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ABSTRACT 

Change is inevitable in the life of any organisation, including higher education 

institutions, in order for it to survive and compete. In Saudi Arabia, the process of 

accreditation has involved many higher education institutions in order to improve the 

quality of education provided to students. However, accreditation has been 

problematic for many Saudi colleges and the change processes resulting from it is not 

well understood, nor reported on in any depth, from the perspective of those actively 

involved.  

Therefore, the present study aims to develop an understanding of the change 

processes resulting from accreditation by investigating the perceptions of faculty 

members in the College of Education and College of Arts at King Saud University 

which have undertaken the accreditation process and been successfully accredited by 

international accreditation bodies.  

Three research questions were developed to guide this study: 1) What are the 

perceptions of faculty members about the process of accreditation?; 2) How have 

education faculty policies and procedures changed as a result of accreditation?; and 

3) What are the challenges and benefits for a faculty seeking accreditation? 

A case study methodology was used to gain an in-depth understanding of the 

accreditation process as experienced by the participants in the two colleges. This 

study employed various methods to collect data from multiple sources, including a 

questionnaire, semi-structured interviews, and document analysis. The participants 

were purposively chosen from among the faculty members who had been actively 

involved in the accreditation process in the two colleges.  

The major finding of this study was consistent with the existing literature that claims 

that change is a complex and multidimensional process. A nuanced understanding of 



 

ii 

 

the change processes in Saudi Arabia requires a combination of models of change 

based primarily on t he teleological model with additional influences from the 

political, social cognitive and cultural models of change. The accreditation process 

was perceived by respondents as an opportunity to critically examine their programs 

and policies and identify their strengths and weaknesses. It also enabled the 

development of the conceptual framework of the CoE, strategic plan of the CoA, and 

the core proficiencies that each student in both colleges is expected to demonstrate 

upon graduation. Moreover, the process helped in the development of a systematic 

assessment approach for data gathering and analysis to assess program performance. 

It also increased collaboration among male and female faculty members, increased 

female members’ participation in the decision-making process, and improved 

cooperation between the colleges and their relevant stakeholders. Furthermore, the 

accreditation process in both colleges was facilitated by a number of factors, such as 

the strong level of commitment from senior leaders, the creation of a new 

organisational structure and the establishment of the position of Vice Dean of 

Development and Quality, and greater communication. However, the process in both 

colleges was also inhibited by a number of factors including faculty members’ 

resistance to change and identification of insufficient resources.  

The main implication of this study is that leaders in Saudi higher education context 

should be aware of the complexity of change and not focus solely on one model for 

change, but instead give great considerations to multiple models of change. Learning 

and applying more than one model may provide change leaders a larger set of tools 

to effectively work with the process of accreditation.   
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CHAPTER 1: INTRODUCTION 

1.1 Background to the study 
The process of change in large and small organisations, profit-oriented and non-

profit entities, and industrial and academic institutions is a global phenomenon. 

Change is therefore considered inevitable, and organisations and their stakeholders 

always factor it in to their decisions (Bumes, 2004; Burke, 2002, 2014 ; Drake & 

Sparks, 2012; Fullan, 1993; Heracleous & Barrett, 2001; Mdletye, Coetzee, & 

Ukpere, 2014; Seymour & Fife, 1988). Organisational change can be a reaction to 

internal or external circumstances (Flamholtz & Randle, 2008). External factors 

include fluctuations in the local economy, in competition levels, available 

technology, and the overall maturity levels observed within the organisation 

(Flamholtz & Randle, 2008; Mathisen & Einarsen, 2004). Internal factors might 

include an internal desire to compete, employee complaints, gaps and shortcomings 

in decision-making and communication processes, and shortcomings in job 

satisfaction levels and employee morale (Alexander & Alexander, 2011; Lunenburg, 

2010; Lunenburg & Ornstein, 2011). To ensure the continued sustainability of the 

organisation, it is imperative that changes to aspects related to policies, members, 

and products be allowed over time. 

Academic institutions do not operate in isolation; therefore, they are also susceptible 

to change. Indeed, periodic changes in higher education institutions are considered 

the norm, rather than the exception (Kerr & Gade, 1987). The regular introduction of 

change adds to the strength of the institution and enables it to withstand the 

competition (Stensaker, 2010). Hence, it is  imperative that educational institutions 

are willing to adapt to their environments to maintain their competitiveness 

(Spreitzer, 1995). 
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Saudi Arabian higher education institutions are now seemingly cognisant of the need 

to change and adapt to the prevailing market. This realisation can be attributed to 

many sources, like the Arab Human Development Reports (2003, 2014, 2015) issued 

by the United Nations Development Program (UNDP). These reports criticised the 

quality of education provided by Middle Eastern educational institutions, judging 

them to fall short of acceptable international standards. Hence, the reports 

emphasised the need to overhaul the entire higher education sector within the Arab 

world (UNDP, 2003, 2014, 2015).   

In the aftermath of the publication of this report, several initiatives and changes were 

undertaken from within the Saudi Arabian higher education sector (Al-Alawi, Al-

Kaabi, Rashdan, & Al-Khaleefa, 2009; Al-Atiqi & Alharbi, 2009; Burden‐Leahy, 

2009; Carroll, Razvi, Goodliffe, & Al-Habsi, 2009). These efforts and changes 

included increasing government spending allocated to the education sector, a 

significant expansion in the number of universities (Abou-Zeid & Taha, 2014; Smith 

& Abouammoh, 2013), conducting a national project called “The Future Plan for 

University Education in the Kingdom of Saudi Arabia – AFAQ” which set targets for 

the next 25 years (Al Ohali & Al Aqili, 2010; Ministry of Higher Education, 2010), 

and conducting the 8th Development Strategic Plan (2005-2009). Some of the most 

important goals of the Plan include concentrating on r esearch development, 

developing collaboration between higher education and the private sector and 

implementing accreditation programs for colleges (Alhazemi, Rees, & Hossain, 

2013; Ministry of Higher Education, 2011) 

Furthermore, one of the main changes was in the introduction of quality assurance, 

which has become a priority for the Ministry of Higher Education in Saudi Arabia 

(Darandari et al., 2009; Onsman, 2010). The National Commission for Assessment 
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and Academic Accreditation (NCAAA) was established in 2004 in order to support 

improvements in the quality of higher education. Moreover, all Saudi universities 

and colleges were encouraged to obtain international accreditation from the relevant 

accreditation agencies (Abou-Zeid & Taha, 2014). In this regard, accreditation can 

be considered an external tool to improve the quality of education by creating 

opportunities to undergo positive organisational changes (Murray, 2004). 

1.2 Purpose of the study and research questions 

The successful implementation of the change processes is not always easy. Indeed, 

there are a multitude of challenges associated therein (Flamholtz & Randle, 2008). 

Beer and Nohria (2000) stated that change remains difficult to bring about since 

around 70% of all organisational change initiatives have failed. 

In Saudi Arabia, many higher education institutions have undergone, and are 

currently undergoing, a series of significant organisational change. Some of those 

changes are motivated by a desire to improve the quality of education provided to 

students by engaging in an accreditation process. However, the process of 

accreditation has been problematic for many Saudi colleges and the change process 

resulting from accreditation is not well understood, nor reported on i n any depth, 

from the perspective of those who have been actively involved. Prince (2003) argues 

that accreditation is a complex process that need to deep understanding.  

Thus, the purpose of the current study, therefore, is to understand the change 

processes resulting from accreditation as perceived by faculty members of College of 

Education (CoE) and College of Arts (CoA) at King Saud University (KSU) in Saudi 

Arabia. The CoE and CoA have received the institutional accreditation from the 

National Council for Accreditation of Teacher Education (NCATE) and the 
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American Academy for Liberal Education (AALE), respectively. This purpose will 

be addressed by answering the following research questions; 

1. What are the perceptions of faculty members about the process of 

accreditation? 

2. How have education faculty policies and procedures changed as a result of 

accreditation? 

3. What are the challenges and benefits for a faculty seeking accreditation? 

1.3 Significance of the study 

This study intends to make several contributions to the existing change process 

literature and to change management praxis. Firstly, because most, if not all, the 

current theories on organisational change processes are based on Western ideals that 

may not effectively apply to the Saudi Arabian context, this study intends to 

contribute to organisational change theory by providing the Saudi perspective. 

Secondly, the study intends to contribute empirical insight into the organisational 

change field by identifying and comprehensively describing the specific practices 

that are essential to implementing change processes. This study also intends to 

provide proposals for practitioners engaging in change endeavours by providing 

them with relevant insights and increasing their understanding of the practices at 

work when constructing organisational change processes. Finally, this study provides 

additional depth and richness to our current understanding of why change is so 

difficult, what can go wrong, and what can be done in order to make change work 

more reflexive and productive in the future. 

1.4 Definition of terms 

To facilitate the understanding and comprehension of the fundamental principles 

within this section, the following terms are briefly defined and reviewed below. 
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• Change process refers to the way in which change happens (Kezar, 2001). 

• Change agent is a person who initiates and champions change within the 

organisation. 

• Accreditation is a process of external quality review "by which governmental, 

parastatal or private body (accreditation agency) evaluates the quality of a 

higher education institution as a whole, or a specific higher education 

program/course, in order to formally recognise it as having met certain 

predetermined criteria or standards and award a quality label” (Sanyal & 

Martin, 2007, p. 6). 

• Faculty members are all the staff who contributes to the achievement of 

quality through involvement in related accreditation activities are referred to as 

faculty members. These include the academic staff who teachers and 

administrators such as the Dean, Vice Dean, and Heads of academic 

departments. 

1.5 Organisation of the study 

This study is organised into six chapters with appendices as follows: Chapter 1 is the 

introduction. It provides an overview of this study. This chapter includes research 

background, problem statement, the purpose of the study and research questions, the 

significant of the study, definition of terms, and the organisation of the study. 

Chapter 2 is the context of this study. It is divided into two sections. The first section 

provides an overview of the context in which the research took place. It includes a 

general overview of Saudi Arabia, a brief background of the higher education sector 

in Saudi Arabia, the major initiatives that have taken place to improve quality of 

higher education in Saudi Arabia, and a brief background of King Saud University 

and its CoE and CoA. The second section of the chapter includes the definition and 
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purpose of accreditation, types of accreditation, and a brief overview of the NCATE 

and AALE and their academic standards  

Chapter 3 is the literature review. It is divided into two sections. The first section 

presents the nature of organisational change, the internal and external factors for 

change, the degree of change, levels of change, timing of change and focus of 

change. The next section discusses the question of ‘how of change’ and the target of 

change. This chapter four also presents the theoretical framework of this study. The 

second section of the chapter discusses steps of the accreditation process. Moreover, 

it presents a review of literature on the perceptions towards the accreditation process. 

Chapter 4 is the methodology of this study. It presents the research methodology that 

has been used to answer the research questions. It begins by explaining the 

interpretive paradigm, the research strategy for this study, the methods of data 

collection. The data analysis procedures, verification, limitations, and ethical 

consideration, and the pilot study are also included in this chapter.   

Chapter 5 a nd Chapter 6 present the findings of the study. They discusses the 

demographic characteristics of the participants, the perceptions of faculty members 

about the importance of the accreditation process, and the implementation and 

effectiveness of planning activities to support the accreditation process, the presence 

and impact of several factors that support and inhibit the implementation of the 

accreditation process.    

Finally, Chapter 7 is the discussion of the findings. It deals with five key issues: the 

major findings of the study, discussion of the findings, implications of the study, 

limitations of the study and suggestions for further study, and the conclusions.  



 

7 

 

CHAPTER 2: CONTEXT OF STUDY 

2.1   Introduction  

This chapter is divided into two sections. The first section aims to provide an 

overview of the context in which the research took place. It presents a general 

overview of Saudi Arabia as a background for this study. Then, it provides a brief 

background of the higher education sector in Saudi Arabia, including its 

achievements and challenges. The major initiatives that have taken place to improve 

quality of higher education in Saudi Arabia will also be provided. Finally, a brief 

background of King Saud University and its Education College and Arts College are 

presented as these are the two institutions that have been used as the case studies in 

this thesis.  

The second section of the chapter aims to discuss accreditation as mechanism of 

assurance of quality. It starts with the definition and purpose of accreditation. It then 

identifies the types of accreditation. This section also outlines the general steps of the 

accreditation process. Moreover, it presents a review of literature on the perceptions 

towards the accreditation process. A brief overview of the NCATE and AALE and 

their academic standards is provided. Finally, the chapter concludes with a summary.  

2.2   Kingdom of Saudi Arabia – A background 

The Kingdom of Saudi Arabia, commonly known as Saudi Arabia, is the largest 

country in the Arabian Peninsula, and occupies nearly 2.2 million km2. It is located 

in southwest Asia and it is surrounded by Kuwait, Iraq and Jordon from the north, 

and Oman and Yemen from the south (see Figure 2.1). To its east it is bordered by 

Qatar, United Arab Emirates and the Arabian Gulf, and to its west by the Red Sea 

(Ministry of Foreign Affairs, 2016).  
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Saudi Arabia has one of the fastest population growth rates in the world at 3.5 

percent a year (Onsman, 2010). According to the General Authority for Statistics 

General Authority for Statistics (2016), the total population of the Saudi Arabia is 

approximately 30.77 million. Saudi Arabia also has a young population with 60% of 

the country under 25 years of age (Smith & Abouammoh, 2013). The capital of 

Saudi Arabia is Riyadh. Arabic is the major language of Saudi Arabia (both written 

and spoken) and is its official language, and majority of Saudi residents follow Islam 

as a religion (Bowen, 2008; Central Department of Statistics & Information, 2010). 

 
Figure 2.1 Map of Saudi Arabia  

Oil production and export is the backbone of the Saudi economy, with Saudi Arabia 

supplying nearly 60% of the world’s oil requirement (Niblock, 2006). However, oil 

and fossil based fuels are non-renewable sources of energy and hence not sustainable 

forever. According to some experts going by the current global energy demand, oil 

reserves will more or less be exhausted by the year 2050 ( Bentley, 2002). Hence, 

Saudi Arabia has embarked on a program to shift from an oil based economy to one 
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that is knowledge-based. In line with this plan, the Saudi government has made huge 

investments in the field of education, with special emphasis on higher education by 

developing its universities to meet global standards (Smith & Abouammoh, 2013). 

Saudi Arabia has a predominantly Muslim population with Islam and Arabic are the 

official religion and language respectively. Two of Islam’s holiest sites Almasjed 

Alharam in Mecca and Almasjid Alnabawi in Medina are located in the country from 

where the religion spread on the Earth. The Islamic faith forms the core of all Saudis, 

impacting all facets of life in the Kingdom in terms of their culture, beliefs and 

customs. All state functions and policies are dictated by the concepts of the religion, 

reflected in how shari’ah (Islamic law) forms the basis of the constitution and the 

legal framework within the country. It is therefore important to understand that the 

Islamic faith attaches tremendous importance to education, and considers it a 

religious compulsion for all its followers irrespective of their gender (Holy Quran 

96:1). Besides, the educational system draws heavily from Islamic teachings, 

reflected in how the curriculum at all levels of the educational system continually 

draws upon Islamic teachings (Alrashidi & Phan, 2015).  

2.3   Brief history of higher education in Saudi Arabia  

In 1975, the Ministry of Higher Education was established in Saudi Arabia, and prior 

to that, since 1954, higher education was managed and supervised by the Ministry of 

Education. Recently, in 2015 the Ministry of higher education and the Ministry of 

Education was merged in one Ministry under the name of the Ministry of Education 

(Ministry of Education, 2016a). The post-secondary education system in Saudi 

Arabia is very much alike the system prevalent in the United States. However, in 

Saudi Arabia, the educational system has incorporated Islamic teachings, thought, 

traditions and customs (SACM, 2008).  
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Institutes of higher education in Saudi Arabia are controlled by the Saudi 

Government, following a hierarchical decision making system. The highest decision 

taking body in relation to higher education in Saudi Arabia is the Council of Higher 

Education, which manages and controls higher education. The King of Saudi Arabia 

chairs this council, which reflects the prime importance given to the higher education 

sector by the Saudi government. Other members of the council include the ministers 

of Education, Labour, Finance, Social Affairs, Civil Services, and Economy and 

Planning. The council frames the higher education policies, rules and guidelines, and 

also regulates the establishment of new institutions of higher education in Saudi 

Arabia (Smith & Abouammoh, 2013) 

The Saudi government has drastically increased its spending on education to around 

25% of its annual budget, from what was 10% of the net budget previously (U.S.-

Saudi Arabian Business Council, 2015).  I n 2011, t he government has spent 

approximately USD 40 billion on higher education and training (Ministry of Finance, 

2011). Figure 2.2 illustrates the steady increase in government expenditure on public 

spending between the years 2004 to 2011. There has been numerous additions in the 

number of colleges, technical institutes, vocational institutes throughout Saudi 

Arabia, and the number of Saudi universities has increased from just 8 in 2003 to 40 

in 2011 (Ministry of Education, 2012). The increasing demand for higher education 

among young Saudis has led to this rapid increase in the last few years (Onsman, 

2010).  
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Figure 2.2 Expenditure on H igher Education and training by the Saudi 

Government (in US$ Billions) 

There are certain distinct characteristics which are unique to the Saudi Educational 

system.  The most important feature is that education in Saudi Arabia is completely 

free, for both Saudi citizens and also foreigners (Al-Aqeel, 2005). The government 

also subsidises students studying in private institutions by paying 50% of their course 

fees. Another distinct feature is that the government provides free accommodation 

facilities on campus for students from remote rural areas of Saudi Arabia. The 

students also get a monthly remuneration to support their other expenses. The 

universities in Saudi Arabia are strictly segregated according to gender, with men 

and women having different campuses, in view of compliance with the Islamic code 

of Sharia (Tariq & Michelle, 2013). 

2.4   Quality of higher education in Saudi Arabia 

Even though there are many positive aspects in the Saudi higher education system, it 

has been subject to much criticism, especially with regards to its inability to compete 

in the globalised world (AL-Otabi, 2005). The primary concern raised about higher 

education in Saudi Arabia is the emphasis on learning based on the traditional way of 
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learning, based on repetition and memorisation (Tariq & Michelle, 2013). Studies by 

Al-Essa (2010), Al-Miziny (2010), Barnawi (2011), and Al-Hazmi (2006) have 

bemoaned the lack of critical thinking in higher education in the Kingdom.  

According to Al-Hazmi (2006), Saudi higher education systems lacks critical 

thinking and deep-rooted analysis. A World Bank’s study also has concluded that 

many Arab university graduates lack the job skills needed by the private sector. The 

study attributed this to the fact that education systems in those countries do not  

encourage higher-order thinking skills such as problem solving, independent thinking 

and flexibility to form judgemental viewpoints (World Bank, 2002).  

Reputational ranking systems which facilitate comparisons universities against each 

other have further exacerbated the situation. In the Webometrics Ranking of World 

Universities of 2006, Saudi universities were ranked much lower when compared to 

other global universities, and this increased the criticism of the higher education 

system in Saudi Arabia. The King Saud University, which is one of Saudi’s most 

prestigious institutions of higher education, was ranked at the 2998th out of the 3000 

rankings. This poor rating raised alarm bells about the quality of Saudi universities 

(Smith & Abouammoh, 2013). As a result, the Saudi Government constituted an 

enquiry commission to study the teaching quality, learning processes, quality of 

faculty and support staff, information technology, infrastructure, and research 

facilities (Smith & Abouammoh, 2013).  

Responding to the apparent lower quality of higher education, the Saudi government 

has undertaken number initiatives in the higher education system in order to meet 

global quality standards. For example, the Ministry of Higher Education initiated a 

national program called AFAQ (or in English Horizon) Project in 2006  (Al Ohali & 

Al Aqili, 2010; Ministry of Higher Education, 2010). The objective of the AFAQ 
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project was to develop the effectiveness of the Saudi higher education system by 

preparing a long standing, determined, concrete and futuristic strategy, with clearly 

defined objectives for the coming 25 years. The project involved collection of 

optimal standards, and scientific basis for assessing the accomplishments and 

defining the necessities of the higher education system, along with objectives of 

desired outcomes, and the funding model. The AFAQ project also intends to develop 

the utilisation of human capital, economic resources and to encourage research and 

development by allocation of required funds. The main objective of the project is to 

augment the skill sets of university students, in line with international standards  (Al 

Ohali & Al Aqili, 2010; Ministry of Higher Education, 2010).  

The Ministry of Higher Education in Saudi Arabia has also conducted the 8th 

Development Strategic Plan (2005-2009) to improve the education quality provided 

by the existing academic institutions. The aims, such as emphasising on research and 

development, expanding admission capacities within universities, executing 

accreditation programs for colleges, encouraging the number of scholarships and 

developing cooperation between private sector and the higher education are among 

some of the key objectives of this plan (Alhazemi et al., 2013). 

Moreover, the National Commission for Assessment and Academic Accreditation 

(NCAAA) was established in 2004 i n order to support development in the higher 

education quality (Ministry of Education, 2016b). The commission is responsible for 

establishing standards and benchmarks for academic certifications, framing polices, 

rules and regulations for academic practices, periodically assessing the process of 

certification and provide quality assurance for institutes of higher education. It is also 

involved in promoting and planning optimal performance in different departments of 

studies, collaborating with international partners of quality assurance, promote 
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studies and research, and develop publications in order to support quality assurance 

of higher education in Saudi Arabia (Ministry of Education, 2016b). Currently, every 

higher education institute in Saudi Arabia requires compulsory accreditation from the 

NCAAA (Al-Musallam, 2007; Al Mohaimeed, Midhet, Barrimah, & Saleh, 2012).  

The Ministry of Higher Education also encouraged universities and colleges to meet 

the international accreditation standards. Several colleges have embarked on a 

program of self-evaluations in order to identify their strengths and weaknesses. Many 

Saudi universities and colleges are also working towards or have already achieved 

accreditation from international quality assurance organisations (Smith & 

Abouammoh, 2013) such as the American Academy for Liberal Education (AALE), 

the Accreditation Broad for Engineering and Technology (ABET), and the National 

Council for Accreditation of Teacher Education (NCATE). 

2.5   King Saud University 

The King Saud University (KSU) is the largest public university in Saudi Arabia, and 

is located in its capital city of Riyadh. It was founded in 1957, i nitially named as 

Riyadh University, but in 1982 it was re-named as King Saud University. KSU is one 

of the 14 government universities which are controlled by the Ministry of Higher 

Education. KSU has more than 8300 faculty members, 70000 students, 150 academic 

programmes, and had an annual budget of more than 2.1 billion USD in 2010/11 

(Smith & Abouammoh, 2013). To comply with Islamic law of Sharia, the KSU is 

segregated into two different campuses, one for men and the other for women.  

In 2009, the KSU started an inspirational program of re-defining its future strategy. 

As a result, a 2030 vi sion for KSU, along with its mission statements and vital 

strategic objectives were embraced in the new Strategic Plan. The 2030 vision for 

KSU is to be a university of international quality and provide leadership in 
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constructing a knowledge based society. The new mission statement for KSU is to 

provide unique education, create productive studies, provide service to society and 

strive for building a knowledge based economy and society by effective learning, 

efficient use of technology and optimal national and international collaborations 

(King Saud University, 2013b). As the consequence of the 2030 plan, there has been 

a drastic reduction in the number of students and faculty of KSU, which has been 

achieved by moving of 53 colleges and 250 academic programs from KSU to three 

newly formed universities. This re-structuring of KSU was necessary in order to 

increase organisational efficiency in line with the strategic objectives of KSU to 

bring it to  global standards. Further, the academic courses of KSU are being 

subjected to periodic curriculum review to determine its relevance (KSU, 2010).  

