and can be useful in exploring potentially sensitive topics (Neale 1999), such as equality and diversity issues, since commenting on a story is less personal and potentially less threatening than talking about direct personal experience. 
The vignette sample (9 Indian, 11 English students), was drawn from volunteers at each of the HEIs. The vignettes are based on the earlier written and spoken accounts of 85 students and staff, from the participating HEIs, about their experiences of diversity, isolation or integration on campus.
In Year 3, the final year of the project, we focused on an exploration and analysis of business and HEI mission statements in general, and those of the participating institutions. Such statements often expound the virtues of, for example, embracing difference, challenging prejudice and promoting racial and religious tolerance and social justice, preparing students to operate effectively in the global economy, and engendering international and multicultural understanding. As our findings outlined below suggest these lofty ideals are not readily evidenced on the ground, in the day to day interactions and experiences reported by staff and students. The follow-up stakeholder questionnaire surveys and interviews sought to explore how staff at various levels of seniority in two of the participating HEIs understood their particular mission statements to work in practice, and to identify any particular strategies that could be adopted to make the realisation of such ideals more effective. Freeman (1984:46) offers the following definition of a stakeholder.
‘A stakeholder in an organisation is (by definition) any group or individual who can affect or is affected by the achievement of the organization’s objectives.’

Thirteen staff at IDU in India and thirteen staff at NSS in England, the largest of the participating institutions in each country, took part in the questionnaire survey, and 10 follow-up interviews were undertaken with volunteer questionnaire respondents, five in each institution. In both instances small stratified samples were sought and achieved (see table 3 below).

Table 3: Stakeholder questionnaire and interview samples

	HE Institution
	Completed General staff Questionnaires 
	Completed Manager Level Questionnaires
	
	Completed General staff Interviews
	Completed Manager Level Interviews
	Total data sets

	IDU - India
	10
	3
	
	3 
	2
	18

	NSS - England
	8 
	5
	
	4 
	1
	18

	Total
	18
	8
	
	7
	3
	36


Mangers included senior staff operating at Head of Department/ Director/ Pro-Vice Chancellor/ Dean type levels in their respective institutions, while lecturers and senior lectures (England) and associate professors and professors (India) formed the majority of the remaining respondents. However, the analysis of stakeholder interview data has yet to be completed and thus findings from it cannot be reported in this paper.
Many strategies for change have been indicated via analysis of the research data and some of these have been adopted as specific research projects amongst and between collaborating and additional networking HE academics and their home institutions in both England and India. In terms of methods and samples they take many forms. For example one study of mixed group work in a UK University utilizes whole cohort samples, questionnaires and individual interviews; another, also UK based, focuses upon observations in situ plus individual interviews with staff and student participants in HE seminars designed to incorporate inclusive behaviours. Other studies include values education with psychometric testing, another of socio-metrics in HE group interactions, both being undertaken in India.

In specific terms, possible strategies for change arising from the data include the following (see Table 4):

Table 4: Originating Data Sources for Strategies for Change

	Issue/ Strategy
	Data Source

	Group Structures and Interactions
	Diaries (and Sociometrics Study)

	Mixed Group Work
	Diaries, Interviews and Focus Groups

	Inclusive Seminar Behaviours
	Diaries, Interviews and Focus Groups

	Inclusive Labels for Social Activities, Societies and Events
	Diaries, Interviews and Focus Groups

	Types of Available Social Activities, Societies and Events
	Diaries, Interviews and Focus Groups

	Work and Professional Placements
	Diaries, Interviews and Focus Groups

	Study Skills/ Social Justice Compulsory/New Modules
	Diaries, Interviews, Focus Groups, Stakeholders

	Internationalising the Curriculum
	Diaries, Interviews, Focus Groups, Stakeholders

	Inclusive Informal Meeting Spaces
	Diaries, Interviews and Focus Groups

	Confidentiality of Student Admission category
	Diaries, Interviews and Focus Groups

	Spaces and Places for Religious Observance for all groups
	Diaries, Interviews and Focus Groups

	Effective Language Support
	Interviews, Focus Groups, Vignettes

	Mixed Residential Halls and Hostels
	Interview, Focus Groups, Vignettes

	Development and Training for Support Staff
	Diaries, Vignettes

	Academic Staff Development
	Vignettes, Stakeholders


Findings 
This section focuses on the nature of campus life as experienced by diverse staff and student respondents; the relationship between staff and student experiences of campus life and the ideals expressed in HE mission statements, and possible strategies for change that emerge from the data.