These change initiatives have borne fruit and have positively impacted the university. 

Today three reputed university rankings – namely the QS World Universities 

Ranking, Webometrics and Shanghai Jiaotong all rate the KSU well ahead of all 

other universities located in the Kingdom, Arabian Gulf countries and the Arabian 

region. The 2013-14 World University Academic Ranking rate the KSU amongst the 

best 400 in the world at the 351st place. Webometrics ranks KSU at the 402nd place 

globally, 67th place in Asia, the 1st place in the Arab region (King Saud University, 

2013a). Many of the KSU colleges sought towards improving its academic programs 

by fulfilling the requirements of accreditation for number of international academic 

bodies. For example, in 2012, both the College of Education and the College of Arts 

have been accredited the international institutional accreditation from two different 

accreditation bodies.  
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2.5.1 The College of Education  

The College of Education (CoE) is amongst the nine faculties under Humanities at 

the KSU. The CoE was established in 1966, and functions in close co-operation with 

the Ministry of Education to develop academic quality of teachers by conducting 

various programs, seminars and conferences. The students of the College are 

prepared to develop into superior teachers for primary, junior and high schools (CoE, 

2011).  

The CoE consists of eight departments, namely – the Department of Islamic Studies, 

Department of Education, Department of Special Education, Department of 

Educational Administration, Department of Curriculum and Instruction, Department 

of Art Education and Department of Physical Education and Movement Science. The 

College of Education offers 19 di fferent academic programs consists of 6 unde r-

graduate programs, 8 master’s programs and 5 PhD programs (CoE, 2011).  

In 2012, t he CoE was accredited with international academic recognition by the 

National Council for Accreditation of Teacher Education (NCATE). This 

accreditation is valid for 5 years and covers 6 unde r-graduate and 6 master’s 

academic programs of the college. KSU’s College of Education is the premier 

educational institution in the Kingdom to receive this accreditation from the global 

quality assurance body, for its teacher’s education programs. NCATE accreditation 

process that KSU’ College of Education has implemented is one of the focuses of 

discussion in this study. 

2.5.2 The College of Arts 

The College of Arts (CoA) was established in 1957 as the first college at KSU. It 

contains seven departments, namely- the Department of Arabic Language and 
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Literature, the Department of English Language and Literature, the Department of 

History, the Department of Geography, the Department of Mass Communication, the 

Department of Social Studies and Department of Library and Information Science 

(CoA, 2011).  

The primary role of the college is to promote the study of the humanities and to 

cultivate the intellectual and spiritual qualities of the human being. In addition, the 

CoA has special goals stemming from its unique Saudi character. First, it plays an 

important role in the revival of Islamic culture, the preservation of Islamic history 

and traditions, and the enhancement of Arabic language within the context of a 

modern and developing society. Moreover, the college offers scientific studies that 

systematically research various aspects of the Saudi society. It also aims at supplying 

the country with well qualified graduates who will assume various managerial, social 

and planning responsibilities (CoA, 2011).  

On the path toward academic and research excellence, the College has embarked on 

its quality journey and initiative to attain institutional accreditation from the 

American Academy for Liberal Education (AALE) and from the National 

Commission for Academic Accreditation and Assessment (NCAAA). The college 

has conducted a comprehensive self-study to examine all aspects of its operation and 

how they relate to the Mission and Goals of the college (CoA, 2011). In 2012, the 

CoA was accredited with the AALE and this accreditation is valid for 5 years. 

2.6    Accreditation: Definition and purpose  

Several studies considered accreditation as a main means for quality assurance and 

instituting continual improvement (Alstete, 2004; Bejan et al., 2015; Bogue & Hall, 

2003; Chalmers & Johnston, 2012; Eaton, 2012; M. Martin & Stella, 2007). 

Accreditation could be considered to be a process of quality assurance whereby an 
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institution or program is critically evaluated at regular intervals by an external body 

to ensure its compliance to certain standards and processes (Bogue & Hall, 2003). 

Accreditation could also be considered to be a process of institutional improvements 

by enabling a panel of peers to recommend necessary improvements in educational 

programs towards enhancing the stature of the program for achieving the required 

objectives (Bogue & Hall, 2003). Sanyal and Martin (2007) suggest a comprehensive 

definition of accreditation as “the outcome of a process by which a governmental, 

parastatal or private body (accreditation agency) evaluates the quality of a h igher 

education institution as a whole, or a specific higher education program/course, in 

order to formally recognise it a s having met certain predetermined criteria or 

standards and award a quality label” (Sanyal & Martin, 2007, p. 6). 

Accreditation has four key purposes within the higher education context comprising 

quality control; accountability; quality improvement ; and facilitating the movement 

of students (Kis, 2005; M. Martin & Sanyal, 2006). Quality control aims to ensure 

that institutions or programs maintain the minimum quality standards established by 

the accreditation agency. Accountability refers to the extent to which the institution 

and program justifies the cost incurred by students and governments. Thus, this 

aspect contributes to ensure that the multiple stakeholders could benefit from their 

investments. In this sense, the accreditation process is expected to provide the public 

with clear data about the performance of institutions or programmes. With regards to 

the aspects of quality improvement, M. Martin and Sanyal (2006) believe that the 

accreditation process enables institutions or programs to identify shortcomings in 

order to institute relevant remedial measures for ensuring the consistency of the 

programs offered. The accreditation process also stimulates competition among 

academic organisations and it therefore can enhance quality. To conclude, the 
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accreditation process works to ensure that academic qualifications issued by an 

institution can be easily recognised by other institutions, as well as facilitating the 

movement of students between regional, national and international institutions (M. 

Martin & Sanyal, 2006). 

2.7    Types of accreditation  

Harvey (2004) stated that accreditation is organised in different ways within various 

systems. Accreditation can be either a compulsory or voluntary process, and either it 

is conducted at the institutional or the program level. 

2.7.1   Compulsory accreditation versus voluntary accreditation 

Compulsory accreditation processes require that the institution or the program under 

consideration is audited periodically (M. Martin & Sanyal, 2006). Such measures are 

more common in Austria, Hungary and the Netherlands to ensure that the minimum 

required standards are being adhered to as the process involves the periodical 

renewal of recognition for the institutions or programs (Sanyal, 2013).  

Within the context of voluntary accreditation processes, the institution or the 

program managers may themselves decide to be audited. Hence, M. Martin and 

Stella (2007) conclude that voluntary accreditation systems focus more on improving 

the standards. Institutions or individual programs may be seek accreditation in order 

to enhance their profiles towards drawing a competitive advantage within the market 

and amongst peers for enrolling more students or securing additional academic 

grants. Voluntary accreditation systems are widely prevalent around the world likes 

of Nigeria, India and in the United States (Sanyal, 2013).  

In Saudi Arabia, all institutions and programs of higher education and associated 

programs need to be compulsorily accredited. The Ministry of Education therefore is 
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demanding all the institutions and programs of higher education to be subject to 

standards the National Commission for Academic Accreditation & Assessment 

(NCAAA)’s standards, which was established in 2004 for this purpose (Abou-Zeid & 

Taha, 2014; Al Mohaimeed et al., 2012). However, institutions and programs are free 

for decide for themselves whether they would prefer to be accredited internationally.  

2.7.2   Institutional versus programme accreditation 

The accreditation process can be conducted for the entire institution, or it can also 

focus on i ndividual programs (Barsoum & Mryyan, 2014; Eaton, 2012; Harvey, 

2004; Nkiko, Ilo, Idiegbeyan-Ose, & Segun-Adeniran, 2015; Ryhan, 2013; Sanyal & 

Martin, 2007). Institutional accreditation refers to the assessment of the entire 

organisation and is not just limited to evaluating the specific academic programmes 

offered. The process involves assessing the entire institution encompassing all the 

functions and fields of study. The process can involve the physical facilities, student 

services, finances, academic programs, governance, teaching staff, management, 

mission, the available learning resources including the library, laboratories, and the 

educational technology employed (Barsoum & Mryyan, 2014). Institutional 

accreditation processes ensure that the institute is compliant to the established 

mission and goals and equal in quality with its peers (Zabriskie & McCormick, 

2000). 

On the other hand, program accreditation focuses on the quality of a specific field of 

study or the academic department within a given institution. This is in turn related to 

evaluating the standards and measures of staff functions, the program resources 

available, the curricula and the content therein. It might also assess the teaching 

methodology employed and the commitment level of the students involved. In 

addition, it might consider the outcomes generated from the program in terms of the 
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ability of graduates to be absorbed within the effective labour force (Harvey, 2004). 

Correspondingly, it measures aspects of knowledge, skills, and abilities of the 

stakeholders involved in consideration of their practices, professional competencies, 

and the skill levels of the practitioners within the profession (Carter, Zabriskie, 

Anderson, & Janssen, 2013). Institutional accreditation processes are therefore 

considered to be more generic in comparison to program accreditation processes. It is 

worth to mention here that the cases in this study (i.e. the CoE and CoA) have been 

accredited as part of an institutional-wide accreditation process. 

2.8 Accreditation bodies 

Humanities Colleges can be accredited by a number of accreditation bodies. The 

NCATE and AALE are the two major bodies that offer accreditations to Education 

Colleges and Arts Colleges respectively and are the focus for this study. The 

following section provides a brief background and an overview of both the NCATE 

and the AALE and their academic standards. 

2.8.1 The National Council for Accreditation of Teacher Education (NCATE) 

In 1954, the National Council for Accreditation of Teacher Education (NCATE) was 

established as a voluntary non-profit organisation to accredit teacher certification 

programs at colleges and universities (called units) in the United States (NCATE, 

2008). Since July 2013, NCATE has been merged with the Teacher Education 

Accreditation Council (TEAC) to form the Council for the Accreditation of Educator 

Preparation (CAEP). Therefore, the new CAEP standards must be followed by all the 

departments and educational colleges that want to acquire a US accreditation (CAEP, 

2015).  
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According to (NCATE, 2008), “each unit seeking accreditation for the first time is 

required to submit its conceptual framework as a precondition for establishing 

eligibility for NCATE accreditation” (p. 14). The aim of the conceptual framework 

as announced by the NCATE (2008) is to: 

Establishes the shared vision for a unit’s efforts in preparing educators to 
work in P–12 schools. It provides direction for programs, courses, teaching, 
candidate performance, scholarship, service, and unit accountability. The 
conceptual framework is knowledge-based, articulated, shared, coherent, 
consistent with the unit and/or institutional mission, and continuously 
evaluated (p. 14). 
  

In addition to the conceptual framework, the College of Education must demonstrate 

proficiency in the six standards of the NCATE which are: 

1. Candidate Skills, Knowledge and Temperaments. This standard entails all the 

features connected with educational excellence and learning objectives. The 

students acquiring broader academic expertise are being focused by this 

standard, where they are prepared for their personal and professional lives, 

besides their grooming and personality development.  

2. Assessment System and Unit Evaluation. As far as the students and graduates 

of an institution are concerned, data acquisition and its analysis should be 

incorporated in the process of assessments and evaluations carried out by the 

institutions. Moreover, a methodology for the institution assessment and its 

academic curricula should also be encompassed in this process.  

3. Field experience and Clinical Practice. During the field courses, the abilities 

and academic knowledge acquired by the students should be practiced in the 

field under organised observation and there should also be a mechanism of 

feedback for the purpose of improvements. Besides defining the laws and 

rules, the authorities concerned should clearly explain the objectives of the 

training program, in addition to the role and responsibilities of the students.  
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4. Diversity. The diverse nature of students and their various cultural 

upbringings should be taken into account by the programs offered by the 

institutions. This is apart from the diversity in the course. 

5. Faculty Qualifications, Performance, and Development. Services of the 

subject experts and well qualified teaching staff should be engaged by the 

institution. Specified criteria should drive the selection of staff. Also, periodic 

performance evaluation and professional development programs should be 

carried out by the institution to illustrate the upkeep and continuous 

development of the staff.  

6. Governance and Resources. Suitable educational equipment and facilities are 

normally possessed by the institutions, besides other essential services which 

are needed for the protection of both the staff and the students (NCATE, 

2008). 

NCATE uses certain rubrics addressing the critical elements associated and 

components with each standard to assess a unit’s success in meeting these six 

standards. The critical elements are described by the rubrics with the help of three 

proficiency levels: unacceptable, acceptable, and target. While working toward the 

target level, an acceptable level must be fulfilled by the unit on all six of the NCATE 

standards and same should also be ensured (NCATE, 2008). 

A college looking for NACTE accreditation must go through a critical self-

evaluation and prepare a self-study report, called an Institutional Report (IR), along 

with a proof that all the six standards are met. For a site visit, a Board of Examiners 

(BOE) team is sent by NCATE to review the institutional report and supporting 

evidence so that this claim could be evaluated. Following the location visit, a team 

report is prepared by the BOE in which its findings are summarised besides 
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producing an accreditation recommendation. The BOE team report can be reviewed 

by the institution and a rejoinder can also be written by the institution if it is 

preoccupied with any of the findings depicted in report. Formulating a response to 

the institution’s rejoinder comes under the domain of the chair of the BOE (NCATE, 

2008). 

The Unit Accreditation Board of NCATE relies on BOE team report, IR, institutional 

rejoinder and BOE team chair’s response to the rejoinder, to make decision regarding 

accreditation matters. Different options can be exercised by the Unit Accreditation 

Board, which are as follows (a) deferring the decision till the time next meeting is 

conducted, (b) granting or continuing accreditation for a defined length of time, or 

(c) withdrawing or denying the accreditation (NCATE, 2010, 2012). 

2.8.2 The American Academy for Liberal Education (AALE) 

The American Academy for Liberal Education (AALE) is a United States 

organisation through which colleges and universities or liberal arts programs within 

such institutions, that provide general education programs in the liberal arts, are 

certified. The K-12 charter schools, higher education institutions and independent 

schools throughout the United States are accredited by the AALE. The academy also 

can accredit the programs and institutions outside the United States whereby the 

liberal arts and the liberal education are being emphasised (AALE, 2016). 

The mission of the AALE is to encourage merit in liberal education by recognising 

programs and schools worldwide that maintain the highest standards of liberal arts 

learning. Besides offering peer-review certification, AALE successfully 

accomplishes its mission by formulating the precise, comprehensive and wide-

ranging standards. In addition, the qualitative and quantitative assessment measures 
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are also developed by the AALE, which are in line with the practices and standards 

of liberal education (AALE, 2016). 

Schools and programs that seek accreditation under the Academy have to think 

seriously about and document their success in instilling and developing the 

characteristic of liberally educated persons in their students. These characteristics 

contain the acquisition of a rich fund of significant knowledge, ability to reason 

clearly about important issues besides a tendency for acquiring knowledge and skills 

are the different elements. The aim of the Academy’s Liberal Learning Assessment 

criteria is to develop a program-wide dialogue pertaining to the objectives of student 

learning and the way it can be determined if these objectives are being fulfilled or not 

(AALE, 2016).  

Academic standards were developed in order to provide students with the 

characteristics of liberally educated persons in a co mprehensive and coherent 

manner. The programs are requested by the Academic’s Standards to explain the 

following points: their educational objectives and their mission, their idea and 

implementation of programs designed to meet those objectives, their faculty 

development which must be well-qualified to execute those study programs, and the 

establishment of suitable learning resources (AALE, 2016).  

The AALE has 15 standards and 102 criterions. Institutions or programs seeking 

accreditation under the Academy must prepare self-study report and respond to each 

standard as well as to its associated criteria. These standards are listed below:  

1. Effective Reasoning: liberal education always aims to develop students’ 

capacities to recognise and to think clearly about significant matters and questions. 

Besides higher-order capabilities for expressing, analysing and incorporating 

information and arguments, certain foundational skills or abilities such as, ease in 
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writing reading, and oral communication, mastery of the basic principles of 

mathematical and scientific reasoning are the integral part of the ability to reason in 

an effective manner. 

2. Broad and Deep Learning: A liberally educated person should have a rich 

collection of significant knowledge and the ability to compare and successfully 

incorporate new or different areas of knowledge. An institution’s general education 

curriculum should provide students with a comprehensive foundational knowledge of 

the different liberal arts and sciences. Students should also gain extensive knowledge 

derived from the persistent and progressive assessment of the distinct learning modes 

that are part of one or more significant disciplines. With the help of such studies or 

their counterparts, students gain the potential to integrate multifarious and diversified 

knowledge, besides correlating and comparing incongruent parts of the curriculum to 

one another. 

3. The Inclination to Inquire: An education in the liberal arts fosters and 

encourages the student for search for and obtaining essential knowledge and skills. 

Consequently, the unquestionable sign of a liberally educated mind is possibly a 

temperament for asking intelligent and perceptive questions and for chasing 

educational and beneficial skills. 

4. Mission Statement: the institution’s mission statement should reflect the 

significance and uniqueness of liberal education. Furthermore, the institution’s aims 

should be declared in a manner that is consistent with the curriculum management.  

5. Freedom of Thought and Speech: Freedom of speech and thought should 

be supported and protected. Rules of decorum should be posted so that the search for 

truth and intellectual inquiry could be facilitated as desired. 
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6. Entrance Requirements: The academic entrance requirements are defined 

and implemented by the institution, through which the students are enabled to 

register in the college-level general education courses as needed by them. 

7. General Education Requirements: Within the general education 

requirement, not less than a third of the student’s coursework to be taken is needed 

by the bachelor’s degree requirements in the liberal arts and sciences, except when 

exam paper does prove the equivalent attainment. 

8. Basic Knowledge Requirements: A basic knowledge of the arts and 

sciences is established by the general education requirement. Besides the principles 

of American society and the study related to the theoretical, political and cultural 

history of Western civilization, a basic knowledge of mathematics, physical and 

biological science, including lab experience; provisional understanding of a foreign 

language, in addition to the study regarding literature and narrative models would 

normally be incorporated in this foundation. The authorities concerned accept 

deviations from these norms in only those scenarios where non-American or non-

Western components are apparently not warranted; e.g., for colleges outside the US 

or in cases where the considerable implementation of this standard is ensured by the 

overall quality of the general education program. 

9. Assessment: While learning the elements of general education instructed 

under Standard Four, progress of a student in learning these elements is evaluated by 

the institution. Moreover, the institution determines the degree to which it has 

become successful in accomplishing the specified milestones, whether it is achieved 

through some academic counterpart or through general examination.  

10. Orderly Progression of Courses: As described and imposed, a systematic 

evolution from elementary to advanced levels of knowledge is ensured by the 
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curriculum’s prerequisite structure. In addition, those deliberated fundamentals 

(either to a general education or to mastery of a major) are clearly differentiated by 

the course definitions in the catalogue, whatever the level of course may be. 

11. Student Writing: During every stage of progress, considerable essays are 

written by the students as undergraduates and their competence in written English is 

also illustrated in this manner. 

12. Active Learning and Faculty Development: the significance of teaching 

is highlighted, endorse and reward in the life cycle of the program. 

13. Appropriate Class Size: The size of a class should be suitable to subject 

matter, need for class discussion and the level of instruction. 

14. Teaching and Counselling Activities of Regular Faculty: Regular faculty 

members are constantly engaged in academic counselling. Moreover, introductory 

general education courses, as well as introductory courses within majors, are likely to 

be taught by these members including the senior members. 

15. Library Resources: The demands of the institution’s programs are 

effectively met through library and other information resources, including online or 

electronic resources. Furthermore, utilization of scholarly resources is encouraged 

among students (AALE, 2016). 

The institutional standards, resources, capitals or student support services are being 

managed by the Academy, while its regular emphasis is on t he quality of the 

instruction. The quality of the education should be indicative of all these aspects and 

the college’s mission regarding the liberal arts should also be revealed in a 

considerable way (AALE, 2016). 

Hande (2015) believes that the standards and criteria recognised under each of 

accreditation standards of external accreditation bodies are not a set of measurement 
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tools by themselves and do not cover everything which happens in higher education 

institutions. They are levers for transformational change and provide an external 

point of reference for evaluating the quality of the institution under assessment.  

2.9 Summary 

This chapter was divided into two sections. The first section provided a brief 

background of the context of study. It also outlined the challenges facing the higher 

education system in Saudi Arabia. These challenges included the increasing demand 

for higher education among young Saudis, the inability of Saudi universities to 

compete in the globalised world because their emphasis on repetition and 

memorisation, and the low-rank of Saudi universities compared to other global 

universities. The section further described the efforts made to improve the quality of 

Saudi higher education system. These efforts included increasing the budget 

allocated to education sector, significant expansion in the number of universities 

conducting the national program called AFAQ which defined objectives for the 

coming 25 years, conducted the 8th Development Strategic Plan (2005-2009), 

establishing the NCAAA, and encouraging all Saudi universities and colleges to seek 

the international accreditation.   

The second section discussed the main functions of accreditation and also provided a 

definition of it. It then identified the types of accreditation. Moreover, this section 

provided a brief overview of the NCATE and AALE and their academic standards. 

The next chapter deals with a literature review on the change process and the role of 

accreditation process. 
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CHAPTER 3: LITERATURE REVIEW 

3.1 Introduction 

This chapter is divided into two sections. The first section aims to examine 

foundational aspects of change through the review of current literature. A review of 

literature helps to develop an understanding of the components that may have an 

effect when leaders endeavor to implement organisational change. The first section 

begins with identifying the nature of organisational change and the internal and 

external factors that drive organisational change. Next, information is provided on 

the degree (magnitude) of change, levels of change, timing and focus of change. This 

section also discusses the methodology of how change occurs and the target of 

change. Moreover, this section presents the theoretical framework of the process of 

change, which has guided this study. The second section focuses on the accreditation 

process as an example for change. It presents the common process of accreditation 

and discusses the perceived benefits and problems associated with the accreditation 

process. This chapter concludes with a summary.  

3.2 Nature of organisational change  

Change is a continuous aspect of any organisation (Bumes, 2004). Nevertheless, 

many research studies have indicated bringing about change in any organisation is a 

complex process (Fullan, 1993; Kezar, 2001, 2014; Senge, 2006). Burke (2002) 

concisely states that majority of the strategies to bring about change in an 

organisation “do not work” (p. 1). Other studies have indicated that efforts to bring 

about changes in organisations in order to bring about significant performance 

improvement, by changing the essential features of the organisation, tend to fail in 
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reaching set objective (Bowman, Singh, Useem, & Bhadury, 1999; De Meuse, 

Vanderheiden, & Bergmann, 1994).  

Further, according to Senge and Kleiner (1999), nearly two thirds of the total quality 

management (TQM) and 70% of re-engineering programmes resulted in failure. This 

is further supported by experimental studies (eg. Beer & Nohria, 2000; Mourier, 

Smith, & Lee, 2002; Strebel, 1996), which concluded that the organisational change 

initiatives suffered failure rate in the range of 65-80%. Hence, these studies indicate 

that implementation of organisational change is only just complex, but the rate of 

success also diminishes over time. The beginning point in altering the rate of high 

failure in implementing changes in organisation is to understand changes in 

organisation in a more comprehensive manner (Puplampu, 2005; Smollan, 2006). 

A number of researchers pointed out that change in an organisation can be analysed 

and understood by answering four questions – the why of change, the what of 

change, the how of change and the target of change. These questions aid in defining 

the changes and capturing the characteristics of change (Burke, 2002; Goodman, 

1982; Kezar, 2001; Levy & Merry, 1986; Rajagopalan & Spreitzer, 1997).  

Forces examine the why of change. First and second order, scale, foci, timing, and 

degree all refer to the what of change. Proactive/reactive, active/static, and 

planned/unplanned refer to the how of change. Last, the target of change refers to the 

outcomes. As a cam pus begins to engage in a change process, members of the 

organisation need to first examine why they are about to embark on the process the 

degree of change needed, and what is the best approach to adopt (Kezar, 2001, 

2014). 
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3.3 Forces of organisational change 

The forces affecting a change process are very important to understand (Beycioglu & 

Pashiardis, 2015). Kezar (2001) argues that some organisations do not  pay much 

attention to the ‘why’ of change. Unless organisation members buy in to the ‘why’ of 

change, the ‘what’ of the change will never be accepted. Therefore, before actually 

engaging in the change process, members of the organisation must first fully 

comprehend the reason for embarking on t his process. It is also essential that 

leadership should have clear answers for such question, as they are more likely to 

face questions from employees about the necessity for the change during the process 

of change (Matthew, 2010). 

The forces that derive organisations, including higher education institutions, towards 

change come from internal or external sources or even a combination of both 

(Burnes, 2004; Flamholtz & Randle, 2008; Haveman, 1992). An external force 

comes from outside the organisation, and the organisation has no control over it 

(Hashim, 2013; Lunenburg, 2010). Some of researchers believe that organisational 

change occurs as a result of changes in the environment (Birnbaum, 1988; Cameron, 

1984; Kezar & Kahn, 1978).  

The relationship between the external environment and an organisation can be 

understood by the open-systems theory. According to the open-systems theory, 

organisations such as schools and colleges have a continuous interaction with their 

environment, in order to survive (Burke, 2008; S. E. Jackson & Schuler, 1999; 

Robins, 1990; Senge, 2006). Any alteration to the surrounding environment makes it 

compulsory for the organisation to introduce changes in its internal systems 

(Skyttner, 1996; Wang, 2004). Kezar (2001) argues that organisations should 
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endeavour towards creation of change whenever the balance between the internal 

and external environments of the organisation is lost. 

The forces for change from the external environment are multiple and diverse. G. R. 

Jones (2010) identifies five main external forces driving change. Firstly, 

competiveness prompts an organisation to make changes, so as to gain competitive 

edge (in terms of quality, price or innovation). The growing competition among 

higher education institutions to attract students and outstanding faculty members 

might be the basic reason to implement a change intended to improve reputation as 

well as educational quality at the institution (Hüsig & Mann, 2010). Secondly, 

organisations are influenced by the political and social events (G. R. Jones, 2010). 

New government laws and regulations can be powerful causes of change. For 

instance, the implication of equal employment opportunity regulations might cause 

many educational institutions to alter their hiring, promotion, and pay policies 

(Robinson, 2010). Thirdly, expansion to international markets creates not merely 

opportunities but also involves challenges in adjusting to the new market conditions. 

This would need restructuring of the organisation and establishment of job 

environment for workers from various backgrounds (G. R. Jones, 2010). Fourthly, 

changes in the demographics of the workers and society (such as increasing number 

of women in the workforce requires maternity leave policies), would alter the human 

resource policies of organisations, in order to attain competitive edge and 

organisational efficiency. Fifthly and lastly, ethics (such as increased commitment to 

environmental sustainability) also change business policies and strategies. Moreover, 

in higher education, institutions may also change as a result of the financial 

pressures; increasing calls for quality assurance, transparency and accountability; 
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and greater emphasis on interdisciplinary approaches to knowledge creation (Fullan 

& Scott, 2009; Kezar, 2001, 2014; Peterson, 1999). 

A force is classified as being internal, if it sourced from within the organisation, and 

is usually controllable by the organisation (Kitchen & Daly, 2002; Lanning, 2001). 

In the perspective of educational institutions, high level of  a bsenteeism among 

students and teachers, poor level of performance by students and teachers, poor level 

of community-institution relationship; high student dropout rates; high level of 

turnover by teachers; and low levels of job satisfaction and staff morale could be the 

internal factors driving the change (Bulach, Lunenburg, & Potter, 2008; Lunenburg 

& Ornstein, 2011). Also, strike by staff members, increasing complaints by 

employees and raising of grievances are some of the visible symptoms of trouble 

within the internal environment (Alexander & Alexander, 2011). Additionally, 

internal pressures for change would also occur as a result of the claims of 

organisational members to deal effectively with external environment (Lunenburg, 

2010). All of these events provide an indication to leadership that change is essential.  

A qualitative case study involving five Canadian community colleges was 

undertaken to research if change was driven from within or outside the organisation. 

Interviewing of academics, teachers and students indicated that there was a 

perception among the stakeholders that President of the university held the role of 

initiating change (Levin, 1998).  

3.4 Degree (Magnitude) of change 

The degree (magnitude) of change is generally classified as first-order change and 

second-order change (Foster-Fishman, Nowell, & Yang, 2007). First-order change 

(also known as continuous change) is incremental change that may involve a minor 

improvements or adjustments in systems, processes, or structures, but it does not 
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include major change in strategy, culture, core values, or corporate identity 

(Flamholtz & Randle, 2008; Marzano, Waters, & McNulty, 2005; Palmer, Dunford, 

& Akin, 2009; Sangiorgi, 2011). Instances of first-order change includes initiating 

training programmes with the objective of keeping the workers updated with skillsets 

as required by dynamically changing business environments (Gratton, 1999), 

implementing diverse leadership strategies responding to changing dynamics of the 

workforce (Greenhaus, Callanan, & Godshalk, 2000), and  increase participation in 

the decision making process (Bartunek & Moch, 1994). These improvements do not 

essentially alter the objective or mission of the organisation (Porras & Robertson, 

1992; Van Tonder, 2004). These improvements can be implemented while the 

organisation carries on its existing strategies and processes. The initiatives of first-

order change aims to improve the status quo for keeping up with what is the needed 

standard performance. This often requires some changes on a limited organisational 

levels that may include individual and group levels (Carbery & Garavan, 2005). 

Such changes related to first-order change occurs gradually over a lengthy period of 

time  (Burke, 2008). Hence, these changes are expected to be least stressful and more 

acceptable to a large number of individuals in the organisation (Kezar, 2001). 

On the other hand, large-scale or second-order change (also known as 

transformational change) involves fundamental changes in the core values, culture, 

mission, structure and functioning processes of the organisation (Kezar, 2001; Levy 

& Merry, 1986). This type of change does not aim to maintain or improve the 

organisation, it completely changes the organisation. It transforms the organisation 

from one identity to another and tend to be discontinuous (Cummings & Worley, 

2014; Palmer et al., 2009). The impact of second-order changes is beyond the level 

of organisation to influence the individual, group and society as a whole (Breu & 
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Benwell, 1999). With the second-order change, not only the structure and strategies 

of an organisation will change but also the attitudes of the workforce (Hope Hailey 

& Balogun, 2002). Changes related to second-order change often are met with 

extensive resistance from the stakeholders within the organisation (Kezar, 2001, 

2014). Thus, such initiatives need a significant commitment of time and resources 

(Hammer & Champy, 1993).  

Weick (2010) reminds us that higher education institutions are loosely coupled 

systems where each part of these institutions operates in an independent manner 

from another, so that actions in one department or unit can have little or no impact 

upon the rest of the organisations. Cameron (1984) defines a loosely couple system 

as one “where connections among elements are weak, indirect, occasional, 

negligible, or discontinuous” (p. 137). Therefore, planned large-scale change which 

can affect all areas of the organisation would be very difficult to implement in 

educational setting. Minor changes that occur on an ongoing basis and occur in 

different departments can be the suitable alternative (Kezar, 2001). Cavallo (2004) 

indicates that it is  possible to achieve large-scale growth on t he basis of a large 

number of minor changes. Small-scale continuous changes that simultaneous occur 

in different departments can cumulate and create a significant organisational change 

(Weick & Quinn, 1999).  

Figure 3.1 below illustrates graphically the essential variations between first-order 

and second-order changes. The figure shows that for first-order change the change 

occurs gradually over time, whilst in the second-order change there is a paradigm 

shift. 
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                     First-order change                                       Second-order change 

Figure 3.1 First and second order changes  

Source: (Bergquist, 1992, p. 179) 

Change is not always either first or second-order change, it can be considered as 

combination of both types of change. Gersick (1991) and Romanelli and Tushman 

(1994) used the term punctuated equilibrium to refer to change in some organisations 

in which organisations are under relatively long periods of stable punctuated by short 

periods of revolutionary, radical change. This paradigm of change requires the active 

mechanism of organisations to change the basic form of their activity. Gersick 

(1991) argues that under the period of stability, the deep structure restricts the 

organisation to change. After that the organisation is interrupted by revolution 

change. Punctuated equilibrium models stress that revolutionary change often takes 

place after periods of failure. 

3.5 Timing of change 

In order to bring about a particular change in an organisation, people need time to 

understand the purpose of the recommended change; to accept and adjust to this new 

way of working; to let go of their past and welcome what the future brings; to deal 

with their feelings of stress and insecurity and move on ( Denhardt, Denhardt, & 

Aristigueta, 2012). Hence, timing of change can be defined as the amount of time it 

takes to bring about a particular kind of change or time taken by organisational 

members to bring about a particular change in that organisation. The duration of time 
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it takes to bring about a particular organisational change differs on contextual basis 

(Pettigrew, 1990). For instance, sometimes a change may take a short period of time 

to occur, while in other times, it may take much longer time to occur or people to 

accept it (Palmer et al., 2009). 

As it has been already mentioned, some changes are fast and radical while others are 

gradual and slow. On the basis of differences in the timings of change, change can be 

classified in two major types (Kezar, 2001). One is the revolutionary change, in 

which some the leadership of a particular team or an organisation takes up charge 

and proposes and executes the change (Hodges & Gill, 2014). This type of change is 

closely linked and often equated with transformational change (Sundarasaradula, 

Hasan, Walker, & Tobias, 2005). The main purpose behind the revolutionary change 

is the need to bring about a “significant” change in a short period of time by 

shunning an organisational method that is no l onger in line with the trends and 

external environment and is proving to be a barrier in the way of organisational 

success (Burke, 2008). In revolutionary change, leaders undertake the new vision for 

the organisation’s future (Eisenbach, Watson, & Pillai, 1999).  

On the other hand, the other broad category of change is evolutionary change, which 

is normally gradual (George & Jones, 2007). The main reason behind this type of 

change is that this change is a r esponse to the trends and changes in external 

environment of that organisation. In evolutionary change, small incremental changes 

are made to adjust for environmental changes without affecting the deep structure of 

the organisation (Burke, 2008). Moreover, this type of change takes much longer 

time than the time taken by revolutionary change and can sometimes bring changes 

in a series of small parts. Thus, the evolutionary change often does not face strong 

resistance as is the case in revolutionary change (Burke, 2014).  
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3.6 Levels of change 

According to Cawsey, Deszca, and Ingols (2015) organisational change can occur at 

three levels: individual, team or unit, and the organisation. Each level varies in their 

resistance pattern and requires different methodologies, techniques and strategies for 

change implementation (Nadler & Tushman, 1995). Thus, clear comprehension of 

how organisational change starts at different levels can help in clearer planning for 

change leadership and management. A small change at every level could drive the 

entire system change (Burke, 2014). Terms such as individual, group and 

organisation could be used for studying change in higher education (Burke, 2014). 

For example, the individual could be a faculty member, the group could be an 

academic department and the organisation could be a college. 

The elementary level of an organisation is an individual level, involving many 

stakeholders. For instance, in the context of an educational institution the 

stakeholders could be the students, parents/guardians, faculty members, head of 

department, etc. Those people have different interests and values. Hence, the 

interaction with those stakeholders could lead to make an organisational change 

chaotic, unless there is a co -operation and collaboration among the different 

individuals (Burke, 2008).  

Ferrazzi (2014) reports that organisations cannot change their culture unless it’s 

individual change their attitude which is very hard. The primary challenge with 

change at the individual level is that individuals do not change till they are ready to 

do so. Furthermore, organisations cannot force individuals to change. They can only 

encourage them to change (Ferrazzi, 2014). Therefore, organisations must convince 

individuals to shift their paradigms of established business practices, and encourage 
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them to adopt new ways of thinking which again not an easy task (Dean Anderson & 

Anderson, 2010). 

Individuals’ resistance to the change process could occur in several forms (Mullins, 

2007). It can be overt or covert, and immediate or deferred (Bratton, 2015). Overt 

and immediate resistance include voicing complaints; resigning; lack of cooperation 

with the change effort; or even threatening to strike (Bratton, 2015). This also could 

include delaying tactics, placing roadblocks, undermining progressive thought 

(Judson, 1991; Kotter & Schlesinger, 2008). Covert resistance include loss of 

commitment; poor performance; absenteeism or even deliberated sabotage (Bratton, 

2015).  

Studies show that usually workers show resistance to change for the following 

reasons: 

1. Individual bias to a change; 

2. Fear of the unfamiliar;  

3. Environment of mistrust; 

4. Failure fears; 

5. Job security or loss of status; 

6. Pressure by peers; 

7. Interference with cultural customs or relationship with society; 

8. Personality conflict; 

9. Poor timing or lack of tact; 

10. Non reinforcement of reward systems; or 

11. Past successes (Coch & French, 1948; Dent & Goldberg, 1999; Judge, 

Thoresen, Pucik, & Welbourne, 1999). 

Resistance to change is not just limited to the individual level; it also can appear in 

the group level (Burke, 2014) since groups or teams consists of a number of different 
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organisational individuals, all of whom have their own collection of values, beliefs, 

and ways of thinking. Peer groups are important social constructs that can help 

leaders to influence change at the team level. According to Ferrazzi (2014), when 

individuals are combined in teams, they can discuss change initiatives; create 

accountability; and pressure on their colleagues who may be resistant to change. 

Individuals and groups organisation are components of the organisation in large-

scale. Any major change in any component would have an effect on the other 

components (Bush, 2011). Both the leadership and the members of the organisation 

should together enable promotion of learning capability in preparation of acceptance 

and promotion of changes, as this would result in promotion of positives changes in 

the organisation (Burke, 2014). 

3.7 Focus of change 

The focus of change is concerned with which features of the organisation are being 

affected by the change. Bergquist (1992) identifies main three foci: structure, process 

and attitude. Structural changes are designed to change the organisational hierarchy, 

reward system, policies of the institution and processes (Burke, 2014). Examples of 

change in structure are changing in the organisational hierarchy, the reward system, 

or institutional policies and procedures (Bergquist, 1992). Change in structure is seen 

as being easier and generating lesser controversy when compared to changes in 

attitude or processes (Kezar, 2001). 

Process change is different in such its objective is to alter the way in which 

individuals interact with current structures of the organisation (Bergquist & Pawlak, 

2008). Process changes entail shifts in communication systems, decision making 

procedures or management of conflicts, or leadership style. Attitude change 

concentrates on f eelings on i ndividuals working under current organisational 
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processes and structures (Bergquist & Pawlak, 2008). A strong emphasis on training 

could result in changes in attitude and impact the emotions which individuals have 

towards their roles. According to Hudescu and Ilies (2011), attitude change generally 

involves change in culture of the organisation and hence change could be seen in all 

or any of these foci.  

According to Senge (2006), any structural change unaccompanied by simultaneous 

attitude changes is unlikely to last. Fullan (1993) has a similar viewpoint and argues 

that changes in structure without changing ideas, attitudes and beliefs would not 

suffice. Hence, for the change to have a lasting and positive effect, creation of a 

secure environment which enables, values and encourages open communication and 

co-operation becomes essential (Northouse, 2013). Most of these changes, be it 

structural, process change or attitude change, are generally connected to each other. 

It is hard to alter only one of these three foci, without the change affecting others 

(Kezar, 2001). 

3.8 The manner and target of the change  

There are different classifications of change. In terms of the intentionality of change, 

change could be viewed as being either planned or unplanned (Burke, 2008; French, 

2011; Yukl, 2006). Unplanned changes generally occurs as a result of unexpected 

sudden changes to the organisation, resulting in its members responding reactively in 

a probably disorganised manner (Kezar, 2001). Unplanned changes occur, for 

instance, when a senior manager suddenly leaves or experiencing a rapid and 

unexpected turnover. Similarly, change in global economy or government 

regulations are also often unplanned. Responding to unplanned changes needs major 

elasticity and ability to adapt by the organisation (Mukherjee, 2009). In contrast, 

planned change could be viewed as the conscious decision to change marked by 
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intentionality and deliberateness of processes to make internal changes to meet 

identified goals or to pursue a range of strategies (R. Ford, 2006; French, 2011). 

Planned change requires the involvement of both internal and external stakeholders 

to help cope with the difficulties and implement initiatives (Kezar, 2001).   

Planned change often involves a series of sequential stages or steps. According to M. 

W. Ford and Greer (2005), planned change generally involves three basic stages. The 

first stage involves examination of the current state of the organisation and altering 

of established behaviour. In the second stage, new procedures are developed to 

replace older procedures, and as such is a continuous change phase. The final stage is 

the institutionalization of the new attitudes and behaviours to be part of the 

organisational standards. 

Strategic planning in the organisations is an example of planned change, as it 

represents the intentionally constructed change efforts. The strategic planning 

process would usually begin with the development or updating of the organisation's 

vision, mission and values that will lead to the formulation of strategic thrusts and 

objectives to fulfil its mission and achieve its vision. Strategic planning requires the 

agreement and support of the organisation’s leaders and members. It also requires 

the analysis and involvement of external stakeholders  (Bryson, 2011).  

Robbins (1990) maintained that change should not be incidental in nature. All 

change initiatives must be planned in consultation with employees. Dunphy (1996) 

had a similar view, stating that all change initiatives must be planned actively with 

all the relevant stakeholders. Furthermore, planned change must have a specific 

purpose in order for the organisation to remain in a viable state. 

In terms of the response time, change could be categorised as either proactive or 

reactive. Proactive change occurs before an emergency, and reactive change occurs 
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after that (Baker & Baldwin, 2015; Kezar, 2001). Planned change could be both 

proactive and reactive (Malopinsky & Osman, 2006). Proactive changes are 

implemented by organisational leadership in anticipation of potential reactive change 

resulting from their assessment or recognition of internal and external dynamics 

(Hodges & Gill, 2014). This type of change often encounters resistance because 

some people do not  realise that certain proactive change programs are necessary. 

Therefore, change agents need to clearly show the benefits of changing and severe 

disadvantages of not changing to get individuals’ buy-in (Kezar, 2001). On the other 

hand, reactive changes occur as a response to dynamics of the internal or external 

environment that has already transpired rather than being foreseen in the future 

(Hodges & Gill, 2014). For example, introducing of a new employee benefit system 

is considered proactive as the leadership believes strongly that it will enhance 

employee motivation and satisfaction. If the benefit scheme was introduced as a 

result of demands made by the workers, then it would be a reactive change. 

The target of change is discussed in all models of change, with focus on the change 

process and its outcome (Burke, 2014). The process of change defined as the method 

by which the change happens, could be designated as being reactive, proactive, 

unplanned or planned (Kezar, 2001). The outcome of change refers to what actually 

changes in the organisation (Burke, 2014). The outcome of change could be either 

tangible or intangible (Beer & Nohria, 2000). For example, the outcome of change 

could be new procedures, structures, mission, services and beliefs of individuals. The 

outcome of change could be either unintended or intended, and agents of change 

agents have to aware of both these outcomes and also the means to identify the 

complexities resulting from the process of change (Kezar, 2001).  It is important for 
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change agents to identify whether the target of change is an individual, group, or 

system and whether the target is knowledge, behaviour, or attitude. 

3.9 Theoretical framework  

To address the purpose of this study which seeks to understand the change processes 

resulting from accreditation, six major models of change suggested by Kezar (2001) 

were used. The six models are evolutionary; teleological; life cycle; political; social 

cognitive; and cultural of model change. Every one of these models have its distinct 

set of assumptions on the reason why for change (driving forces of change), how the 

change process occurs (the stages, scale, timing, and process characteristics), and what 

will occur (the final outcome of the change) (see Figure 3.2). 
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Figure 3.2 Models of change  

 Based on Kezar (2001)

 

Models of 

Change 

Evolutionary Model 
• External environment 
• Adaption; Slow gradual; 

non-intentional 
• New structures and 

processes; first order 
 

 

Teleological Model 
 

• Leaders; internal environment 
• Rational; linear; Purposeful 
• New structures and organising  

 
 

Life Cycle Model 
• Leaders guiding individual’s 

natural growth 
• Natural progression; result of 

training and motivation; 
altering habits and identity 

• New organisational identity 
 

Political Model 
• Political tension of values, 

norms, or patterns 
• First order followed by 

occasional second order; 
negotiation and power 

• New organisational identity 
 

Social Cognition Model 
• Cognitive dissonance; 

appropriateness 
• Learning; altering paradigms 

or lens; interconnected and 
complex 

• New frame of mind 

Cultural Model 
• Response to alterations in the 

human environment 
• Long-term; slow; symbolic 

process; nonlinear; 
unpredictable 

• New culture 
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3.9.1 Evolutionary model 

The major assumptions of evolutionary change model are change is a slow series of 

transformations that occur gradually under environmental influences and results in 

new structures and processes (Morgan, 2006). Evolutionary models perceive change 

within organisations as a n atural development. Organisations change to meet the 

powerful external forces and environment’s requirements for survival with variations 

in policies, structure and processes (Austin & Bartunek, 2003; Morgan, 2006). This 

change can be described as having “cumulative changes in structural forms or 

populations” (Van de Ven & Poole, 1995, p.  517). In the other word, certain 

adjustments and alterations that occur in the organisation that modify small 

structures and procedures may later result in bigger cumulative change. This is 

because changing one part of the structure has implications for other parts (Kezar, 

2001). Change proceeds through a continuous cycle of variation, selection, and 

retention (Austin & Bartunek, 2003; Van de Ven & Poole, 1995).  

Unlike teleological model, evolutionary model perceives that change is 

deterministic, meaning that people do not have a significant effect on the type and 

orientation of the change process (Morgan, 2006). Managers or individuals have 

limited ability to plan for change because they are essentially reacting to external 

conditions (Levy & Merry, 1986; Morgan, 2006). However, they are capable of 

being proactive and expecting changes in the organisational environment (Cameron, 

1991).  

In sum, evolutionary change models assume that change resulting in new structures 

and processes as it is slow and steady and is greatly influenced by its surroundings. 

The process of change is unplanned and reactive (Kezar, 2001). 
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3.9.2 Teleological model 

The teleological model of change, also known as planned change, assumes that 

organisational change occurs as the result of purposeful and social construction by 

organisation members (Austin & Bartunek, 2006; Chmiel, 2008; Van de Ven & Sun, 

2011). Organisational change is goal driven; motivation for change arises when 

organisational members, leaders and individuals, recognise that their current 

activities are not enabling them to reach their goals, and the focus is on processes 

that allow purposeful, intended, activity toward the goals (Kezar, 2001, 2014; Van de 

Ven & Poole, 1995; Van de Ven & Sun, 2011). Unlike the evolutionary model, 

teleological model do not perceive change occurs in response to the external 

environments. Rather, influences from within the organisation itself create 

dissatisfaction among organisational members with the status quo which might lead 

to set new goals (Chalofsky, Rocco, & Morris, 2014).  