The nature of campus life as experienced by diverse staff and student respondents.

All data report the separation of diverse groups on their respective campuses, sometimes related to personal support, sometimes for convenience, and sometimes due to overt discrimination. Singularly and together our different data sets record common incidences of separation along lines of language, class, caste, race, gender, age, religion and nationality, with region being the only difference between English and Indian reported experiences. At times these separations can be viewed as positive and supportive, at others negative, isolating and potentially discriminatory. 
Initial data analysis of the diaries, interviews, and focus group findings confirmed the prevalence of student groups that are frequently and visibly separated according to race, nationality, age, gender and language on HE campuses. More subtle divisions around social class, caste, region and religion are also acknowledged by respondents but are less obvious to non-participant observers. Students are more likely to mix with each other if studying on the same programme, through shared locations, timetables and academic interests. However, similar separations and divisions are also found within cohort groupings. This is not unexpected and can be supportive, but at times it was found to be divisive and isolationist. 
Yes and it depends who you’re on placement with, like you tend to get on more with the people on placement don’t you. (NNC – Female, Yr 2 Ed FG)

In placements when we are doing something whereby you go for a placement, if you meet some other student you become friendly because all of you will be students there I’m sure.(NSS – Interview 7: Zimbabwean) 

Evidence of division and isolation, from staff as well as students, was particularly strong in teaching and learning contexts. Students frequently sit and work separately, in different groups, saving seats for friends, and selecting same group peers when invited to work in groups, unless staff direct them otherwise. 

During class group task 12 students were told to split into 2 groups to complete a task. After 5 minutes there was a definite split and the group was divided into 3 and 9. Interestingly the group of 3 were ethnic minority and 8 out of the 9 were home students. (NSS- Pam Staff diary)

Where staff determine group membership there are indications of increased levels of understanding and greater appreciation of any benefits of integration.
Social spaces (hostels, refectories and bars) are potentially both integrative and isolationist in terms of impact on student experience. 
Be actually nice to have like a big common room like in sixth form.  Like we had a massive room, no music or anything or a bar or a pub, but just like pool tables and cards and whatever, something like that ...Well the union you go to drink and there’s loud music and things like that. (NSS - Interview 10: Mixed Nationalities)

These can facilitate social mixing, for example amongst diverse students in shared hostel accommodation, or they can emphasise separation and division, for example through society or event labels, such as ‘The Hellenic Society’ or ‘Bangla Night’. 

Apart from NNC, where there are relatively few international students and the student body is largely white British, language differences and difficulties also lead to feelings of separation and isolation, in particular for vernacular students in India, and international students in England. For non-native speakers of English academic problems arise regarding staff-student interactions; possible teacher discrimination against students with poor English; understanding in lectures; participating in group work and joining in discussions. They also arise in more socially oriented situations such as student-student interactions and in making friends. Support available to non-native speakers is also found wanting in some instances.
Organisational features of HEIs indicative of inclusiveness, integration, division or potential isolation identified by respondents include Student Union/ student organisation of events, clubs and societies; the availability of non-alcoholic social meeting spaces; specific course provisions, and the study programmes on offer. Many student organised activities are seen by respondents as emphasising separation and division through the use of divisive and exclusionary labels; alternatives suggested that support integration and social cohesion include events without a group label, such as a charity football match or organising and running a campus radio station. 

… there was a time when there was a community radio centre where the people come together and sit together. … I think if you have community radio event, or more of the events where you can come and talk, is the thing which can dissolve the barrier. So come and talk and shares ideas.(IDU - Amresh FG1)

Courses and study programmes that support integration as identified by respondents include work and professional practice placements. These encourage a mixing of students who might otherwise remain in separate groupings in class and on campus mainly because they involve working together as minorities within un-familiar environments, and because they can promote mutual support across otherwise common group division criteria. Course and programme suggestions also include language support classes for non-native speakers of English that, in particular, are effective and monitored rather than voluntary; and possible compulsory modules for all students, which prove useful for some respondents, such as study skills, or a module with a Social Justice orientation, that is modules that incorporate intercultural skills acquisition and which also work toward enhancing integration/ social cohesion or decreasing feelings of isolation and separation. 
I have found the equalities and ethnic diversity modules helpful in opening up the difficulties experienced by international students. (NSS- Susan student diary)