Organisational development is the best-known model within the teleological models 

(Van de Ven & Poole, 1995). The process of organisational development starts by 

identifying the problems within the organisation on an ongoing basis and trying to 

find solutions, change initiatives (Austin & Bartunek, 2003). Organisational 

development model emphasises the importance of organisation’s mission as a guide 

for change processes. Organisational vision, goals, and strategies need to be aligned 

together with the mission of the organisation (Burke, 2014; Kezar, 2001). The goals 

of the organisation should be clearly designing and communicating to individuals 

which could create needed change (Nordvall, 1982). 

Teleological model views development process as an unending repetitive cycle of 

goal formulation, implementation, evaluation, and modification of goals based on 

what the organisation has learned or intended by the individuals involved (Burke, 



   

49 

 

2014; Kezar, 2001, 2014; Van de Ven & Poole, 1995; Van de Ven, Poole, Dooley, & 

Holmes, 2000). The process of change is continuous and iterative, as the 

organisation is never static (Burke, 2014). 

Organisational leadership can set goals based on the most appropriate strategy and 

negotiations within the organisation members and relevant stakeholders (Kezar, 

2014). These goals are the initial step of the planning process. Philipsen and Kemp 

(2003) point out the goal setting can be top-down or more participative depending on 

the context of the organisation. To achieve the goals, leadership has to provide the 

enough resources and use them in an efficient manner. 

The key strategies suggested by the teleological model to facilitate the change 

process include strategic planning, strong administrative support, a collaborative 

process, stakeholder analysis and engagement, effective communications, providing 

rewards and incentives and developing support structure through restructuring 

(Burke, 2014; Kezar, 2014; Kezar & Eckel, 2002a).  

Strategic planning is the process used to determine the direction of an organisation 

(Bryson, 2011). During the strategic planning process, an organisation’s mission, 

vision, values and goals statements are developed or updated (Hickman, 2016; Yukl, 

2006). Moreover, the strategic planning process aligns an organisation’s mission, 

vision and goals to create a consistent and congruent blueprint for the organisation’s 

future (Bryson, 2011). In the teleological model, agreement and cooperation among 

organisational members are essential aspects for strategic planning to be successful 

(Kezar, 2001).   

Senior administrative support refers to active participation by individuals in 

positions of power who have ability to support change through budget allocation, 

hiring new employees and providing personal support (Kezar & Eckel, 2002b). 
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Within the teleology model, organisational leaders play a key role in driving the 

change process (Carnall, 2007). They have the ability to maintain focus on change 

initiatives and to provide resources. The ongoing involvement and commitment of 

leaders can have a significant impact on staffs’ attitudes toward organisational 

change (Burke, 2014; Kouzes & Posner, 2006). For example, ongoing and deliberate 

communication across the organisation can assist organisational members in 

understanding and embracing the necessity for change (Krakowsky, 2008). Even 

though change can also come from down the hierarchy, e.g. within the faculties, the 

leadership’s support is essential to realise it. Hence, leadership is considered an 

essential component for teleological model changes (Kezar, 2001, 2014;  Trowler, 

2002; Van de Ven & Poole, 1995). Large-scale change in an organisation, which 

requires fundamental changes to the mission, strategy, and culture, necessitates 

strong commitment and support from top leadership (Burke, 2014; Yukl, 2006). 

Leaders can secure human and financial resources, and focus on i nstitutional 

priorities. Insufficient buy-in and support from senior leadership will strictly limit, if 

not totally prevent, a change initiative (Eckel & Kezar, 2003b).  

A collaborative process refers to the involvement of key stakeholders in the 

organisation in designing and implementing the key activities of the change process 

(Eckel & Kezar, 2003b). In the teleological model, the change process would fail if 

there were a lack of consensus on pl ans or goals amongst the organisational 

members (Kezar, 2001). Consensus can be formed through social activities, such as 

training sessions, team building and social gatherings, which can facilitate frequent 

interactions and shared understanding, cooperative analysis and common language 

(Maloney, Shah, & Zellmer-Bruhn, 2010). Consensus can also be attained through 

the organisational members’ participation in the formulation of the organisation’s 



   

51 

 

mission, vision and goal (Hickman, 2016; Van de Ven & Sun, 2011).  

The stakeholders who are part of the organisation must not only be included in the 

change process, but those stakeholders, groups or individuals from outside the 

organisation, who have the ability to potentially affect the change process within the 

organisation, should also be included (Freeman, 2010). For instance, stakeholders 

inside and outside the organisation must be able to participate in both the 

development and implementation of the organisation’s vision (Kotter, 2009). 

According to Kezar (2014), higher education institutions are interdependent systems. 

They work in conjunction with other institutions (e.g. schools), professional 

organisations (such as those in education, engineering, and law), the community, 

government agencies (such as the National Science Foundation), unions, and 

accreditation bodies. Leaders in higher education institutions need to consider the 

perceptions, requirements and concerns of different stakeholders when planning for 

any change idea. These external stakeholders can have a r ole in facilitating or 

braking organisational change. Change agents need to consider both internal and 

external stakeholders in their planning and decision making (Kezar, 2014).  

Effective communication refers to the activity in which the change process is clearly 

described and made understandable to the organisational members (Eckel & Kezar, 

2003b). To achieve this end, an effective campus leader might use some strategies, 

such as speeches, articles in newsletters, town meetings and notes over email that 

may be sent to organisational members. Effective communication can help to gain 

employees’ acceptance of change initiatives and to develop a shared language 

(Antony, Krishan, Cullen, & Kumar, 2012; Holbeche, 2006). The change process 

usually fails if the importance of this change is not understood by most of the 

members of the organisation (Van de Ven & Sun, 2011).  Moreover, communication 
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can help leaders identify potential problems, misunderstandings or concerns that 

members might have about the change inactivate (Burke, 2014). Kiefer (2005) 

argues that communication can also contribute to reduce complexity, uncertainty, 

and ambiguity that often accompanies change 

The literature reveals that rewards or incentives have had an effective impact on 

encouraging employees to practice new or additional activities (Andrade, 2011; Beer 

& Nohria, 2000; McNamara, 2010). These incentives may be in multiple forms, 

including merit increases, public recognition and awards, conference travel money, 

overtime rewards, computer upgrades and many more (Roberts, 2008). Rewards may 

also be in the form of financial or non-financial remunerations (E. M. Jackson, 

Rossi, Rickamer Hoover, & Johnson, 2012). Incentives can provide motivation for 

organisational members to implement change (Roberts, 2008; Turner Parish, 

Cadwallader, & Busch, 2008). Rothermel and LaMarsh (2012) and Wooddell (2009) 

stress that organisational leaders need to provide their employees with the resources 

needed, such as time, information and equipment. Otherwise, employees might not 

commit to the change and become an impediment to its implementation. 

Moreover, change is achieved and facilitated through the development of a support 

structure, such as resource reallocation, the realignment of goals or the development 

of new positions or centres (John, 1991). The development of a support structure 

would enhance commitment, as it provides the resources, effort and desired focus 

(Eckel & Kezar, 2003b; McMahon & Caret, 1997). 

3.9.3 Life cycle model 

The life cycle model of change evolved from child development studies and focus on 

phases of organisational growth, maturity, and decline or re-development (Levy & 

Merry, 1986). Change, therefore, is progressive, rational and part of a p hase 
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(Morgan, 2006). Unlike the teleological model, life cycle models do not perceive 

change as occurring because people desire it or see its necessity. Rather, the 

assumption is that change is natural because individuals within the organisations 

adapt to its life cycle. It is impossible to stop or alter change (Morgan, 2006; 

Trowler, 2002). In other words, an organisation is such a living organism (Burke, 

2014). There are a number of studies indicating that organisations do not  strictly 

proceed through the phases of biological maturation, but rather follow a more 

random and variable life cycle (Burke, 2014; Senge, 2006). 

Life cycle models also assume that the organisational environment is ambiguous. 

The implication is that employees and managers need to adjust to it through 

communication, training and development or other structures that enhance growth 

(Bolman & Deal, 2003; Washington & Ventresca, 2004). The result is a new 

organisational identity (Kezar, 2001) 

Unlike the teleological model, life cycle models shift emphasis from the leader to 

activities and people throughout the organisation (Burke, 2014; Kezar, 2001). 

However, leaders must assist individuals to understand the change and train them to 

work differently. Change occurs when all the individuals of the organisation are 

provided training and opportunities for individual development  (Rajagopalan & 

Spreitzer, 1997). 

3.9.4 Political model 

The political model of change is often referred to as the dialectical model because 

they have similar assumptions (Morgan, 2006; Van de Ven & Poole, 1995). The 

political model assumes that conflict is an essential element of organisational life 

because organisational members have different values and interests (Daft, 2010; Van 

de Ven & Poole, 1995). In this model, organisational change occurs when two 
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opposing forces interact (Bolman & Deal, 2013; Morgan, 2006; Schein, 2010; Van 

de Ven et al., 2000). The forces are competing for authority, and this competition 

generates change. Change results in the modification of an organisation’s identity, 

ideology or the status quo (Van de Ven & Poole, 1995). The change process occurs 

through bargaining, influence, power, conscious-raising and social movements 

(Bolman & Deal, 2013; Van de Ven & Poole, 1995). The process is not necessarily 

rational, and leaders play a key role in implementing the change. 

Unlike the life cycle model, the political model does not perceive change as rational 

(Burnes, 2004). Political models do not  assume that everyone in the organisation 

participates in the change process (Bolman & Deal, 2013). Interest groups form and 

reform as change occurs. Participation in change is closely tied to resources; when 

resources are abundant, few individuals take an interest in change or enter into 

conflict. Similarly, when resources become rare, individuals are motivated to engage 

in dialogue and conflict (Van de Ven & Poole, 1995). Human needs and motivations, 

particularly in the resource-scarce situation, drive this model (Bergquist, 1992). 

The process of implementing political change includes agenda setting, networking 

and forming coalitions and bargaining and negotiation (Kotter, 2010). Agenda 

setting differs completely from developing an organisational mission. It involves 

listening to members involved in the change process, as well as expressing and 

responding to the collective concerns of members (Bolman & Deal, 2013). Once this 

step is completed, the next step, which is networking and forming coalitions, should 

be started to create change. Key individuals who will facilitate or hinder the change 

process should be identified by change agents to build coalitions. Coalition building 

would be considered an efficient method to implement change at all levels of higher 

education. Through coalition building, interest groups are brought together, along 
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with people having expertise, power and influence (Kezar, 2001). When all the main 

people are identified and engaged, collective bargaining and negotiation can start to 

create the outcome of the change initiative (Van de Ven & Poole, 1995). 

3.9.5 Social cognition model 

According to the social cognition model, a single viewpoint or reality is not present 

for an organisation, as each individual would have their own specific perception. 

Within this model, change does take place due to a leader’s vision (as in the 

teleological model), an environmental change (as in the evolutionary model) or 

political pressure (as in the political model). Cognitive dissonance is the main reason 

for carrying out change in the social cognition model. Cognitive dissonance occurs 

when organisational individuals do t hings that conflict with their internal values. 

Because of this conflict, individuals decide to change their behaviour (Argyris, 2009; 

Collins, 2005).  

Unlike the teleological model, which assumes that change occurs linearly, and the 

life cycle model, which assumes that change occurs in phases, change in the social 

cognition model can be seen as a multifaceted, interconnected, overlapping series of 

processes, obstacles and individuals. Change results in a new frame of mind or 

worldview (Kezar, 2001, 2014).   

Examples of the social cognition model of learning include single- and double-loop 

learning. The first-order change is single-loop learning, where individuals make 

modest improvements to the status quo in the organisation (Argyris, 2009). In 

universities and colleges, where the systems are loosely coupled, single-loop 

learning occurs on a daily basis in the departments and divisions to assist in adapting 

to the changes and institutional focus (Weick, 1995, 2010). Double-loop learning is 

different, as it requires individuals to re-examine and possibly change the 
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organisation’s vision and goals (Schein, 2010). In higher education institutions, 

where systems are quite loose, it would not be hard to implement such learning. 

Behaviour can be framed through mental models, and change initiatives may fail 

specifically if the individuals are unable to change their acting and thinking (Argyris, 

2009).  

Sensemaking is another example of the social cognition model of learning. 

Sensemaking is an important approach, as it focuses on individuals’ ability to make 

sense of events and experiences. Through sensemaking, the mind-set is changed, 

which helps change the commitments, values, priorities and behaviours (Weick, 

1995). Sensemaking is a social process by which organisational members interpret 

what is going on in their environment via interactions with their colleagues. Through 

this process, individuals can understand their context and act together (Maitlis, 2005; 

Maitlis & Christianson, 2014). Town hall meetings, campus dialogues, task forces 

and committees, public speeches, ideas provided by consultants or outside 

individuals, staff and faculty meetings and cross-departmental teams are some 

mechanisms that help achieve sensemaking (Gioia & Thomas, 1996; Morgan, 2006). 

Construction interactions, which can occur because of the above-mentioned 

strategies, might help organisational members make new meanings by changing their 

skills and roles. Leaders need to provide organisational members with opportunities 

to help them understand the importance of changes and to change their mental 

models and establish new activities and meaning (Bolman & Deal, 2013; Harris, 

1994; Levy & Merry, 1986; Morgan, 2006). 
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3.9.6 Cultural model 

Organisational culture refers to the shared set of beliefs, values and assumptions that 

guide how organisational individuals conduct their work and interact with each other 

(Schein, 2010). Within the cultural model, change takes place in response to 

alterations in the human environment (Morgan, 2006), and it involves altering the 

beliefs, values, habits, myths and rituals of the organisation (Collins, 2005; Schein, 

2010). Such change is a l ong-term, slow, dynamic, on-going, unpredictable, 

irrational and nonlinear process (Schein, 2010; Weick, 1995). This model 

emphasises the collective process of change and the key role of each individual in 

the change process. The basic components of culture include visible artefacts (e.g. 

language, structures and processes, dress, jokes, rituals, etc.), espoused values (e.g. 

philosophies, employee attitudes, shared goals, etc.) and basic underlying 

assumptions (e.g. perceptions, thoughts and feelings)  (Schein, 2010). 

Cultural change focuses on second-order change, typically at the institutional level, 

where various aspects of the organisational culture and core belief systems are 

changed (Schein, 2010). The process of changing an organisational culture is a 

difficult task to achieve, not only because culture is mostly unrecognised, but 

because typically shared values and beliefs are difficult to alter (Kotter, 2009). 

The cultural change model often focuses on the leaders’ ability to shape the values, 

beliefs, assumptions and patterns of individuals’ behaviours to create a desired work 

environment (J. Martin, 1992). The main activities to create cultural change include 

“modifying the mission and vision, creating new myths and rituals, leaders 

performing symbolic actions, using metaphors, assessing the institutional culture, 

tapping into energy, developing enthusiasm, altering motivations of people through 

spirituality, and communicating values and beliefs” (Kezar, 2001, p. 52). The 



   

58 

 

organisation history and traditions must be thoroughly understood and incorporated 

into the planning process as part of this model (Collins, 2005; Kezar, 2001). 

3.10 Combination of models of change 

Graetz and Smith (2005) point out that multiple models of change are needed and 

that change agents must determine where each model can apply. Individual change 

models are not likely to explain the unfolding organisational processes leaders may 

experience.  

Van de Ven and Sun (2011) note that every model of change creates its own tensions 

because each model favors some values and overlooks others. The tensions that are 

created reflect the choices people have made, either implicitly or explicitly, as they 

implement the change program (Seo, Putnam, & Bartunek, 2004). 

Change agents can create larger organisational problems if they remain locked into a 

one model of change (Boal & Meckler, 2010). To be effective, change agents must 

expand their repertoire of conceptual models for managing organisational change 

and know what models to use in different circumstances. Van de Ven and Sun 

(2011) suggest that possessing multiple models for change enables change agents to 

apply the models and interactions that best fit the given situation. When breakdowns 

in one model occur, appropriate models can be selected that better fit the new 

situation. 

In relation to higher education, Kezar (2001) suggests that organisational change 

processes can best be explained through political, social cognition, and cultural 

models of change.  She outlines characteristics of academia that make these three 

models of institutional transformation appropriate. The political nature of the issues 

and the unique characteristics of institutions include: interdependent organisation, 

some independence from the environment, unique culture of the academy, values-
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driven mission, multiple power and authority structures, organised anarchical 

decision- making, shared governance, goal ambiguity, and a focus on i mage and 

success (Kezar, 2001). 

As discussed in the first section of this chapter, organisational change is an important 

issue in higher education because the environment in which these institutions operate 

is itself constantly changing. Therefore, leaders cannot ignore the inevitability of 

having to manage change within their organisations. However, many change 

initiatives are difficult, complex, and subject to failure because organisations do not 

implement the change programs effectively. The literature review reveals that 

accreditation, for example, is a complex process that requires a documented strategy 

and mission, as well as a review of processes and procedures to meet the rigorous 

standards of the accreditation bodies (Fleming, Shire, Jones, Pill, & McNamee, 

2004). It is a daunting process that demands both time and resources. Change 

management models are useful because they provide a basis, an understanding and a 

roadmap for a change process. As in the case of this study, change models may 

describe the accreditation process so that it is easily understood. The next section in 

this chapter discusses the accreditation process in details.  

3.11 Accreditation process as an example for change 

The following section concentrates on accreditation which mostly considered as a 

catalyst for organisational change processes within higher education institutions 

(Kezar, 2014). 

The majority of accrediting bodies follow a similar accreditation process which 

includes self-study, followed by external review by experts, decision-making and 

instituting follow-ups (Eaton, 2012; Kis, 2005; Kristensen, 2010; M. Martin & 

Stella, 2007; Monnapula-Mapesela & Moraka, 2008). 
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The process begins with conducting a critical self-assessment by the institution or 

program itself against the accrediting body’s standards. This process provides the 

basic groundwork of the accrediting bodies towards measuring the prevailing quality 

of the academic institution or program (Alstete, 2004; M. Martin & Stella, 2007). 

DeSilets (2007) stated that the self-study process reflects the extent to which the 

current program is in compliance with prevailing accreditation standards, reflecting 

the current state of affairs with regard to the academic policies, faculty, procedures 

adopted, students and staff, processes and activities employed. The aforementioned 

aspects are highlighted utilizing position descriptions, financial information, 

evaluations and program files, interviews, organisational charts, annual reports and 

meeting minutes.  

In doing this, self-study enables determining the current situation of quality within 

the institution or program (Alstete, 2004). The assesment undertaken enables 

understanding the institutional mission and goals, and how the institution or the 

program under evaluation strives to meet the same (Alstete, 2004), and therefore 

forms the foundation of the accreditation process (Barker & Smith Jr, 1998; Dey, 

2011) .  

To ensure the success of the self-study process, it is important to be internally 

encouraged and supported rather than seen by academic and students as a response to 

external bodies (D. Jones & Schendel, 2000). The maximum possible individuals 

should be involved in this process from all areas of the institution (Alstete, 2004; 

Laun, 2005). It is very important that the senior members within the institution 

should all be committed to the processes undertaken, and should publicly support the 

initiative (Rieves, 1999 as cited in Alstete, 2006). This might significantly help to 

motivate faculty members and students to participate fully in the accreditation 
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process which in turn might increase the institutional development opportunities 

(Alstete, 2006).  

Alstete (2004) is of the perspective that the overall accreditation process should be 

taken seriously, and the same should be reflected in both the words and actions of the 

management.  T he process should be undertaken with a view to ensure the 

wholehearted support of the students, faculty, staff, administrators, trustees and 

alumni etc. Furthermore, an effective self-study process would be achievable in 

consideration of strong leadership involving the active participation of the entire 

community within the institution (Alstete, 2004).  

The initiative undertaken should be effectively organised, ensuring that tasks and 

roles are pre-defined in consideration of an effective guidance structure 

encompassing a s teering committee with task force chairs. The most effective 

personnel should be selected to train and orient the remaining members of the team 

who should also be empowered to obtain the required resources, decide upon 

timelines and coordinate the process. In the initial stages, the entire staff would need 

to be continually persuaded directly and indirectly, by those responsible for 

executing the initiative towards sustaining the momentum of the initiative 

undertaken (Alstete, 2004).  

Once the internal self-assessment exercise is successfully concluded, an external 

panel of experts from the accrediting agency could undertake a review of the 

conclusions derived based on t he standards of the accrediting agency. The exact 

composition of the external team would be dependent on t he specific accrediting 

body, but would nevertheless constitute professional and academic peers. This would 

enable the institution to be judged and evaluated by peers who would correctly 

perceive the relevance of the curriculum, the related institutional facilities, the 
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composition of the student body and the supporting administrative structure (Alstete, 

2004).  

In the course of the visit by the external team, they should interact with the 

institutional stakeholders, tour the institution and review the relevant documentation 

to ensure that the institution is in full compliance with the established standards of 

the accrediting agency (Alstete, 2004). The self-study process forms the foundation 

for facilitating the external visitors (K. E. Young & Chambers, 1980). In 

consideration of the observations made during their visit, the panel would draw their 

conclusions, identifying the strengths and weaknesses of the institution. A copy of 

the same is also provided to the institutions, requesting their reservations if any, 

before final submission with the accrediting body (Alstete, 2004).  

In conclusion, the accrediting agency would review the report before denying or 

approving the accreditation of the institution, or making the same conditional to 

certain reviews (Alstete, 2004; Eaton, 2012).  

On the successful conclusion of the entire process, a quality certificate is issued to 

the qualifying institution. Certain agencies only provide the accreditation certificate, 

while some also enclose a final report. Normally, the accreditation is time bound, 

necessitating a periodic review to remain valid. Woodhouse (as cited in  Kis, 2005) 

has highlighted how certain accrediting agencies have strict follow-up procedures 

towards ensuring that their recommendations are implemented, and to observe how 

the improvements in the processes designed are maintained at the institutional 

premises over a period of time.  

3.12 Perceptions about accreditation process 

It has been suggested in the literature that various perspectives exist with respect to 

the accreditation process (Cavaliere & Mayer, 2012; Shah, Nair, & Stanford, 2011; 
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Stensaker, Langfeldt, Harvey, Huisman, & Westerheijden, 2011). It has been found 

in various studies that even though the overall effect of accreditation was viewed 

positively by the staff members, the problems and challenges inherent in the 

execution of the process were also acknowledged by them. In the subsequent 

sections, the benefits and challenges linked to the accreditation process are 

recognised and explained. 

3.12.1 Perceived benefits linked to accreditation process 

The perceived benefits of the accreditation process include helping institutions and 

programs to improve their effectiveness by recognising strengths and weaknesses 

(Monnapula-Mapesela & Moraka, 2008; Shah et al., 2011), assisting faculty 

members to better understand quality assurance (Blythman, 2001; Shah et al., 2011), 

stimulating changes and improvements in institutions (Carr, Hamilton, & Meade, 

2005; Chung Sea Law, 2010; Huusko & Ursin, 2010; Shah et al., 2011), improving 

institutions’ managerial practices (Pham, 2014), and bringing staff and departments 

together to fulfil the quality requirements (Wolff, 1995).  

It was found in certain studies that the external quality assurance process, such as the 

accreditation process, were considered to be putting forward prospects for institutes 

to determine their effectiveness and recognise strengths, in addition to the areas 

requiring improvement (Monnapula-Mapesela & Moraka, 2008; Shah et al., 2011). 

Using the accreditation process, the overall institution can be examined so as to 

determine whether the college is on right track to achieve its mission (Oden, 2009). 

It has been asserted by Oden (2009) that the accreditation process is distinct since it 

is amongst the only, and possibly the only, opportunity that exists for extensively 

examining the entirety of what we aim to accomplish. 
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In addition, the accreditation process could assist faculty members to better 

understand quality assurance which could lead faculty members to become more 

responsible and accountable for their work (Blythman, 2001; Shah et al., 2011). A 

study carried out recently by Bejan et al. (2015) to determine the effect of the 

external quality assurance method for the point of view of teaching staff, students 

and quality managers from Germany, Romania and Finland depicted similar 

findings. The study showed that the significance of the quality work was obvious 

amongst the staff as the process improved the knowledge and discussions regarding 

quality and its role in the activities of the higher education institution (Bejan et al., 

2015).  

In addition, the quality process can, in its ideal form, improve the organisation’s 

sense of solidarity, where same feelings are shared by students, faculty members and 

administrators; that is, they work in collaboration with each other to attain particular 

interests, objectives and standards (Bejan et al., 2015).  

Internationally, the literature review shows that the external quality review process 

has raised awareness of quality issues and increased communication (Don Anderson, 

Johnson, & Milligan, 2000). According to Shah (2012) and Dill (2000) research on 

external quality process in the Sweden, United kingdom, Hong Kong and New 

Zealand shows that the effects have resulted in: facilitated cooperation and 

discussion within academic departments to improve teaching and student 

achievement; increased responsibility for improving teaching and student learning 

outcomes; and providing information on the best practices both within the institution 

and across the wider education sector. Moreover, the external quality processes 

assisted higher education institutions in the New Zealand to observe and check the 

quality of processes in different ways that had been practiced before. As a result of 
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this examination, areas of weakness have been identified and treated (Meade & 

Woodhouse, 2000). 

It was also found in certain studies that external quality assurance systems, such as 

the accreditation process, were considered to be a catalyst for bringing about changes 

and enhancements in the institutions. The accreditation process provides the 

organisations with a framework that permitted them to perform a critical 

examination of their policies and activities in order to help them determine their 

strengths and weaknesses (Carr et al., 2005; Chung Sea Law, 2010; Huusko & Ursin, 

2010; Shah et al., 2011).  

It was asserted by Shah et al. (2011) that changes within the university would occur 

at any rate, however, external audit functioned as a catalyst that increased the speed 

with which different activities were performed because of  apprehensions related to 

additional investigation and public report. 

The self-study method has been implied by Casserly (1987) as being a one planned 

change method, which functions as a deliberate and focused (purposeful) process. In 

this process, the members of the organisation evaluate the organisational objectives, 

resources, program and/or effectiveness so as to encourage change and improvement. 

According to Wolff (1995) and Casserly (1987) , self-study, along with a team visit, 

can be bring about critical, as well as transformative, changes. The accreditation 

process provides an opportunity of encouraging critical re-thinking of the mission, 

role and function of the institute. In addition, Heriot, Franklin, and Austin (2009) 

asserted that schools that are looking for initial accreditation may have to alter 

programs, curricala, facilities, administration and staffing.  

Al Mohaimeed et al. (2012) performed a study under the Saudi Arabian context to 

find out how the accreditation process was useful in a certain medical college. The 
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study showed the process is a variable activity and has produced considerable 

modifications to the educational processes and management, as well as the 

implementation of the curriculum. It is perceived by the faculty members as well as 

the students that because of the accreditation process, they became more mindful and 

aware of quality issues inherent in medical education. Due to increased awareness, 

the critical assessment with respect to the education processes within colleges 

improved. It also made them more aware of the fact that the accreditation process 

facilitated the College in developing goals and objectives of the curriculum that help 

in fulfilling student learning outcomes.  According to most of the faculty members, 

following accreditation, the quality standards of education showed evident 

enhancements. For instance, there was a substantial improvement in student learning 

outcomes, course requirements became obligatory prior to commencing any course; 

learning outcomes were part of course specifications; and faculty members were 

enticed to take part in and offer their input in developing learning outcomes.  

In addition, it is also felt by faculty members that the student learning outcome 

conformed to the requirements for professional practice and guidelines in Saudi 

Arabia, in addition to the health requirements of the community. It is also suggested 

by both faculty members and students that evaluation methods are becoming more 

suitable and are largely indicative of the teaching methodologies, the learning 

outcomes and the curriculum objectives. In addition, they suggested that field 

training is becoming structured to a greater extent with evident objectives, tasks and 

evaluation techniques. Training is more satisfactory to the students, who are more 

conscious with respect to their responsibilities (Al Mohaimeed et al., 2012). 
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It has also been asserted by Bejan et al. (2015) that the accreditation process may 

provide a distinct feature to the programmes. The programme curriculum is 

improved because of the accreditation requirements, such as: 

• Meticulously examining the requirements of different stakeholders, like 

students, industry, job markets, etc.; 

• Accurate explanation of the educational goals, in addition to the learning 

outcomes and programme implementation, such as the learning assessment 

procedures. There needs to be consistency between the objectives and 

outcomes and the international criteria obtained from chosen accreditation 

criteria; and 

• Explanation of the resources of the programme execution which need to be 

consistent with the programme goals and outcomes and the execution process 

(Bejan et al., 2015). 

Moreover, there can be a p ositive effect of the accreditation process on the 

managerial practices. Because of the process, a more systematic method to goal 

establishment and strategic planning was developed, as well as improved record 

keeping practices, enhancement in policies and processes, with a greater focus on 

internal quality assurance procedures (Pham, 2014). The outcomes conformed to 

those obtained in previous empirical studies, such as the study carried out by Shah et 

al. (2011) which showed that the audits brought about the incorporation of strategic 

planning and quality into a single framework, and enhanced review processes within 

the institution.  

Recently, a study was carried out in 30 A ustralian universities on t he success of 

external quality audits. The author, Shah (2013), asserted that the audits brought 

about an improvement in systems and processes in Australian universities.  
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In addition, through the accreditation process, the staff and departments may 

collaborate with each other to fulfil the accreditation requirements. According to 

Wolff (1995), the self-study process provides an opportunity to permit campus 

leaders to work together with others staff members all across the institution. These 

members then analyse the objectives and goals of the departments and teams, 

keeping in view the entirety of the institution.  

It has been asserted by Head and Johnson (2011) that the fundamental point of the 

philosophy of accreditation is the idea of quality improvement, which assumes that 

each member institution is involved in a continuous improvement program and has 

to depict the way it meets its desired objectives.  

The accreditation process may normally offer opportunities to institutions to evaluate 

policies, practices and processes of the college; encourage change; enhance the 

managerial activities and bring together the entire faculty.  

3.12.2 Perceived problems and challenges linked to the accreditation process 

Various problems and challenges inherent in the accreditation process were found in 

past studies. For example, the accreditation process is very costly (Bardo, 2009; 

Cooper & Terrell, 2013; Hartle, 2012); it takes a lot of time (Cavaliere & Mayer, 

2012; Oden, 2009; Trifts, 2012); there are insufficient resources (C. M. Young, 

Chambers, & Kells, 1983); the commitment and backing of the leadership is lacking 

(Abou-Zeid & Taha, 2014; Gillespie, 1998); and faculty members show reluctance 

towards implementation of the process (Suskie, 2015). 

The institutions undertaking accreditation almost always faces problems in the 

financial aspect of the process (Bardo, 2009; Cooper & Terrell, 2013; Hartle, 2012). 

It was asserted by Hartle (2012) that there has been a huge increase in the entire cost 

of accreditation.  Bardo (2009) also asserted that the costs incurred are raised by 
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institutions so as to fulfil the accreditation requirements. It was found in the study by 

Cooper and Terrell (2013) that an average amount of $160,000 was spent year each 

year by institutions on assessment activities in the year 2012-2013. It has also been 

asserted by Trifts (2012) that there are significant costs which are a lot higher than 

the additional fees required for obtaining membership and being part of the ongoing 

assessment. These are linked to the expenses of making the institute conform to the 

requirements and the expenses that would be incurred following the cultural changes 

brought about by accreditation. It has been observed by Heriot et al. (2009) that the 

expenses were also incurred due to consultations, assessments, and higher faculty 

development, in addition to the additional technology and library expenses. 

Nonetheless, one of the greater expense is the recruitment of new faculty members, 

and in certain cases, offering incentives for retirement to those faculty members who 

do not have the required qualifications.  

The accreditation process takes up a lot of time, which is another challenge and 

could be taken as a significant indirect expense of accreditation. It has been 

suggested by Trifts (2012) that it takes a lot of years for majority of the institutions 

to attain accreditation, as several time-consuming tasks are required. For most 

organisations, a stringent strategic planning process and an acceptable mission can 

be developed in a time span of approximately a year. On the other hand, it would 

take much longer to collect and review data about student learning outcomes, which 

is normally two to three years at the least. During this time, the learning goals and 

objectives of the school are developed and the metrics and rubrics required to 

determine progress of the student are established (Trifts, 2012). Oden (2009) 

asserted that the implementation of this process often required a lot of time, energy 

and labour is required to execute this process. In addition, the time period from the 
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development of the self-study programme to the decision from the accreditation 

organisation is quite long. It is because of this reason that the process becomes quite 

tiresome and is frequently considered as extremely onerous (Oden, 2009). 

It was found in a particular study that undertaking the accreditation process may turn 

out to be quite daunting and stressful activity because of the extensive requirements 

of planning, record-keeping and document preparation (Cavaliere & Mayer, 2012). 

The process cannot be carried out at the last minute. In addition, a study was carried 

out by Huusko and Ursin (2010) in four Finnish universities to determine the 

benefits and shortcomings of the self-assessment and quality assurance activities 

from the point of view of departmental heads. The study outcomes showed that the 

key disadvantages related to the self-assessment activities pertain to insufficient time 

and extensive workload. It was also believed that anyone who is taking part in self-

assessments was actually wasting his/her time and energy as this activity did not 

have any apparent advantages (Huusko & Ursin, 2010). 

Furthermore, Abou-Zeid and Taha (2014) found that the majority of the faculty 

members in two Saudi universities do not  prefer the accreditation process as they 

believed that it is an exhausting and time consuming practice. The findings of 

Ryhan’s (2013) study are attuned with this idea. Ryhan (2013) carried out a s tudy 

regarding the accreditation processes in Jazan Community College in Saudi Arabia 

so as to identify achievements and deficiencies. It was found in this study that the 

process required huge amount of work. High costs were incurred by College’s 

administrations and faculty members over one year of hard work (around 80% of 

time for main participants). The accreditation process is also considered to be 

extremely bureaucratic and needs extensive documentations. It takes up a lot of time 
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of the academics and diverts their attention from research and teaching activities 

(Ryhan, 2013).  

Moreover, there were insufficient resources which are another difficulty that has 

been found in previous studies pertaining to accreditation. The obstacles to effective 

fulfilment of the accreditation self-study program were presented by C. M. Young et 

al. (1983). These included extremely complicated information needed by the 

accrediting body, insufficient documentation existing in the institution, and 

inadequate training with respect to accreditation expectations (C. M. Young et al., 

1983). It was further asserted by Alfred, Shults, Jaquette, and Strickland (2009) that 

insufficient human resources was another obstacle to the fulfilment of the 

accreditation procedure. In Saudi Arabia, a study was carried out by Abou-Zeid and 

Taha (2014) to recognize the difficulties encountered while carrying out the 

accreditation process in two universities from the point of view of faculty members. 

The problems and difficulties essentially arise due to the lack of proper training for 

faculty members to develop the necessary documentations. It was noticed that 

majority of the faculty members learned how to prepare documents like course 

requirements during the preparation of the accreditation documents. It was also 

observed in the study that there was inadequate number of staff members, and this 

increased the workload, hampering the successful execution of the process. In 

addition, there was insufficient time available by the faculty and staff members to 

fulfill the accreditation requirements. Alfred et al. (2009) has recommended that 

colleges need to recruit, develop and train staff with the required skills and 

experience so as to meet the demands of accreditation.   

It was also found in the review that a key issue that was encountered by institutions 

while executing the accreditation process was insufficient commitment and 
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participation of the top management. For instance, the study carried out by Abou-

Zeid and Taha (2014) showed that the inadequate support of the management 

towards the faculty and staff members was considered as a ch allenge faced by 

faculty members in executing the accreditation process. It is asserted by the authors 

that because of insufficient time, extensive teaching burden and not being passionate 

about the process, strong backing was required by faculty members from program 

and college management (Abou-Zeid & Taha, 2014).  

Gillespie (1998) claimed that a lack of commitment from top management was a 

major reason behind the failure of the quality initiatives. The top management here 

does not comprehend the extent of effort needed for the initiative to succeed. It has 

been stressed by Vlachos, Michail, and Sotiropoulou (2002) that there should be 

active senior management commitment towards quality in each of the quality 

procedures, ranging from design to execution and then to maintenance. A very 

significant role should be played by the most senior management to encourage 

quality at each level of the company. These managers should serve as the ‘heroes of 

of quality’ and ‘lead from the front’ (Rahman & Tannock, 2005) . This is possible 

when they have the resources, like time, money and training, in addition to a strong 

support system.  

The researchers who are seeking to comprehend leadership styles that bring about 

effective accreditation have recognised the following critical skills of leaders: 

organisational skills, transparency, knowledge, communication, and resource 

management (Oden, 2009). It was also noted by Oden (2009) that it was critical to 

acknowledge the accreditation process as an opportunity to enhance the organisation 

by means of open and honest communication. Leaders of the future who are seeking 

enhancement in accreditation should possess powerful organisational skills, 
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institutional knowledge, knowledge of the accreditation process, and they should 

provide ample resources for the accreditation functions (A. L. Young, 2013). 

Furthermore, faculty involvement and participation are needed for the accreditation 

process. Difficulties may be faced by certain institutions in executing the 

accreditation procedure because of inadequate faculty support or buy-in, which is a 

critical aspect to consider in successful evaluation and accreditation processes 

(Suskie, 2015). Three reasons have been given by Suskie (2009) for explaining the 

presence of resistance towards evaluation; 1) the worth and significance are not 

comprehend; 2) there are insufficient resources for assessment function, and 3) 

apprehension and resistance towards change. Furthermore, it was found in the study 

of higher education teachers in Netherlands and Flanders that the hesitation towards 

accreditation by employees may be because of a g reater work burden and 

bureaucracy, adverse feelings of stress, insecurity and mistrust, low commitment, 

autonomy constraints, insufficient knowledge and experiences, and little 

acknowledgement of the system (van Kemenade and Hardjono (2009). 

3.13 Summary 

A number of gaps appear in the literature on the organisational change process. 

Firstly, the literature highlights that the implementation of change process is not well 

understood, nor reported on i n any depth, from the perspective of those actively 

involved with. Secondly, most, if not all, the current theories on change process are 

based on W estern perspectives. Thirdly, with reference to Saudi Arabia, 

accreditation has only relatively recently been implemented as the key vehicle for 

improving the quality of higher education institutions. As such, a paucity of 

literature exists on the implementation of accreditation process and its impact on 

various aspects of higher education activities.  
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The literature review chapter of this study was divided into two sections. The first 

section reviewed relevant literature related to organisational change. Many studies 

perceived change as a complex and multifaceted process. Change can originate from 

external and internal factors. Organisational change can be first-order, also called 

incremental or second-order change, also called transformational. Change also might 

be evolutionary (gradual and slow), or revolutionary change (fast and radical). The 

change could affect one or several levels. It can impact individual, group or/and 

organisation level. Moreover, change might have an impact on structure, people, 

technology and operating processes. Based on the intentionality of change, it can be 

planned or unplanned. It also might be proactive or reactive based on response time.  

This study drew on six models of change as conceived by Kezar (2001) to 

understand the change processes. The six models are evolutionary; teleological; life 

cycle; political; social cognitive; and cultural of model change. Each model of 

change has different assumptions about the nature of organisational change.  

The second section outlined the general steps of the accreditation process. Moreover, 

this section reviewed literature about the perceptions towards the accreditation 

process. It was found that the accreditation process can help institutions and 

programs to improve their effectiveness by recognising strengths and weaknesses. It 

also can assist faculty members to better understand quality assurance which could 

lead faculty members to become more responsible and accountable for their work. 

The accreditation process was also perceived as a catalyst for the institutions’ 

changes and improvements. Furthermore, the process can have a positive impact on 

institutions’ managerial practices. Moreover, through the accreditation process, the 

staff and departments may collaborate with each other to fulfil the quality 

requirements. On the other hand, the accreditation process has been perceived to 
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have various problems and challenges. For example, it is very costly and it takes a 

lot of time. A lack of appropriate resources, lack of leadership commitment and 

support, and resistance of faculty members has also been seen as factors that hinder 

the accreditation process. The following chapter introduces the research 

methodology used for this study. 



   

76 

 

CHAPTER 4: RESEARCH METHODOLOGY 

4.1 Introduction 

This chapter presents the research methodology that has been used to answer the 

research questions established in Chapter One. It begins by explaining the 

interpretive paradigm, and why it is the appropriate choice for this research. This 

chapter emphasises the rationale for choosing the multiple-case study method as the 

research strategy for this study. The methods of data collection, which includes 

questionnaires, semi-structured interviews and usage of existing documents, are also 

discussed in this chapter. The data analysis procedures, verification, limitations, and 

ethical consideration are also discussed. The pilot study, which trialed the 

methodology of the research, is included. The chapter concludes with a summary of 

the research methods.  

4.2 Research paradigm  

It is essential for a researcher to have a clear understanding of the philosophical basis 

of the reality and knowing to select and justify the most appropriate research design 

of his/her research (Crotty, 2003). Guba and Lincoln (1998) use the term paradigm 

to refer to the basic belief that a researcher uses to understand the surrounding world, 

and conduct of research. According to Guba and Licoln (1998), the paradigms most 

commonly used in educational research are positivist and interpretive. Positivist 

paradigm (also called the scientific paradigm) is originated from the natural sciences. 

The fundamental assumption behind this paradigm is that social reality is 

independent and the investigation of this reality is not influenced by the actions of 

individuals. The goal is to discover theories, based on the empirical research 

conducted through experiments and observations. Researchers that conduct their 
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studies under this paradigm are using theories to explain or predict phenomena 

happening in the reality. Therefore, researchers are using logical reasoning and facts 

to explain the phenomena that are being studied. Positivist paradigm is associated 

with quantitative methods of analysis, because this paradigm assumes that the 

phenomena under study can be measured. (Guba & Lincoln, 1998).  

On the other hand, interpretive paradigm which this study is situated assumes that 

reality is socially constructed by the individuals acting in it and the researcher cannot 

separate himself from the reality. According to this paradigm, meanings and 

knowledge are constructed through social interactions between individuals and 

between people and their environment (Denzin & Lincoln, 2003). This paradigm 

relies on the participants’ views that are values, beliefs, and experience to understand 

and interpret the phenomenon being studied (Creswell, 2003). Interpretivism focuses 

on explaining phenomena, not measuring it as it is in the positivist case. Hence, 

qualitative methods of analysis are being used, such as interviews, focus groups and 

so on, where the researcher is involved (Guba & Lincoln, 1998) 

In the context of this study, it is  assumed that faculty members have different 

experiences based on their personal meaning of how the accreditation processes in 

CoE and CoA at KSU was implemented. The proposed study is best located within 

interpretive paradigm as it s eeks to investigate the variety of the participants’ 

perspectives through natural settings and to understand and interpret the phenomena 

(accreditation process) and the meanings the participants bring to them (Denzin & 

Lincoln, 2003). 

4.3 Research design 

The purpose of this research is to understand the change processes resulting from 

accreditation as perceived by members of CoE and CoA at KSU in Saudi Arabia. 
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This purpose can be achieved by using qualitative case study as a research design 

with mixed methods of data collection in order to gain an in-depth understanding of 

the accreditation process as experienced by each of the participants in a particular 

context.  

Berg (2009) believes that case study based research involves compiling significant 

volumes of information related to specific individuals, their social settings, events, 

activities and groups to enable the researcher to clearly understand how the subject 

works. According to Creswell (2013) when an investigator seeks a in depth 

understanding of a well bounded case or cases, a qualitative case study is a g ood 

approach.  Likewise, Merriam (1998) indicated that a qualitative case study design is 

employed to gain an in-depth understanding of the situation and meaning for those 

involved. She suggested that case studies should be used when the researcher is 

interested “in process rather than outcomes, in context rather than a specific variable, 

in discovery rather than confirmation" (p. 19).  

Yin (2003, 2009) states the descriptive case study approach is most suited when the 

research investigates a contemporary phenomenon in depth and within its real-life 

context and when the researcher is unable to influence or control the course of 

events. These conditions are applicable to this study as the investigator wants to 

explore how the accreditation process (which is contemporary phenomenon) has 

been implemented within CoE and CoA (which is real-life context) and how it was 

perceived by the faculty members where the researcher cannot influence on t his 

process and perspectives of the faculty members. 

In the proposed study, each case was the implementation of the accreditation process 

at CoE and CoA at KSU in Saudi Arabia. That is, more than one case study 

(multiple-case study) was used to investigate the implementation of the phenomenon 
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under consideration. Bogdan and Biklen (2007) and Merriam (1998) argue for the 

adoption of multiple case study approach, as the main advantage of this type is that it 

allows for the different cases to be compared and contrasted. This mean that the 

evidence derived from multiple cases is more reliable and stronger (Bogdan & 

Biklen, 2007; Merriam, 1998; Yin, 2003). A multiple-case study was implemented to 

gain more accurate results from several cases.  

According to Yin (2003), deciding how many cases should be considered are related 

to the degree of certainty that the researcher desires to achieve. If excessive level of 

reliance is not required, then two or three cases would suffice (Yin, 2003). In this 

research, the researcher has considered two cases which together establish the ‘unit 

of analysis". 

4.4 Research sites and participants  

Creswell (2013) and Patton (2002) use the term “purposeful sampling” to describe 

the strategy for selecting the sites and individuals to study when doing interpretive 

inquiry. For the purpose of this research the CoE and CoA at KSU were purposefully 

selected. These two faculties appeared to be opportune sites for expanding our 

knowledge and understanding of the organisational change processes resulting from 

accreditation where the accreditation process had been implemented. According to 

Stake (2013), the sites should be selected based on their relevance to the concept 

being examined and to the research questions, as well as based on t heir ability to 

provide diversity across contexts. 

It is important to mention that at the time of data collection both colleges have been 

accredited by the international accreditation bodies: CoE accredited by NCATE 

(United States), and the CoA accredited by AALE (United States).  B oth colleges 

were also under the process of the national accreditation with the National 
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Commission for Academic Accreditation and Assessment (NCAAA) at the same 

time.  