The analysis of the vignettes confirmed divisions and separations identified in other data: people of similar race/caste/gender tended to group together. In both countries the scenarios were recognised by most students. Language difficulties in combination with caste, reservation and class differences were recognised by students in the Indian HEIs as a source of division and isolation in staff-student and student-student interactions, with reservation policies notably resented by some non-beneficiaries. 
Deepa (SHEC): This is true .This does happen... seats are reserved and other students who sit on these seats are told to vacate them and some are even told that they are high class or low class. This is because groups are strong and the social conditioning makes students stick together because of certain common factors like SES, language, community etc.

Chandresh (IDU): Even if you are brilliant and you get good percentages and if there are higher caste people they will avoid you, even if you know things.[Talking about being an undergraduate at a previous HEI)
In English HEIs the responses suggested that isolation was connected mainly with racial and cultural differences. Gender divisions were also observed, by students in both countries, particularly regarding male students tending to cluster together and separate themselves. Divisions on the basis of religion were less familiar, recognised by about half of the students. 
Charlie (ONC): there’s Asian students at the back and they’re all grouped together...British Asians yeah. 

Janet (NSS): definitely I would say ethnic minority was a table, I walked in the room and ... they’d done it. So they haven’t been excluded, they’d actually just naturally gone together ... It was not a skin colour thing [or a language thing]...It was just that they were the minority, so they sat together.
Jay (NNC)  And like here, the male students sit together, well they do in our lecture theatres as well when we’ve got a whole year lecture. I wouldn’t say they ignore us females, they will talk to us at times but when it comes in terms of opinion of how to teach or strategies or something along the lines of teaching, then they will get quite defensive and agree with each other rather than agreeing with another girl. 

Most also said that enhanced integration is both desirable and possible.  
The HEI mission and vision statements were examined because they might reasonably be seen to represent, in a public and explicit way, the values and beliefs of the institutions to which they belong. They might also be viewed as statements of institutional priorities and foci for actions, providing a sense of direction in policy making, and guiding decision making at all levels of an institutions management structure. Regarding businesses this is what Hill and Jones (2008:11) have termed, "the framework or context within which the company’s strategies are formulated.” 

The origins of mission statements in the HEI sector would appear to be rooted in the 1930s with American universities being the first to publish them in their prospectuses. In recent years universities across the world have followed suit. Open access statements such as these can make HEIs accountable to the public, their funders, staff and students; they can also function to make them attractive to potential staff and students, as a form of advertising of their core values and their ‘products’. Most are based on the triad mission of HEIs, namely teaching, research, and public/community service, with some institutions adding to these core functions their own educational, social, political, or spiritual aims (Adapted from Scott, 2006).
An analysis of the key messages of the participating HEI’s identified themes of promoting their products, responding to the needs of the global economy, enticing new customers (students), inclusiveness, and engaging with and serving the community, as the following  examples indicate. 
Global economy: “… prepare our students to operate in the global economy, and to engender international and multicultural understanding both within the University and beyond.”
Community: “… X generates a sense of shared purpose and belonging amongst its own community and seeks to extend this locally, nationally and internationally amongst all those whom it serves”.
Inclusiveness: “… Y embraces difference, challenges prejudice and promotes justice”
“…Z  promotes secularism and religious tolerance… celebrates all festivals with equal fervour, so no student feels alienated”

 “… V promotes the absences of a vicious and competitive environment… this may have an effect on the social cohesion or student integration…”