One of the differences between the national and international accreditation processes 

is that the national accreditation processes focuses on e nsuring the quality of 

practices in all post-secondary institutions and programs regardless of their area of 

study, while the international accreditation processes focus on a particular area of 

study. The NCAAA, as the national accreditation body, has standards in eleven 

broad areas of activity relating to functions carried out in higher education 

institutions and programs, with sub-standards or sub-sections and individual items 

that relate to specific activities within each area (Al-Musallam, 2007). On the other 

side, NCATE, as an international accreditation process, has six standards aim to 

ensure that education colleges produce qualified teachers and other professional 

school personnel who can help all students learn (NCATE, 2008). In addition, 

AALE, as another international accreditation process, has fifteen standards focus on 

fostering liberal arts education (AALE, 2016). 

Another difference between the national and international accreditation processes is 

the type of accreditation. It is mandatory for all Saudi higher education institutions 

and programs to be accredited by NCAAA to ensure high levels of quality in all of 

its eleven areas (Abou-Zeid & Taha, 2014; Al Mohaimeed et al., 2012). On the other 

hand, the international accreditation process is an optional is Saudi Arabia.  

Therefore, even though the researcher always reminded the participants to focus on 

the international accreditation, as it was the initial purpose of this study, the answers 

provided might be affected by engaging in both processes (the international and 

national accreditation process) which is the nature of the qualitative research. 
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Research participants were intentionally selected from the two colleges. The 

participants in this study selected from faculty members who had been involved in 

the international accreditation activities and also engaging in the national 

accreditation processes. The selected participants include faculty members who are 

researchers and teachers, administrators such as the Deans and the Vice-Deans, 

heads of departments, heads and members of various accreditation committees and 

general administrative staff.  

A questionnaire was circulated to all faculty members who had been involved in the 

accreditation process and are still working within the colleges. For conducting the 

personal interviews, 10 representative participants were chosen, five from each 

college. That is, the Vice Dean for Development and Quality, two heads of 

accreditation committees and two accreditation committees members from each 

faculty. Participants in this study involve faculty members from all levels within the 

faculties to gain holistic understanding of the phenomenon under investigation.  

4.5 Data collection  

According to Yin (2003), the implementation of case study design should not adopt 

just a single data type, but should involve multiple methods of data collection. The 

combination of quantitative and qualitative research methods in the same study is 

referred to as using of mixed methods (Creswell, 2003; Leech & Onwuegbuzie, 

2009). Gathering both qualitative and quantitative data as part of mixed research 

methodologies is frequently deployed in the context of educational of sociological 

research initiatives concluded over the past two decades (Bryman, 2003; Creswell, 

2014; Denzin, 1989; Johnson & Onwuegbuzie, 2004). This has enabled researchers 

in benefiting from multiple qualitative methods to study phenomena in its actual 

settings (Denzin & Lincoln, 2005). Further, researchers are also able to utilize the 
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relevant quantitative methods and the correct scientific measurement parameter to 

deduce the actual meaning (Creswell, 2014). 

Mixed methods research would be best suited for understanding the complexity of 

the accreditation process. Gerring (2007) argues that “the primary purpose of a study 

conducted with a mixed method way of thinking is to better understand the 

complexity of the social phenomena being studied” (p. 20). She includes that using 

mixed methods of collecting data enhance the validity or credibility of findings; 

broader, deeper and more inclusive comprehension and the engaging of multiple 

perspectives. In addition, using a combination of quantitative and qualitative 

methods allow to capture the strengths of both approaches and to avoid the 

weaknesses of a single approach (Johnson & Onwuegbuzie, 2004). 

In this study, the data collection occurred with a range of data-gathering methods 

including questionnaire, semi-structured interviews and documentation review. 

Using these multiple data collection methods helped the researcher to obtain 

inclusive understanding of the phenomenon being investigated and to construct 

plausible interpretations and conclusions which would not have been possible using 

either method alone (Creswell & Plano Clark, 2006).     

4.6 Data collection methods 

To achieve the balance of a wide and a deep understanding of the phenomenon and 

to respond to research questions, three different methods was utilized in this study. 

The three methods were: 

1. A survey or questionnaire of faculty members’ perceptions about their 

experience with the implementation of accreditation exercise was used. The 

collection of data from a large number of participants aims to gain the wider 

view with some capacity to consider the generality of the findings. 
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2. Semi-structured interviews were conducted to gain the participants’ further 

understanding about the accreditation process and deeper beliefs, views and 

experiences of this issue. 

3. An analysis of faculties’ documents that were relevant for the case to provide 

a context for the changes that took place in the policies and the procedure 

undertaken by faculties for the process of accreditation.  

In this research, the researcher used a concurrent data collection procedure. That is, 

the researcher distributed surveys to all faculty members who have experienced the 

accreditation process at both colleges and at the same time interviewed them. Any 

interesting ideas come up from the surveys was followed up in the interview. The 

rationale for using a concurrent data collection procedure was to provide an in-depth 

understanding of the of the faculty members’ experience of the accreditation process 

(Creswell, 2014). 

4.6.1 Questionnaire 

Questionnaires are considered as a key quantitative method since a large number of 

respondents are accessed within minimal time (Robson, 2002). Participant 

questionnaires enable collecting raw and factual data in terms of observations, 

responses to specific questions and associated documentary research (Cohen, 

Manion, & Morrison, 2013; Robson, 2002). Researchers commonly consider 

questionnaires as a s ystematic method enabling a statistical investigation to the 

subject under consideration.    

In this study, a questionnaire was selected that had previously been used by the 

Schools of Engineering in the Argentine Republic Research survey which was 

designed by Anzoise (2006). Anzoise’s questionnaire consisted of eleven questions 



   

84 

 

about administrators’ perceptions of the accreditation process in Schools of 

Engineering. The questionnaire was validated by a panel of four American faculties 

with expertise in higher education accreditation, quality and administration. 

Items in this original questionnaire (see Appendix A) are deemed suitable to capture 

faculty members' perceptions of the accreditation process for this study. Areas 

explored include the importance of the accreditation process for the faculty 

members, actions to implement the accreditation process, factors supporting and 

resisting the accreditation process, problems during its implementation, and 

suggestions to improve to accreditation process in the future. Table 4.1 describes the 

purpose of each question in Anzoise’s questionnaire.  

Table 4.1  

The Purpose of Each Question in Anzoise’s Questionnaire  

Survey 
question(s) 

Purpose 

Q1 
To understand the perceived importance of the accreditation process for 
the school 

Q3 and Q4 
To gain insights into respondents’ perceptions about the implementation 
and effectiveness of planning activities to support the accreditation 
process for their school 

Q5 and Q7 
To understand respondents’ perceptions about the presence and impact of 
several factors supporting and resisting the implementation of the 
accreditation process 

Q6 
To understand the faculty members’ perceptions of the important of the 
different accreditation criteria in the accreditation standards 

Q8 To identify  if there were problems during the accreditation process 

Q9 
To identify one or more important problems that need to be addressed in 
future accreditation cycles 

Q10 
To discover what changes are needed, if any, to improve the current 
criteria in the accreditation process. 

Survey 
question(s) 

Purpose 

Q2 and Q11 

To provide the following profile of the respondents in terms of their 
position in the institution, years in this position and as a faculty in this 
school, their level of participation in the accreditation process, and the 
current status of the accreditation process. 
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It is important to choose the right wording of the questionnaire since the 

questionnaire needs to transmit the researchers’ thoughts to the respondents and vice 

versa (Oppenheim, 2000). Oppenheim also stresses the need to ensure that the 

language in the questionnaire is suitable for the participants’ educational levels, 

which require that the idioms and phrases used be correctly perceived by the 

respondents involved. Further, (Cavana, Delahaye, & Sekaran, 2001) believe that the 

words in the questionnaire should be commensurate to the educational levels of the 

respondents and their cultures. This is relevant since a given word could be 

susceptible to be differently perceived in two cultures. Thus, if the respondents are 

unable to correctly perceive the questionnaire items, it is likely that the data and 

information compiled would not be able to fulfil the objectives of the exercise 

(Cavana et al., 2001). 

The questionnaire adopted for this study was originally developed in an Argentine 

context. However, it decided to test this questionnaire in Saudi context. Details 

provided in Section 4.7. The questions of the Anzoise’s questionnaire has been be 

modified to be consistent with the Saudi context and serves the goals of the study. 

The slight adaptation of the questions helped to ensure greater reliability and validity 

of this survey because the aforementioned surveys have already been tested and 

validated (see Appendix B and C). 

4.6.2 Semi-structured interview 

Kvale (1996) defines an interview as "a conversation that has a structure and a 

purpose" (p. 6). The purpose of the interview in a qualitative study is to ask 

participants questions in order to “find out what is on their mind, what they think and 

how they feel about something” (Fraenkel & Wallen, 2006, p. 455). The interview is 

also aimed to collect in-depth data to complement the interpretation and 
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understanding of the survey results. Gay, Mills, and Airasian (2006) emphasize that 

open-ended interviews could be considered to be a little more than casual chats, and 

it therefore provides considerable flexibility and room to the interviewer towards 

correctly perceiving the overall research environment. Such processes thereby enable 

the researcher in concluding and compiling significant information from the 

respondents, ensuring that the interviewee communicates their viewpoints on t he 

subject under discussion (Marshall & Rossman, 1999). Consequently, an interview 

was an appropriate method for collecting data for this study; it provided detailed in-

depth data which is necessary to unveil faculty members’ perceptions of the 

accreditation process and recognise changes that have occurred in the faculty to meet 

the requirements of the accreditation standards. In addition, it provided detailed 

information about the challenges has faced by faculty and the benefits that faculty 

gained during and after the accreditation process. 

Of the various types of interviews that can be used, a semi-structured interview has 

been selected as the method to collect data for this research. This type of interview 

combined a pre-determined set of open questions to cover during the interview, but 

these questions have differed from one participant to another depending on t he 

organisational context and the interview conditions (Coll & Chapman, 2000; Yin, 

2003). It is a flexible interview in which the researcher leaves out some questions in 

a particular interview and add others to explore interesting thoughts that have arisen 

during interview (Yin, 2003). This type of interview has suited this study because it 

has gave the researcher and participants the flexibility to go into details when needed 

about participants’ own views and perceptions of the accreditation process and to 

identify changes linked to this process. Moreover, a semi-structured interview 
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allowed the researcher to gather detailed information about the challenges faced by 

faculty and the benefits of accreditation process in friendly environment. 

In-depth, semi-structured interviews were carried out with two Vice Deans for 

Development and Quality, six heads of accreditation committees and six 

accreditation committees’ members between January and March 2014.  

The interviewees were asked to reflect on how they perceive the process of 

accreditation, and how they viewed challenges and opportunities in implementing 

the accreditation process. Participants also talked about experiences in terms of the 

factors that can influence the implementation of this process (see Appendix D and 

E). All interviews were approximately one hour in length and were tape recorded 

with the consent of the participants in order that a verbatim account of the interview 

could be gained for data analysis. In addition, hand notes were taken to note 

particular topics to return to later in the interview.  

4.6.3  Documents 

Document analysis is another method of collecting data used in this research. In this 

study, documents such as policies and procedures manual, resolutions, audit reports, 

self-assessment reports, external audit, and official documents were examined and 

analysed. According to Yin (2003), the study of policies provided a useful 

understanding of the plans for meeting the accreditation process, and also aided in 

comprehension and analysis of data from other sources. Each document was read 

carefully and notes were made of significant points. Most the artefacts were copied 

for ongoing review and specific points and important phrases that generated 

meaningful data were highlighted and subsequently referenced (McCulloch, 2004). 

Documents gave the researcher insight into what had been planned in relation to the 

accreditation process. Reviewing these documents assisted the researcher to gain a 
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well understanding of the accreditation process that had been implemented in 

faculties. 

4.7 The pilot study 

Before implementing the original questionnaire, minor modifications were made and 

new items were added in order to comply with the Saudi context. The order of the 

questions was changed such as the demographic questions were transferred from the 

back of the survey to the front.  

"Don't know" responses were removed from all questions since all respondents in 

this study had experienced the accreditation process. Two new questions were added 

to the adapted questionnaire. These new questions includes “What is your academic 

rank?” and “Briefly describe your role in the accreditation process.” Summary of 

other modifications to the original questionnaire is presented in Table 4.2. 

Before starting the pilot study, the questionnaire was translated to Arabic language 

due to the population under study being native Arabic speakers. The survey was 

translated into Arabic language using a translation and back-translation technique 

and presented them to experts for their evaluation. That is, the researcher, who is a 

native Arabic speaker, translated the questionnaire from English to Arabic and then 

the reverse translation from Arabic to English was done by a different bilingual 

researcher. The original and translated  s urveys were compared by a panel of two 

bilingual experts, which is in accordance with the methodologies suggested by Prieto 

(1992) and Brislin (1970), in order to ensure the face validity of the translated 

questionnaire. 

For the face validity of the questionnaire and to ensure its effectiveness, two steps 

were conducted. In the first step, the questionnaire was emailed to two colleagues at 

the Al-Baha University, Saudi Arabia, and feedback was requested from them. These 
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two colleagues had much expertise on the subject of educational research 

methodologies, and their feedback was crucial. The feedback suggested that changes 

be made to the format and structure of the questionnaire, with specific instructions to 

repeat the scaling for the questions on e very page. Repeating the scales for the 

questions on e very page helped to make the questionnaire more visually coherent 

and also served as a reminder to the participants of the scales. Further there were 

suggestions to alter the wording used in some of the questions in order to convey the 

questions in a clear, concise and comprehensible manner. In this way, the feedback 

received from my colleagues was helpful in improving the questionnaire. 

A pilot study was conducted in August 2013 after obtaining ethical clearance from 

the Human Research and Ethics Committee at the University of Wollongong 

(Number: HE13/307). An introductory letter and the survey were emailed to six 

faculty members from different Saudi universities requesting them to take part in the 

pilot study. Following the email survey, three of the six faculty members were 

requested to take part in a face to face interview with the researcher. The aims of this 

pilot study were to ensure the clarity of the questionnaire points and to identify the 

average time taken to complete the questionnaire. The pilot study was a great 

experience for the researcher as it helped practise interviewing skills, and handling 

unexpected queries. 

The experiences of the pilot study were encouraging. The results revealed that there 

were no m ajor issues with the questionnaire. The participants’ feedback indicated 

that the survey was formatted well, comprehensive, visually coherent and easy to 

understand. However some small changes were suggested in wording the questions, 

which were taken into account and necessary changes made in the questionnaire. For 

example, in question five most  p articipants were unable to distinguish among 
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“present to average extent”, “present in large extent” and “present to extensive 

extent”. They suggested using “Present to some extent” instead of “present to 

average extent” and “Present in very large extent” instead of “present to extensive 

extent” (see Appendix B). It was also found that completing the survey took 20 to 25 

minutes, more than the initially estimated time.  
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Table 4.2  
Summary of Modifications were Made to the Original Questionnaire 

Question Item Original questionnaire Change(s) Reason 

1 

1 Accreditation plays an important role in 
improving our institution 

The word “institution” changed to 
“faculty” To suite the context of this study 

2 Efforts to evaluate the effectiveness of our 
institution are worthwhile  

5 Accreditation will continue to have a high 
priority in our institution 

13 Assessment plays an important role in 
improving our institution 

6 
Accreditation at our institution would be 
strengthened by more active participation of 
faculty members  

The accreditation process increases the 
participation of faculty members in the 
college's activities 

To fit with the first research question 

4 Accreditation is not a fad The phrase “ not a fad ” changed to 
“valuable exercise” 

The word “fad” is not a common 
word in the Saudi  educational 
context  

8 Accreditation restricts the academic 
freedom in our school 

The word “school” changed to “faculty” To suite the context of this study 
5 + 7 

3 The perception of the accreditation process 
as a threat to your school 

11 Governmental pressure for accreditation of 
your school 

1 7 
Resources dedicated to accreditation 
activities are investments in the long term 
health of our institution 

The phrase “in the long term health of our 
institution ” changed to “to improve the 
outcomes of our faculty in the long term” 

To be more specific with describing 
the importance of accreditation 
process 

1 14 Other impacts (please, specify) This item was removed To have specific answers related to 
this study 
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Question Item Original questionnaire Change(s) Reason 

3 + 4 
5 + 7  

6 Increased understanding of the need for 
change by faculty and administrators 

Increased understanding of the need for 
change among faculty and administrators  

18 

2 Open-ended 
question 

What is the current status of the 
accreditation process in your department? This question was removed 

Because faculties under investigation 
in this study already have been 
accredited   

5 + 7 

7 Different perceptions and goals between 
faculty and academic administrators 

The phrase “faculty and academic 
administrators” changed to “academic 
members and administrators” 

To comply with the naming system 
of faculty members in Saudi higher 
education  

12 Public perception of dissatisfaction with 
higher education in engineering 

The phrase “Public perception” and the 
word “engineering” changed to be “a 
sense” and “your faculty” respectively 

To be more understandable and suite 
the context of this study 

16 Knowledge about quality in engineering 
schools by faculty and administrators This item was eliminated It is a duplicate item with item 15 in 

the same questions 

6 All items How important are the different criteria in 
the accreditation standards? This question was eliminated This question is not concern of this 

study 

8 Multiple 
Choice 

Were there problems during the 
accreditation process? 

o Yes  
o No 
o Don’t Know 

This question changed to be an open 
question: “Please describe any barriers or 
obstacles to the implementation of the 
accreditation process in your faculty” 

To give the respondents an 
opportunity to add more details  

9 Open-ended 
question 

Please describe below one or more 
important problems that need to be 
addressed in future accreditation cycles. 
 

This question was eliminated It is a duplicate question with 
question 8 in the same question 

10 Open-ended 
question 

What changes are needed, if any, to 
improve the current criteria used in the 
accreditation process? 

This question was removed and changed 
with “Please describe any benefits your 
faculty gained as a result of the 
implementation of the accreditation 
process” 

To suite the context of this study 
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Question Item Original questionnaire Change(s) Reason 

11 Multiple 
Choice 

What is your current position? (check all 
that apply) 
o Dean 
o Vice Dean 
o Assistant Dean 
o Department Chair Faculty 

The last three items changed to be “A 
head of department”, “An academic 

member” and “A head or member in any 
accreditation units” respectively 

To comply with the naming system 
of faculty members in Saudi higher 
education 

5 + 6 
15 Knowledge of the accreditation process by 

faculty and administrators 
Knowledge of the accreditation process 
among faculty and administrators Grammatical error 

16 Increased understanding of the need for 
change by faculty and administrators 

Increased understanding of the need for 
change among faculty and administrators 
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4.8 Validity and reliability 

Various approaches were used in this study to ensure validity and reliability 

including face validity, triangulation of data among different sources, thick 

description of faculty members' own experiences and member checking. Face 

validity indicates that the items being presented in the questionnaire are clear and 

understandable to the subjects (Cohen, Manion, & Morrison, 2000). Face validity is 

usually tested by giving the questionnaire to a sample of respondents to gauge their 

reaction to the items (Cavana et al., 2001; S. E. Jackson, 2011). Sekaran (2003) 

explained that face validity is an essential sign of content validity. According to 

Straub, Gefen, and Boudreau (2005) input from experts and consultants in the study 

field contribute towards ensuring that the scaled items have a significant degree of 

face validity.  

As a result, the survey instrument was pre-tested with two academics who are 

considered as an expert in the educational research methodologies. Furthermore, a 

group of six faculty members from different Saudi universities were requested to 

take part in the pre-test. Following the pre-test survey, three of the six faculty 

members were interviewed individually by the researcher about any difficulties in 

understanding the questions and possible suggestions for improvement. Based on 

their feedback, revisions and improvements were made for better wording of some 

scale items. 

Creswell (2013) suggests further two procedures for validation, including 

triangulating among different data sources and thick description. Triangulation 

defined as the combination of methods or sources of data in a single study (Creswell 

& Miller, 2000). To ensure triangulation in this study, multiple data sources of 

information were used, including survey data, interview data, and document data. 
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Moreover, validity and reliability were addressed by providing thick description of 

the research sites and the experiences and perceptions of faculty members about the 

accreditation process. Such detail information allows a future researcher to repeat the 

study to gain the same results. Such in-depth coverage also allows the reader to 

determine if the interpretation emerging from the analysis is consistent with the 

description presented (Guba & Lincoln, 1989). Reliability was enhanced by 

employing a good-quality tape recorder for recording and by transcribing the tape 

and coding of data (Cohen et al., 2000).  

Member-checking was used as another strategy to validate the data. All interviews 

were conducted in Arabic and transcribed verbatim and then translated into English. 

The Arabic transcript was sent to each interviewee to review to ensure that it is  an 

accurate reflection of their remarks. The translated version was reviewed by a 

professional certified translator to achieve a proper translational equivalence. 

4.9 Data analysis  

As mentioned earlier, this study employs various methods using multiple data 

collection; these include the questionnaire, the semi-structured interview and 

document analysis to acquire a more complete understanding than can be achieved 

from only one method approach and make possible interpretations and conclusions.  

Although this research uses multiple methods of data collection, the qualitative data 

analysis is the main vehicle to achieve the goals of this study. The aim of the 

qualitative data analysis is to produce a valuable and suitable account of the 

phenomenon being examined (Corbin & Strauss, 2008). The process of qualitative 

data analysis involves disintegrating data into components, evaluating their main 

characteristics and structures, forming associations between and within the 

components, and developing concepts or a holistic picture of the social event being 
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examined. The qualitative data analysis is beneficial in the sense that it involves the 

capacity of participants to extensively put forward their opinions. It permits the 

investigator to be able to modify the stream of questions being put forward 

(Merriam, 1998). The drawbacks of this method include the biases that participants 

and researchers possess because of their personal experiences and the way they 

perceive the world  (Denzin & Lincoln, 2003). The participants may also be 

influenced by the presence of the investigator, by the idea that they are being 

interviewed, and by being aware that they are a part of a research. In addition, it is 

not possible for all the respondents to view a phenomenon from the same perspective 

(Creswell, 2008). 

A range of analysis strategies were applied to the data collected (see table 4.3). In 

relation to the quantitative data gathered via questionnaire, each returned survey was 

given an identification number, and the survey responses were coded numerically to 

indicate the value of each variable. Then, the quantitative data were entered into the 

Statistical Package for the Social Sciences (SPSS). The quantitative data were 

cleaned for coding errors through a standardised cleaning process. Descriptive 

analyses were undertaken of quantitative data to summarise collected data. Various 

statistical analyses carried out; including mean, percentage, frequency, t-test and 

standard deviation. 

Content analysis were undertaken to analyse data from the qualitative interviews, the 

documents collected and the open-ended questions on t he survey instrument. This 

was done by using NVivo software. NVivo is a computer program that enables 

researchers in analysing, managing and shaping the available qualitative data 

(Creswell, 2013). In comparison to manual methodologies, multiple qualitative 

researchers believe that the NVivo program can lead to optimum quality, efficiency 
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and accurate within the qualitative analysis conducted (Charmaz et al., 2000; Miles 

& Weitzman, 1994). To protect the anonymity of the participants and their positions, 

a code has been assigned to all participants.  

Table 4.3  

The relationship between the Research Questions, Data Collection Instruments, and 

Data Analysis Procedures 

Research Questions Data Collection Instruments Data Analysis 
Procedures 

1. What are the 
perceptions of faculty 
members about the 
process of faculty 
accreditation? 

• Questionnaire (all faculty 
members who had been involved 
in the accreditation process) 

• Interviews with the Vice Dean for 
Development and Quality, three 
Heads of accreditation 
committees and three 
accreditation committees’ 
members at two faculties. 