 “To be an Institution of Excellence in HE… creating a people centred and ecologically sustainable society that promotes…  the dignity, equality, social justice and human rights for all, with special emphasis on marginalized and vulnerable groups”. 
There appear to be few differences between the English and Indian HEI’s in terms of promoting an inclusive learning environment and turning out ‘well rounded’ global citizens, although the UK HEI’s do overtly tend to characterise themselves as more ‘business facing’ and ‘global economy’ oriented. However, despite expounding the virtues of ‘embracing difference’, ‘challenging prejudice’,  and so on, there is strong evidence of a gap between mission statement ideals and aspirations and the experiences and perceptions of staff and students actually living and working on HE campuses, as evidenced in this specific research but also in the wider research literature.  HEI missions regarding the production of ‘global citizens’ for whom race, ethnicity, gender, cultural, religious, and national differences are minimised are failing to be realised. As the handbook for governors of UK HEI’s states:
“Just as it is ultimately for the governing body to develop and agree the institutional mission, so it is for them to establish a coherent narrative for equality….(one) that ensures the richness and diversity of society are appropriately reflected and celebrated within the institution” (Equality Challenge Unit, 2009)
Our current  research focus is on the role of ‘Key Players’ in building inclusive campuses and their identification of effective strategies that will ensure mission statement ideals are operationalized.

4.2.2 Stakeholder Questionnaires and Interviews
Key player/ stakeholder questionnaire surveys and interviews sought to explore how staff at various levels of seniority in two of the larger participating HEIs understood their particular mission statements to work in practice, and to identify any particular strategies that could be adopted to make the realisation of such ideals more effective. 
While most respondents believed the purpose of HEI Mission Statements to be for both internal and external use, Indian stakeholders appeared more aware than their English peers of their own institution’s aims, and claimed more involvement in the Missions construction, despite the majority in India also believing the approach to its construction being ‘top down’. They were also more likely to believe that their mission fitted well with ideas of a global society and economic markets.  

In both India (6) and England (5) a little under half the stakeholders  were able to respond to the question “ Does the mission statement address issues such as multi-culturalism; student diversity; inter-cultural learning and understanding; Black /Minority Ethnic home students and international students?” In England examples of how this might be evidenced tended to focus on global citizenship, equal opportunities and the student experience, while Indian examples were concerned with dignity, social justice and human rights.
The underpinning values are student-centred which stress opportunity, integrity and respect for the individual as well as enjoyment in learning and work.  These characteristics are essential if issues of multiculturalism, student diversity, inter-cultural learning, BME home and international students are to be taken account of properly. (English, Senior Staff)

Yes. Our vision is to create a people-centred and ecologically sustainable society that promotes and protects the dignity, equality, social justice and human rights for all, with special emphasis on marginalised and vulnerable groups. (India, Senior Staff)
 
On the whole around 50 percent of stakeholders in both institutions thought that their Mission Statements supported staff/ student integration, diversity and inclusion (although for ‘inclusion’ the English response was markedly low at just 3/13).

Most  Indian staff felt that their Mission Statement was either being implemented in full (4) or  implemented ‘to an extent’ (7), especially regarding reservations policy, furthering equality and justice and working in a multicultural environment, while almost half the English respondents (6) felt that their Mission Statement was being implemented in practice, for example through community partnership, being business facing, internationalisation of the curriculum, student experiences, the increased numbers of BME students. However, barriers to its successful implementation were mentioned by more than half the English HE staff, including all of the five who hold senior posts, and more than half the Indian staff. Barriers listed by English staff included:

· increasing number of challenges/ demands , regarding staff time and financial resources

· the quality of the student experience varies widely between schools  

· attitudes (e.g. of resistance or cynicism) 

Barriers listed by Indian staff included:

· personal prejudices and self interest eg serving caste interest and lack of sensitivity towards larger communities

· too rapid expansion

Similarly numbers of staff in India and England believed that progress on Mission Statements was monitored and they cited various mechanisms, mainly committees, different ‘Boards’, staff responsibilities or positions, plus in England annual reporting or the use of Key Performance Indicators (KPIs), as ways in which this was achieved. However there was considerable confusion as to if/ when respective mission statements had last been updated in both countries HEIs.
Follow up face-to face interviews with a sub-sample of key stakeholders have been undertaken in order to delve more deeply into the views and experiences of staff at a variety of levels on Mission Statements and their impact and implementation on HE campuses. These are currently being transcribed and analysed. However, whilst analysis of the stakeholder questionnaires confirms a reasonable degree of staff knowledge of, and agreement with, ideals expressed in their HE respective mission statements, there is little indication in this data set of ways and means by which to bridge the evident gap between mission statement ideals and the day to day experiences of staff and students on HE campuses that have been identified in other phases of the research.
Possible strategies for change that emerge from the data.

Data analysis also revealed a number of potential ‘strategies for change’, strategies which, if implemented appropriately in HE institutions, might enhance social cohesion, integration and intercultural learning amongst staff and students (see Table 3 above). Some such strategies have or are currently being researched and investigated by UKIERI project linked partner institutions in both India and UK.  Others await their turn for investigation. 
Data from the vignettes clearly indicate a need for staff development in both India and UK. This is the most frequently cited recommendation from students with experience of the scenarios presented to them. Suggestions include:

· Staff needing to learn to be more patient and understanding of differences, especially those that are language related; 

· Staff needing to ensure that students are treated equally and fairly by everyone they encounter on campuses, whether academic or support staff;

· Staff needing to develop teaching and learning strategies that support integration and mutual respect.
·  Institutions needing to develop and ensure implementation of anti-discriminatory policies ICETand practices;

· Institutions needing to be respectful of individuals and to protect their privacy/ anonymity, particularly with regard to labels that can promote discrimination or negative responses such as disabled, or reserved category.
Discussion and Conclusions

All our respondents, whether diarists, focus groups, group or individual interviewees, and stakeholders, said separation of groups was pervasive and ubiquitous, some for supportive reasons, some for convenience, some due to inertia, and some due to overt discrimination on the grounds of race, region, nationality, caste, class, religion, age or gender. However, most also said that greater integration was both desirable and possible. 

Cultural cliques and segregated groups exist on HE campuses. However, it is important to note that a case can be made for the principle of mutual support from people who are like ourselves; comfort can be found, and stress in competitive environments such as HE lessened, in opportunities and events with shared language, background, SES, gender, region, religion, and culture, with familiarity rather than strangeness. The tendency of ‘like’ to socialise with ‘like’ is irrefutable, very difficult to argue against in terms of supporting students (and staff) through difficult encounters and contexts, and can have positive benefits for some, in early/ initial HE experiences. A study of 29 African students in UK universities found that, for most of them, their social networks were largely composed of other African students, and that these networks provided emotional, recreational and spiritual support, and practical help (Maundeni, 2001).

But mono-cultural networks also have drawbacks; some students in Maundeni’s study found it difficult to improve their English language skills, and some students saw their social network as a source of stress, through domination: 

‘Students...felt under pressure to associate more with other students from their own countries, just to please them or in order to be regarded as ‘genuinely Africa’.’(Maundeni 2001:253). 

When people in HEIs share cultural commonalities it makes sense that they gravitate towards each other, but that should not exclude participation in the wider learning and personal development opportunities that the HE experience offers them as individuals, and most certainly not to the detriment of other groups. Mono-cultural groupings can lead to simplistic group stereotyping by others; counter examples and inter-cultural learning experiences are needed to challenge this and to demonstrate the more realistic and complex diversity that exists within groups as well as between them. Mono-cultural groupings are unhelpful in that they may effectively mask the uniqueness of their individual group member identities and their in-group differences - in effect what are genuinely and inevitably hybrid individual identities.
Nor is feeling comfortable through cultural continuity what HE is about, in India or England; our mission statements analysis above speaks of  ‘preparing’, ‘generating’, ‘developing’, ‘promoting’, ‘extending’ and ‘challenging’ students towards change, not least in the areas of diversity, inclusion and intercultural learning; they do not speak of cultural maintenance or comfort levels. HE is about being challenged to think and do things differently, to contemplate, experience and learn about alternative ways of seeing and being, and to respect difference. HE institutions vary considerably. However, in terms of enhancing diversity, integration and social cohesion then potential strategies for change indicated to be welcome and potentially successful, by our staff and student data, are ones which are authentic (e.g. mixed group work), un-contrived (e.g. work and professional placements), inclusively labelled (e.g. social activities), and which meet the educational and social needs of those who engage in them (e.g. intercultural skills, alcohol-free spaces), and the academic intentions of HE institutions (e.g. graduates for the 21st Century globalised world).
Footnote

‘This document is an output from the UKIERI (UK India Education and Research Initiative) project funded by the British Council, the UK Department for Innovation, Universities and Skills (DIUS), Office of Science and Innovation, the FCO, Department of Science and Technology, Government of India, the Scottish government, Northern Ireland, Wales, GSK, BP, Shell and BAE, for the benefit of the Indian Higher Education Sector and the UK Higher Education Sector. The views expressed are not necessarily those of the funding bodies.’
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