• Descriptive analysis 
by using SPSS 
(perceptions of faculty 
members) 

• Content analysis by 
using NVivo 
(Perceptions of faculty 
and administrators) 

2. How have Education 
Faculty policies and 
procedures changed as 
a result of 
accreditation? 

• Document analysis  
• Semi-structured interviews with 

the Vice Dean for Development 
and Quality, three Heads of 
accreditation committees and 
three accreditation committees’ 
members at two faculties. 

• Comparing faculty 
policies and 
procedures before and 
after accreditation. 

• Content analysis by 
using NVivo 
(Perceptions of faculty 
and administrators) 

3. What are the 
challenges and 
benefits for a faculty 
seeking accreditation? 

• Questionnaire  (all faculty 
members who had been involved 
in the accreditation process) 

• Semi-structured interviews with 
the Vice Dean for Development 
and Quality, three Heads of 
accreditation committees and 
three accreditation committees’ 
members at two faculties. 

• Content analysis by 
using NVivo 
(perceptions of faculty 
and administrators) 

4. How can the process 
of accreditation in 
Saudi universities be 
improved? 

• Questionnaire  (all faculty 
members who had been involved 
in the accreditation process) 

• Interviews with the Vice Dean for 
Development and Quality, three 
Heads of accreditation 
committees and three 
accreditation committees’ 
members at two faculties. 

• Content analysis by 
using NVivo 
(Perceptions of faculty 
and administrators) 
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4.10  Summary 

This chapter described the methodology proposed for use in this research. This 

research explained the reasons for the selection of the interpretive paradigm as 

philosophical foundation for this study. A qualitative case study was chosen as the 

research strategy to achieve the goals of this study. This research was conducted 

using multiple case studies with mixed methods using quantitative and qualitative 

data gathering methods. The quantitative method was performed with a survey of 

faculty members who had experienced the accreditation process and the qualitative 

method was undertaken trough semi-structured interviews and documents analysis. It 

also explained all the pre-testing of the instrument steps and results, and how the 

data were collected and analysed. The next two chapters present the findings of the 

research gathered. The findings chapter was divided into two chapters for easy 

reading. 
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CHAPTER 5: STUDY FINDINGS (PART ONE) 

5.1 Introduction 

This chapter presents the findings using both quantitative and qualitative data in an 

integrated form consistent with mixed methods design (Greene, 2007). The 

quantitative survey results derived from 104 faculty members who were involved in 

the accreditation processes at the Education College (CoE) and the Arts College 

(CoA) (53 participants from CoE and 51 pa rticipants from CoA) at King Saud 

University (KSU) in Saudi Arabia. The qualitative data were based on information 

provided by 10 faculty members from both colleges (five members from each) who 

responded to the semi-structured interview questions. Data was also derived from a 

review of documents relevant to the accreditation process.  

This chapter begins by examining the demographic characteristics of the participants 

in the study and proceeds to examine the data as they pertain to the study's three 

research questions in Chapter One. The following sections provide an understanding 

of the change processes resulting from the accreditation process at the above two 

colleges by identifying the perceptions of faculty members about: 1) the importance 

of the accreditation process for their colleges which will provide data to enable an 

answer the first research question “What are the perceptions of faculty members 

about the process of accreditation?” and 2) the implementation and effectiveness of 

planning activities to support the accreditation process which will answer the second 

research question “What Education and Arts faculty policies and procedures were 

changed as a resulted from the accreditation process?” The chapter concludes with a 

summary of the findings.  
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5.2 Demographic characteristics of the participants  
Responses to survey question 1 yielded the following data about respondents’ 

position, academic rank, and working years at their respective colleges. 

5.2.1 Survey response distribution  

Table 5.1 shows that a total of 104 faculty members from CoE and CoA participated 

in this study. The number of respondents was quite similar in the two colleges with 

53 participants (51%) from CoE out of about 300 faculty members (17.7 % of total 

possible sample) and 51 participants (49%) from CoA out of about 280 faculty 

members (18.2 % of total possible sample). 

Table 5.1 

 Distribution of Respondents by Colleges 

College Frequency Percent Participation Rate 
Education 53 51.0 17.7 
Arts 51 49.0 18.2  
Total 104 100.0  

The results in Table 5.1 show that the two groups have no significant differences in 

numbers of faculty members. There is difference in proportion of participation with 

CoA being slightly greater (18.2% compared to 17.7%), but this difference is 

probably not so great as to need to be taken into account. 

5.2.2 Participants by position 

For the purpose of the survey, participants were required to indicate their position 

type at their college. As participants can hold multiple positions at the same time, 

this was a multi-answer question in which respondents selected as many options as 

were applicable. For example, the Vice Dean for Development and Quality at the 

CoA is a teaching staff member and the Head of the Assessment Unit at the CoE is a 

teaching staff member as well.  
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Table 5.2 shows that an overwhelming majority 93.3% of respondents were teaching 

staff members, as expected. From a total of 97, 35 t eaching staff members (36%) 

involved in the accreditation teams were either heads or members of different quality 

units. This finding shows that slightly over one in three academic staff was involved 

in the quality process indicating that their perceptions are informed by experience of 

the process. The table also illustrates that 8 r espondents (approximately 8%) hold 

senior academic positions at their colleges (Dean, Vice Dean, or Department Chair).  

Table 5.2  

Distribution of Respondents by Position  

position Frequency Percent 
Dean 1 1.0  
Vice Dean 4 3.8  
Department Chair 3 2.9  
Teaching staff member 97 93.3  
Head of any Quality Unit 13 12.5  
Member of any Quality Unit 22 21.2  
Total 140 134.7  

5.2.3 Participants by academic rank 

Participants were also asked about their academic rank. Table 5.3 indicates that the 

38 faculty members are Associate Professor (36.5%) constitute the largest section of 

the community, and those at other levels, such as Lecturers or Instructors, represent 

the smallest group of 17 persons (16.3%). 

Table 5.3 

 Distribution of Respondents by Academic Rank 

Academic Rank Frequency Percent 
Professor 20 19.2  
Associate Professor  38 36.5  
Assistant Professor  29 27.9  
Other 17 16.3  
Total 104 100.0  
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Table 5.3 suggests that faculty members from all academic ranks at the two colleges 

participated in the accreditation process. That is, 44.2% of faculty members were at 

senior lecturer level (professor or associate professor) and 55.7 % were at junior 

level (assistant professor, lecturer or instructor).  

5.2.4 Participants by working years in college 

Table 5.4 s hows that nearly half of all survey participants (46.2%) have been 

employed by their college for 10 years and over, followed by 33% of participants 

who have been working at their present college from 2 to less than 5 years. None of 

the participants selected the less than 2 years option because the survey was 

distributed to those faculty members involved in the accreditation process, which 

was completed 2 years ago, so that these faculty members would all have been at 

their college for more than 2 years. 

Table 5.4  

Distribution of Respondents by Working Years in College 

Working Years Frequency Percent 
Less than 2 years 0 0  
From 2 years to less than 5 years 33 31.7  
From 5 years to less than 10 years 23 22.1  
From 10 years and over 48 46.2  
Total 104 100.0  

 

5.3 A general overview of the responses to the questionnaire items 

Tables 5.5, 5.6, 5.7, 5.8 and 5.9 show the responses to the all questionnaire items and 

the percentage in each part of the scale in relation with the total respondent for each 

item. These Tables help to obtain a general overview of the responses to the 

questionnaire items prior to the presentation of the statistically-based comparisons in 

the next tables between the two groups.  
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Table 5.5  

The responses to the importance of the accreditation process 

Survey Items 
n= 104 

Don't 
Know 

Strongly 
Disagree Disagree Neutral Agree Strongly 

Agree 

Accreditation plays an important 
role in improving our faculty 0.0 0.0 4.8 4.8 48.1 42.3 

Efforts to evaluate the effectiveness 
of our faculty are worthwhile 0.0 1.0 6.7 6.7 58.7 26.9 

Accreditation activities are an 
important component of my job 
responsibilities 

0.0 1.9 17.3 9.6 43.3 27.9 

Accreditation is a valuable exercise 1.9 0.0 3.8 7.7 49.0 37.5 

Accreditation will continue to have 
a high priority in our faculty 1.0 0.0 1.9 10.6 42.3 44.2 

The accreditation process increases 
the participation of faculty 
members in the college's activities 

0.0 1.9 4.8 4.8 41.3 47.1 

Resources dedicated to 
accreditation activities are an 
investment in improving the 
outcomes of our faculty in the long 
term 

1.9 2.9 1.9 11.5 47.1 34.6 

Accreditation restricts academic 
freedom in our faculty 1.0 7.7 20.2 19.2 29.8 22.1 

Accreditation budgets have a 
negative impact on other more 
important activities 

13.5 3.8 22.1 18.3 28.8 13.5 

Accreditation demands more 
attention from senior administrators 
than other activities 

1.9 12.5 42.3 26.0 15.4 1.9 

Accreditation process has increased 
the cooperation between faculty and 
senior administrators 

1.0 4.8 9.6 15.4 55.8 13.5 

Accreditation process often triggers 
interest in other quality initiatives 1.9 2.9 6.7 11.5 62.5 14.4 

Assessment plays an important role 
in improving our faculty 1.0 1.0 1.9 1.9 51.9 42.3 
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Table 5.6  

The responses to the extent of implementation of planning activities 

Survey Items 
n= 104 

Don't 
Know 

Not 
implemented 

Almost not 
implemented 

Moderately 
implemented 

Almost fully 
implemented 

Fully 
implemented 

Organisational 
planning for the 
accreditation process 

12.5 1.9 2.9 50.0 25.0 7.7 

Communication 
System for 
accreditation 
information  

6.7 1.9 3.8 30.8 42.3 14.4 

Steering Committee 
for the accreditation 
process (if applicable) 

4.8 1.9 3.8 20.2 39.4 29.8 

Dealing with various 
groups inside and 
outside the university 
about accreditation 
issues 

11.5 1.0 3.8 28.8 33.7 21.2 

Final Evaluation of 
the planning process 
for accreditation 

10.6 2.9 13.5 33.7 24.0 15.4 

 
Table 5.7  

The responses to the effectiveness of the implementation of planning activities 

Survey Items 
n= 104 

Don't 
Kno

w 
Not Effective Little 

Effective 
Moderately 
Effective Effective Very 

Effective 

Organisational 
planning for the 
accreditation process 

9.6 3.8 10.6 35.6 27.9 12.5 

Communication 
System for 
accreditation 
information  

4.8 3.8 5.8 26.9 41.3 17.3 

Steering Committee 
for the accreditation 
process (if applicable) 

4.8 2.9 5.8 29.8 28.8 27.9 

Dealing with various 
groups inside and 
outside the university 
about accreditation 
issues 

12.5 1.0 7.7 34.6 26.0 18.3 

Final Evaluation of 
the planning process 
for accreditation 

8.7 1.9 11.5 29.8 30.8 17.3 
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Table 5.8  

The responses to the presence of factors supporting the accreditation process 

Survey Items 

n= 104 

Don't 
Know 

Not 
Present at 

All 

Present 
to Small 
Extent 

Present to 
Average 
Extent 

Present 
in Large 
Extent 

Present to 
Extensive 

Extent 
General trust in university 
administration by faculty 2.9 0.0 8.7 40.4 36.5 11.5 

Preparing the self-study 2.9 14.4 30.8 47.1 4.8 0.0 
The perception of the accreditation 
process as a threat to your faculty 6.7 47.1 26.0 13.5 4.8 1.9 

Allocated budget to the 
accreditation process 22.1 2.9 18.3 29.8 16.3 10.6 

Sustained attention by academic 
administrators 0.0 1.0 6.7 28.8 42.3 21.2 

Local administrative restrictions on 
how the accreditation process must 
be implemented 

2.9 8.7 25.0 30.8 27.9 4.8 

Different perceptions and goals 
between academic members and 
administrators 

0.0 4.8 31.7 46.2 17.3 0.0 

Collaborative approaches to engage 
faculty in the accreditation process 3.8 1.0 23.1 34.6 31.7 5.8 

Faculty concerns about possible 
uses of the information collected 
during the accreditation process 

10.5 25.0 28.8 24.0 7.7 3.8 

Faculty fears they will loss control 
over the curriculum 7.7 27.9 27.9 20.2 12.5 3.8 

Governmental pressure for 
accreditation of your faculty 1.0 0.0 23.1 21.2 30.8 24.0 

Public perception of dissatisfaction 
with higher education in your 
faculty 

0.0 1.0 26.0 22.1 50.0 1.0 

Publicly stated support to the 
accreditation process on the part of 
academic administrators 

0.0 1.0 6.7 24.0 40.4 27.9 

Increased interest in quality 
initiatives in higher education 
among faculty and administrators 

5.7 1.0 14.4 42.3 26.9 9.6 

Knowledge of the accreditation 
process by faculty and 
administrators 

1.0 0.0 53.8 31.7 13.5 0.0 

Increased understanding of the need 
of change by faculty and 
administrators 

1.9 0.0 8.7 32.7 47.1 9.6 
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Table 5.9  

The responses to the presence of factors inhibiting the accreditation process 

Survey Items 

n= 104 

Don't 
Know 

No Impact 
at All 

Small 
Impact Neutral Large 

Impact 

Very 
Large 
Impact 

General trust in university 
administration by faculty 1.0 1.9 11.5 18.3 57.7 9.6 
Preparing the self-study 3.8 1.9 12.5 26.9 51.9 2.9 
The perception of the accreditation 
process as a threat to your faculty 2.9 16.3 43.3 13.5 23.1 1.0 

Allocated budget to the 
accreditation process 3.8 14.4 46.2 15.4 20.2 0.0 

Sustained attention by academic 
administrators 0.0 0.0 4.8 13.5 68.3 13.5 

Local administrative restrictions on 
how the accreditation process must 
be implemented 

0.0 0.0 34.6 16.3 37.5 11.5 

Different perceptions and goals 
between academic members and 
administrators 

1.9 8.7 42.3 22.1 19.2 5.8 

Collaborative approaches to engage 
faculty in the accreditation process 1.9 1.9 12.5 15.4 49.0 19.2 

Faculty concerns about possible 
uses of the information collected 
during the accreditation process 

2.9 7.7 65.4 15.4 7.7 1.0 

Faculty fears they will loss control 
over the curriculum 5.8 11.5 51.0 18.3 12.5 1.0 

Governmental pressure for 
accreditation of your faculty 0.0 0.0 1.0 16.3 54.8 27.7 

Public perception of dissatisfaction 
with higher education in your 
faculty 

1.9 16.3 21.2 23.1 26.9 10.6 

Publicly stated support to the 
accreditation process on the part of 
academic administrators 

3.8 3.8 5.8 31.7 50.0 4.8 

Increased interest in quality 
initiatives in higher education 
among faculty and administrators 

2.9 3.8 19.2 22.1 46.2 5.8 

Knowledge of the accreditation 
process by faculty and 
administrators 

1.0 16.3 27.9 10.6 44.2 0.0 

Increased understanding of the need 
of change by faculty and 
administrators 

1.0 3.8 13.5 18.3 45.2 18.3 

 

5.4 Importance of the accreditation process  

This section deals with the quantitative survey and qualitative results related to the 

importance of the accreditation process. The section concludes with a brief summary 

of the findings.  
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Survey question 2 a sked respondents at both CoE and CoA to answer 13 items 

relating to their perception of the importance of the accreditation process for their 

college. Three items (questions 8, 9 and 10) were formulated in a negative way such 

that the higher the score, the lower the importance of the accreditation process. The 

scores of these three items (8, 9 and 10) were reversed in the analysis of results (1 to 

5, 2 t o 4, 3 to 3, 4  to 2 and 5 t o 1) to make all statements positive. The value of 

“Don’t Know” in negative statements kept as 0, t he same as the value of “Don’t 

Know” in positive statements. The Likert scale response set used for these items was 

as follows: 0 =  don’t know; 1 =  strongly disagree; 2 =  disagree; 3 =  neutral; 4 = 

agree; and 5 = strongly agree. Table 5.10 compares the perceptions of faculty 

members from the two colleges, showing the average (mean) scores, and standard 

deviations (SDs) for the two colleges, for items 1 through 13. It contains the t-test 

value and the corresponding significance level (sig.) for the t-test.  
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Table 5.10  

Analysis of Differences in Faculty Members’ Perceptions of the Importance of the 

Accreditation Process 

Survey Items 
Education 

(n=53) 
Arts 

(n=51) t-test Sig. 
M SD M SD 

1 Accreditation plays an important 
role in improving our faculty 4.32 0.728 4.24 0.815 0.565 0.574 

2 
Efforts to evaluate the 
effectiveness of our faculty are 
worthwhile 

4.08 0.874 4.00 0.800 0.459 0.647 

3 
Accreditation activities are an 
important component of my job 
responsibilities 

3.81 0.982 3.75 1.214 0.305 0.761 

4 Accreditation is a valuable 
exercise 4.08 0.937 4.22 0.966 –0.751 0.454 

5 Accreditation will continue to 
have a high priority in our faculty 4.23 0.912 4.29 0.782 –0.406 0.686 

6 

The accreditation process 
increases the participation of 
faculty members in the college's 
activities 

4.36 0.901 4.18 0.910 1.025 0.308 

7 

Resources dedicated to 
accreditation activities are an 
investment in improving the 
outcomes of our faculty in the 
long term 

4.11 1.031 3.94 1.085 0.829 0.409 

8 Accreditation restricts academic 
freedom in our faculty 3.26 1.195 3.45 1.390 –0.736 0.464 

9 
Accreditation budgets have a 
negative impact on other more 
important activities 

2.98 1.421 2.73 1.686 0.837 0.404 

10 

Accreditation demands more 
attention from senior 
administrators than other 
activities 

2.32 1.034 2.61 1.002 –1.438 0.154 

11 
The accreditation process has 
increased the cooperation between 
faculty and senior administrators 

3.51 1.120 3.71 0.986 –0.948 0.345 

12 
The accreditation process often 
triggers interest in other quality 
initiatives 

3.74 0.902 3.73 1.133 0.052 0.959 

13 Assessment plays an important 
role in improving our faculty 4.38 0.713 4.22 0.923 1.002 0.319 

Data in Table 5.10 indicate that most faculty members at both colleges thought that 

accreditation is important, effective and a v aluable exercise to improve their 

colleges. The majority of respondents indicated that accreditation is given a high 

priority within their faculty. In addition, most members believed that accreditation 
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did not demand more attention from senior administrators when compared with other 

activities. They also indicated that accreditation does not restrict their academic 

freedom and does not have a negative impact on other important activities. 

As Table 5.10 shows, the two highest items that faculty members at CoE agreed with 

were items 13 and 6 respectively. The mean score of Item 13 (Assessment plays an 

important role in improving their college) is 4.38, a nd 4.36 for Item 6 ( The 

accreditation process increases the participation of faculty members in the college's 

activities). With respect to CoA, most faculty members have the similar level of 

agreement with these two items (13 and 6) with means of 4.22 and 4.18 respectively. 

The results suggesting that there is a clear majority of faculty agreement for the role 

of assessment in delivering improvement and the role of accreditation in increasing 

the participation of faculty members within the college.  

These results were supported by the responses from interviews with faculty members 

at both colleges. At the CoE, one the interview respondents agreed that the 

accreditation process plays a vital role in improving his college as it helped them to 

identify what they needed to improve or work on t o be competitive. Also, he 

believed that the process helped to generate a collaborative discussion among faculty 

members to discuss the accreditation criteria and find the best ways and methods to 

address deficiencies in the college, as stated: 

[t]he real benefit was that we have known our advantages and disadvantages. 
The accreditation process allowed us to sit together to evaluate our programs, 
policies, and procedures based on the accreditation standards, and discuss the 
best ways and methods to address deficiencies in the college. (D3E1) 

At the CoA, one the interview respondents agreed that the assessment process plays 

a vital role in improving his college as it helped them to identify its strengths and 

weaknesses. He believed that this process helped them to review the methods of 

student’ assessment to meet modern requirements. The new students’ assessment 
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methods in the college have become dependent on multiple tasks rather than the one-

task assessment as before: 

I think the accreditation process was a great opportunity for us to recognise 
our strengths and weaknesses and to improve those areas that we are weak in. 
The academic accreditation process helped the faculty to construct a cl ear 
policy to assess students, which was one of the weaknesses at the college. 
Student assessment now is based on pe rformance tasks, not only the 
achievement tests. For example, students are now asked to write reports and 
working papers and to perform research, in addition to tests. Thus, the 
assessment methods in the college have become diverse and do not follow the 
one-method style as before. (B2) 

Another participant confirmed that the accreditation process helped the college to 

review many of the policies and procedures within the college, including the vision, 

mission and goals of the college to ensure their suitability with the local labor market 

requirements, the Strategic Plan of the University, and international standards: 

The college's involvement in the accreditation process has brought many 
benefits. The accreditation process helped the college to review its plan and 
specify the proper strategy to achieve it through the vision and the objectives. 
Reviewing the mission and the objectives was done to be consistent with the 
labor market requirements, the Strategic Plan of the University and global 
standards. (B2) 

The Self-Study Report of CoA also indicated the college see the accreditation 

process as a useful tool for improving the quality of the learning and teaching as it 

helped the College to understanding its potentials and capabilities: 

The College has benefitted significantly by going through this exercise (the 
accreditation), which has revealed areas of strength and opportunities of 
improvements. It has enhanced the College’s understanding of its potentials 
and capabilities. This, in turn, will help the College move forward to enhance 
its quality-drive of its various programs (CoA, 2011, p. 6)  

Moreover, the interview results supported the quantitative findings that the 

accreditation process strengthened the participation of both Education faculty 

members (male and female members) in planning activities and decision-making 

processes within the college. For example, one Education faculty member indicated 

that the accreditation process increased opportunities of female faculty members to 

participate with male members in planning activities and decision-making processes 
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through their involvement in the college’s council and in the different quality 

committees and different meetings: 

Coordination between male and female faculty members is one of the benefits 
of the implementation of academic accreditation. This issue has significance 
in Saudi Arabia. Now, there are co-committees that are constituted of faculty 
members of both genders. The college’s council and quality committees have 
become include both men and women faculty members. There is also 
cooperation in the decision making process. Decisions are no longer taken by 
the male sections and circulated to the female sections. (D1E1) 

However, one faculty member at CoE highlighted that the participation of faculty 

members in quality committees was limited to foreign teachers. The participant 

attributed this lack of enthusiasm of Saudi faculty members to participate in the 

quality committees to the lack of financial incentives for those who participated in 

the accreditation process, compared to the effort and the time that this process 

required: 

There was another obstacle represented in the refusal of most Saudi faculty 
members to work in accreditation committees where most heads and members 
of quality units are non-Saudi contractors. Most Saudi faculty members 
believe that the academic accreditation process is a very tiring process and 
that financial rewards do not match the effort needed in this process. (D3E1) 

Another participant at CoA shared the same idea as following:  

One of the major challenges facing the implementation of accreditation was 
the lack of enthusiasm of Saudi faculty members to participate in quality and 
accreditation committees, and assigning the task to non-Saudi faculty 
members. This was because the former thought that participating in these 
committees was in vain, because of lack of financial rewards and extra 
workload. (D2E2) 

The two highest items for the CoA that faculty members agreed with were items 5 

and 1 respectively. The mean score of Item 5 (Accreditation has a high priority in the 

faculty) is 4.29 and for Item 1 (Accreditation plays an important role in improving 

the faculty) the mean score is 4.24. With respect to CoE, most faculty members have 

the similar level of agreement with these two items (5 and 1) with means of 4.23 and 

4.32 respectively.  T hese results suggesting again that there is a clear majority of 
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faculty who see both the high priority given to accreditation and the role 

accreditation plays in improving the faculty. One interview response spelled out how 

the accreditation process contributes to college life and performance. The participant 

believed that accreditation helped the college to control its academic process in the 

line with international standards. This in turn contributed to increase the level of 

confidence in the output of the college: 

The obtaining of the international accreditation gave the college confidence in 
its ability to control its academic processes according to global criteria. The 
college is now able to be proud of having a quality management system 
composed of accredited procedures and standards that it has obtained from a 
global institution, after revision and reviewing processes. For this reason, 
accreditation has become a key priority for academic leaders at our university 
in general, and at our college in particular. (B2) 

On the other hand, the two items that faculty members at both colleges least agreed 

with were items 10 a nd 9 r espectively. The most respondents at both colleges 

disagreed with Item 10 ( Accreditation demands more attention from senior 

administrators than other activities), with a mean of 2.32 for CoE and 2.61 for CoA. 

This item was followed by Item 9 (Accreditation budgets have a negative impact on 

other more important activities), with a mean of 2.98 f or CoE and 2.73 for CoA. 

These results again show that most faculty members at both colleges do not  see 

accreditation having a negative impact on either other activities or budget 

allocations. 

An independent-samples t-test was run on each item to compare the average (mean) 

scores of the perceptions of faculty members from both colleges. As the results in 

Table 5.10 indicate, the significance of all items was greater than 0.05. This 

highlights that there was no statistically significant difference between the perceived 

contribution of the accreditation process across Education and Arts faculty members, 

as whole.  
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In summary, the above findings from both quantitative and qualitative data 

demonstrate that most faculty members at both colleges realized that accreditation is 

important, effective and a valuable exercise to improve their colleges. It was given a 

high priority within their colleges. A large majority of participants considered that 

accreditation increased the participation of faculty members in the college’s 

activities. Additionally, the majority believed that accreditation does not restrict their 

academic freedom and does not have a negative impact on t he budget of other 

important activities. However, some participants from both colleges considered that 

accreditation increased their workload. The results also showed that the most of the 

participants in the quality committees were foreign teachers. The results of the 

interviews revealed that the decision to pursue accreditation was made by the college 

administration. This decision was supported by most of the faculty members.  

5.5 Extent of implementation of planning activities  

This section presents the quantitative survey and qualitative results on the extent of 

implementation of planning activities to support the accreditation process. The 

section concludes with a brief summary of the findings.  

Survey questions 3 a sked respondents to rate several statements in terms of the 

implementation of planning activities to support the accreditation process for their 

colleges. The respondents were asked to rate five items using a Likert scale from 0 to 

5, where 5 i ndicated the highest degree of implementation (fully implemented); 4 

indicated almost fully implemented; 3 indicated moderately implemented; 2 

indicated almost not implemented; 1 indicated not implemented; and 0 indicated 

‘don’t know’ (Table 5.11). 
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Table 5.11  

Analysis of Differences in Faculty Members’ Perceptions of the Extent of the 

Implementation of Planning Activities 

Survey Items 
Education 

(n=53) 
Arts 

(n=51) t-test Sig. 
M SD M SD 

 
1 

Organisational planning for the 
accreditation process 

3.21 1.306 2.71 1.346 1.929 0.057 

 
2 

Communication System for 
accreditation information 
(Email/Document/Website/ 
Formal Meetings / Informal 
Meetings) 

3.75 1.090 3.10 1.315 2.776 0.007 

 
3 

Steering Committee for the 
accreditation process (if 
applicable) 

3.96 1.109 3.57 1.360 1.620 0.108 

 
4 

Dealing with various groups 
inside and outside the university 
about accreditation issues 

3.53 1.280 3.18 1.658 1.214 0.228 

5 Final Evaluation of the planning 
process for accreditation 

3.23 1.339 2.84 1.528 1.362 0.176 

Table 5.11 indicates that most faculty members perceived that most planning 

activities need to support were implemented either moderately or almost fully 

implemented at both colleges.  

Table 5.11 shows that most faculty members at both colleges perceived Item 3 

(Steering Committee for the accreditation process) to be the highest implemented of 

the planning activities, with a mean of 3.96 for CoE and 3.75 for CoA suggesting 

that both colleges almost fully implemented the Steering Committees to support the 

accreditation process for their colleges.  

The qualitative data confirmed that the Steering Committees have planned and 

implemented supportive accreditation process activities at CoA. The accreditation 

journey at the College started with establishing a steering committee to oversee the 

self-study process. One faculty member explained the structure of the Steering 

Committee and its responsibilities. The Steering Committee was chaired by the Vice 
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Dean for Development and Quality and including the membership of ten faculty 

members from both genders and from different academic departments. It was 

responsible to provide support, advice, planning.  

In order to ensure the success of the accreditation process, the Steering 
Committee has been formed on the college level. It is chaired by the Vice 
Dean for Development and Quality and the membership of ten faculty 
members from both genders (Seven male and three female faculty members). 
This committee is responsible for setting the general goals of the academic 
accreditation process, identifying priorities, distributing sub-committees for 
accreditation, defining the duties of these Committees and following up the 
process of accreditation in the academic departments. (B2) 

It can be argued that both colleges established the steering committees as a means to 

facilitate the accreditation process. The steering committee was chaired by the Vice-

Dean for Development and Quality which may indicates he played the role of 

“change-master or change agent” for the change through engaging in the change 

process and providing support, advice, planning. The Vice-Dean for Development 

and Quality also facilitated the change process by involving individuals throughout 

the organisation in the process of change through the use of different sub-committees 

and an emphasising on collaboration.  

Referring again to Table 5.11, Item 2 (Communication system for accreditation 

information) was the second highest perception of the extent of the implemented 

planning activities at CoE, with a mean of 3.75, suggesting that communication 

system was almost fully implemented. With respect to the CoA, communication 

system for accreditation information was perceived as moderately implemented with 

a mean of 3.10. Table 5.11 reveals that there is significant difference between faculty 

members at both colleges in their perceptions of the presence of Item 2 

(Communication system for accreditation information), where the significance level 

was 0.007.   
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Two types of communication systems have been adopted at CoE, as shared in the 

interviews, to facilitate the exchange of information among faculty members. 

Various meetings, as the first type of communication systems, were held at different 

levels to discuss several issues related to the accreditation process. At the 

administration level, the Dean of CoE held several meetings with the Vice Dean for 

Development and Quality and Heads of Quality Units. One participant stated the 

following: 

During the accreditation process, the College was a h ive of activity. Several 
workshops and meetings have been held. These meetings took place at all 
levels The Dean of the College held a lot of meetings with the Vice Dean for 
Development and Quality and Heads of Quality Units. The Vice Dean for 
Development and Quality held several meetings with the Heads of Quality 
Units in academic departments. And, the heads of departments held a lot of 
meetings with heads and members of the Quality Units in their departments to 
discuss the progress in the process of accreditation. (D1E1) 

Another participant indicated that the Vice Dean for Development and Quality held 

many regular meetings with heads and members of quality units to listen to them in 

friendly atmosphere: 

The Vice Dean for Development and Quality held many periodic meetings at 
least once per month with the Head of Quality Unit in the faculty and with the 
Heads of Quality Units in academic departments to listen to them and discuss 
the difficulties that they face. These discussions were held in friendly 
atmosphere in which the faculty members express freely their opinions. The 
Vice Dean was listening to all ideas. A lot of ideas and decisions have been 
generated in those meetings, which I think have had a significant impact in 
facilitating the accreditation process. (FE1) 

The second level of meetings included discussions between the heads of academic 

departments and the Quality Unit members from each department addressing the 

problems they have encountered in the quality process. Following is one faculty 

member's thoughts about these meetings: “The head[s] of department[s] met 

frequently with members of the quality team to discuss and follow-up on the 
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implementation of the accreditation process. I think that these periodic meetings 

enabled us to overcome a lot of obstacles” (D2E1). 

The third meeting level comprised friendly discussions between faculty members 

(informal meetings) concerning issues related to quality and the accreditation 

process. One faculty member shared the following: 

During the application of the accreditation process, quality has been the 
preoccupation of most faculty members at the College. Many topics related to 
quality assurance, quality control and quality indicators are presented and 
discussed during the coffee break between faculty members. These 
discussions enabled faculty members to express their ideas and comments 
towards the accreditation process and quality in the College. Some issues, 
which can't be raised in the formal meetings, have been discussed in such 
meetings. I personally have benefited from those discussions in correcting 
some of the misconceptions that I had about accreditation. (D1E1) 

The second type of communication system adopted at CoE was establishing joint 

committees between male and female faculty members in all academic departments 

of Education to facilitate the exchange of information and shared decision-making. 

To respect the teachings of Islam, which impose the separation of men and women in 

work settings, these co-committees are held via video conferencing that allows 

women to observe male staff on screen without being observed in return. One faculty 

member shared the following concerning these meetings: 

Another issue that contributed to the difficulty of the academic accreditation 
process was that the educational system in the College is divided between two 
sections, male and female. In the beginning, the communication between the 
two sections was difficult, but after constituting co-committees, the process 
became easy to some extent. Decisions that are made in the academic 
departments have become common between both men and women faculty 
members, regardless of the physical dimension. (B1) 

It can be contended that the CoE worked to create communication opportunities 

between the college administration and faculty members and among faculty 

members themselves by conducting meetings at different levels that might help to 

the successful completion of the accreditation process. Communication with the 
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faculty members may lead to a better understanding of the requirements and level of 

effort necessary to complete the process. 

Referring again to the Table 5.11, it will be seen that the second highest perception 

of the extent of the implementation of the planning activities at CoA was Item 4 

(Dealing with various groups inside and outside the university about accreditation 

issues), with a mean of 3.18, suggesting a moderate level of implementation. With 

respect to the CoE, this planning activity was perceived as almost fully implemented 

to support the accreditation process with a mean of 3.53.  

The findings from the interviews with faculty members at CoA supported the 

questionnaire results. One faculty member stressed that the College formed a 

committee “an exploratory committee” headed by the Vice Dean for Development 

and Quality, to visit other accredited colleges, both inside and outside Saudi Arabia, 

and get benefit from their experiences with the American Academy for Liberal 

Education (AALE): 

A Team has been formed under the chairmanship of the Vice Dean for 
Development and Quality to visit the College of Arts at King Abdul-Aziz 
University and some colleges in the United States to take advantage of their 
previous experience with the American Academy for Liberal Education. 
(FE2) 

Moreover, the College established an advisory council including representatives 

from the public and private sectors to review the curriculum and programs offered at 

the college and to ensure their coherence and alignment with the mission of both the 

college and KSU. This council suggests any improvements to in academic programs. 

The College’s Advisory Council, which was established in 2009, p lays an 
important role in helping the College maintains curricula and programs that 
are relevant and current. It provides support, ensuring the coherence and 
alignment of the Colleges' curricula and programs with KSU’s mission, and 
suggests any improvements to or developments in academic programs. The 
Advisory Council is made up of  employers and employees, including labor 
representatives with direct experience of industry. The Advisory council 
meets at least twice per year, and more often as needed (CoA, 2011, p. 113)  
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Academic departments also formed advisory boards including number of faculty 

members and dignitaries from the government and representatives of the students 

and the private sector. These boards review programs offered by academic 

departments and suggests ideas for improvement.  

All academic departments formed advisory boards to review its programs and 
suggests ideas for improvement. Arabic language department for example has 
now an advisory board constituted of VIPs, labor markets representatives, 
and students. Among the members of this board is Norah Alfaiz; deputy 
minister of education, Dr. Mohammad Al Rashid, the former minister of 
education, Meshari Al Saud, head of the National Center for Assessment, Al 
Ahmadi form the Chamber of Commerce, and Ahmed Al Dhebaib a former 
university rector. The aim of this board is to review the programs offered by 
this section, and attempt to present new ideas and visions to develop them. 
For example, a person from the employment sector may suggest adding or 
deleting a program or some components of it. (D1E2) 

In addition, the College also engaged the services of external reviewers from various 

international institutions to help in defining Student Learning Outcomes (SLOs) 

regarding what a student is expected to learn as a result of participating in academic 

activities. The Self-Study Report of the CoA referred to this cooperation, as read 

“Most programs invite external reviewers from various international institutions to 

assist in defining SLOs (Student learning outcomes) regarding what students are 

expected to know and be able to do by the time they graduate in order to facilitate 

the development of their learning objectives” (2011, p. 132). 

In the same context of cooperation with a third party to support the accreditation 

process, one faculty member also mentioned that the college has collaborated with a 

number of external reviewers to review the CoA Self-Study Report and to visit the 

college to ensure that it has addressed the quality standards of AALE before the 

accreditation team's visit.  

Before sending the final draft of our self-study to AALE, it was sent to 
external evaluators. Also, two evaluators from Kuwait University (which had 
dealt with the AALE and obtained the accreditation from) were called. These 
evaluators were Dr. Turki AL Mughaidh and Dr. Yusra Al Madani. These 
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reviewers read the self-study, visited academic departments and met faculty 
members and students. They assured the faculty that the work is proper. 
(D1E2) 

Moreover, CoA has cooperated with the Deanship of Skills Development at KSU to 

train faculty members in knowledge and tools that help them work with students to 

become reflective life-long learners. It was supported by the Self-Study Report of 

CoA, which reads: 

In its strategic plan, the college emphasizes the need to train all faculty 
members in the latest teaching methods, which guarantees the required 
learning to take place. Accordingly, the College has cooperated with the 
Deanship of Skill Development in order to start a number of training 
programs, such as “Planning Effective University Teaching” “Technology 
Skills in Teaching,” “Skills in Cooperative Learning,” “Thinking Skills,” 
Measurement, Testing, and Evaluation Skills” (CoA, 2011, p. 51)  

One participant pointed out that the Deanship of Skills Development also provided 

many training programs and workshops that focused on quality and accreditation “A 

lot of colleagues attend training programs and workshops offered by the Deanship of 

Skills Development. Training programs and workshops focused on issues related to 

quality and accreditation such as courses descriptions; academic programs 

descriptions; course reports and performance indicators and reference comparisons” 

(D2E2). 

With respect to CoE, the available data indicate that the College cooperated with 

various groups inside and outside the university to develop its conceptual framework. 

For example, the first draft of conceptual framework was reviewed by the College’s 

Consultation Board, which representatives from the Ministry of Education, the 

private sector, faculty members, and its students. This cooperation came to ensure 

that the conceptual framework of the college is able to achieve the requirements of 

the labor market. This partly explained in the following excerpt from the institutional 

report of CoE: 
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The first draft of conceptual framework was shared with the Unit’s 
departments and units, and the Unit’s Consultation Board which includes 
representatives from the Ministry of Education, the private sector, the Unit 
alumni, faculty members, and Unit students. This sharing took place between 
April and May of 2009. The Committee received many comments and 
suggestions for modifications. (CoE, 2011, p. 20)  
 

The Institutional Report also mentioned that all faculty members including both male 

and female faculty members worked together to develop the conceptual framework 

“All of the Unit’s staff members cooperated in the development of the Unit's 

Conceptual Framework.  In order to achieve its ambitions of quality and academic 

accreditation, the Unit formed several committees related to the work of conceptual 

framework…. These committees worked on di fferent aspect (e.g., vision, mission, 

values, and goals) and shared their work within the Unit’s departments and units and 

with related institutions” (CoE, 2011, p. 20). 

Moreover, CoE cooperated with various groups inside and outside the university to 

evaluate and refine the new assessment system of the college. In this regard, the 

College benefited greatly from the insights gleaned from its students, teachers, 

administrators (internal groups) and with cooperating teachers from the field (at 

schools), employers (external groups). 

The unit assessment system is evaluated and refined on an ongoing basis 
through  internal  and external assessments. Internal assessments include 
candidate, faculty, and  administrator feedback.  External assessments include 
cooperating teachers survey data  indicating their satisfaction with the clinical 
practice, Graduate survey, and employer survey data  indicating employer 
satisfaction with the candidates prepared by the unit (CoE, 2011, p. 54) 

In some cases the quantitative data is not consistent with the qualitative data. For 

example, in the survey, faculty members at both colleges perceived Item 1 

(Organisational planning for the accreditation process) as the lowest planning activity 

implemented to support the accreditation process as shown in Table 5.11. This 

planning activity has a mean of 3.21 for CoE and 2.71 for CoA, suggesting a level of 
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implementation bordering on “moderately implemented”. However, the qualitative 

data indicated that both colleges developed and implemented several initiatives in the 

planning and organisation of the accreditation process and that some of these 

initiatives brought about radical changes in the two colleges. These changes are as 

follows: 

• development of the CoE conceptual framework  and the CoA Strategic Plan 

2021; 

• improvement of CoE and CoA assessment process; 

• improvement of CoE and CoA academic programs; and  

• modifications of CoE and CoA policies and practices including the adoption 

of a new organisational structure, the documentation of all policies and 

procedures within the college, and the attracting number of distinguished non-

Saudi faculty members. 

5.5.1 Development of the CoE conceptual framework and the CoA strategic 

plan  

Both colleges have developed comprehensive plans to implement change under 

different names and with different emphasise to meet the requirements of their 

accreditation agency. The CoE has developed a change plan, called the “Conceptual 

Framework” as required by NCATE while the CoA has developed a change plan, 

called the “Strategic Plan 2021” as required by AALE. These two plans are similar; 

contain similar components and have similar aim. However, they are not identical.  

5.5.1.1 CoE conceptual framework  

At the CoE, the data show that the development of the conceptual framework is one 

of the main results of the CoE’s accreditation process (see the executive summary of 

the CoE’s conceptual framework, Appendix F). The conceptual framework 



   

123 

 

articulates the new college’s vision, mission, goals, and philosophy and outlines the 

proficiencies expected of students and graduates. The college's vision statement is 

“to achieve educational distinction and leadership and become a pioneer in 

contributing to the establishment of a knowledge society” (CoE, 2011, p.  16). The 

new mission of the college is “to prepare professional educators who contribute to 

building a knowledge society and who are able to compete globally” (CoE, 2011, p. 

16). Both the vision and mission statements emphasise the college’s ambition to 

compete at the local and global level and to commit to the development of a high-

functioning learning community.  

The college’s goals as described in the conceptual framework can be summarised as 

follows: preparing professional educators with a high-quality education, conducting 

distinctive educational research, and ongoing professional development for staff, 

students, and in-service teachers (CoE, 2011). Generally speaking, these goals are 

oriented towards excellence in teaching, research, and service.  

The CoE’s philosophy stems from the Islamic values that oblige every Muslim, male 

and female, to pursue education as a form of worship and that emphasise the 

adoption of leaner-centred learning environments; as indicated in the Institutional 

Report of the CoE: 

The Unit philosophy is centred on the fact that learning is a form of worship 
that draws one closer to Allah. Moreover, this conviction is centred on a 
well-established Islamic principle that emphasises that seeking education is 
an obligation of every Muslim, which implies that all individuals are able to 
learn and are obliged to continue learning. In the framework of active 
authentic learning, the learner’s role is activated, and each party seeks to 
improve his/her experiences and his/her practices positively (CoE, 2011, p. 
17) 

In light of the above, the CoE identified a set of core proficiencies, outlined in its 

conceptual framework that each student is expected to demonstrate upon graduation. 

The graduates of the college are professional educationists who follow Islamic work 
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ethics, possessing skillsets and in-depth comprehension of subject knowledge, 

contributing to ensure appropriate experiences can be shared with students, having 

excellent verbal and written communication skills and able to use different mediums 

to interact with co-workers, students, parents, management and society, 

understanding group and individual behaviour and use the same for creating a 

positive learning or work environment, encouraging fundamental motivation, 

interactions with society, personal growth – all leading to students engaging in 

learning actively. Further they require excellent research abilities, and must be able 

to comprehend the research content, having knowledge of recent studies, aiding the 

growth of all students and contributing relevant experiences to guide the students in 

their educational, social, emotional, physical and mental growth, planning the use of 

various teaching methodologies of their specialisation and help students develop 

critical analytical and problem solving skillsets, strategising formal and informal 

assessment methodologies for evaluation of the development and accomplishments 

of the students by analysis of data for various purposes. The graduates should also be 

enthusiastic about openings for self and professional development, be flexible to 

change in professional objectives, be able to utilize technology in professional 

practice and understand individual variations in students in terms of mental, 

physical, emotional traits and be able to appreciate cultural and socio-economic 

diversities (CoE, 2011).  

These proficiencies were incorporated into the course syllabi of all college programs. 

They were integrated into the planning, delivering, and assessing of instruction. They 

provided a basis for evaluating the competence of the candidates and the quality of 

the educator preparation program as a whole (CoE, 2011). 
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It can be argued that the accreditation process helped the college develop its 

foundational values as outlined in the College’s conceptual framework, which is 

perceived by faculty members as the backbone of the college. One faculty member 

argued that the conceptual framework provided a blueprint for ensuring coherence 

among curriculum, instruction, field experience, clinical practice, and student 

assessment. He believed that the coherence has become evident throughout the 

courses and programs, both initial and advanced. The teacher proficiencies outlined 

in the College’s conceptual framework reflected in the course goals, objectives, 

content, and assessment. In other words, the conceptual framework is the ideas and 

principles that form tapestry integrate to build a teacher preparation program from 

seeing the college and to achieve. 

Among the changes that have occurred in the college as a result of the process 
of academic accreditation was developing the conceptual framework of the 
College. This framework can be considered as a theory or set of educational 
assumptions that underlie the College. It is the backbone of the college, where 
all the processes and procedures at the college are built on the basis of this 
framework. Currently, it is required of current students and graduates to 
reflect the teacher characteristics outlined in the College’s conceptual 
framework. (D3E1) 

It is important to note that the development of the conceptual framework is an 

essential condition of NCATE accreditation in addition to meeting six standards. 

According to the NCATE standards, “Each unit seeking accreditation for the first 

time is required to submit its conceptual framework as a precondition for 

establishing eligibility for NCATE accreditation” (NCATE, 2008, p. 14). The 

conceptual framework should outline the philosophical and 

pedagogical underpinnings of the program as a precondition for establishing 

eligibility for NCATE accreditation. It provides direction for programs, courses, 

teaching, candidate performance, scholarship, service, and unit accountability.  
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5.4.1.2 CoA strategic plan and the qualification framework for student and 

graduates 

In the case of the CoA, the qualitative data indicates that the college developed the 

strategic plan 2021 and the CoA’s qualification framework for student and graduates.  

As mentioned in the Self-Study Report of the CoA (2011), the college set up a high 

level committee to design and align the strategic plan of the CoA with the KSU’s 

strategic plan 2030. The strategic plan outlines the college’s new vision, mission, 

values and the key strategic goals. It also includes a set of the action plans that can 

provide a realistically avenue to achieve its strategic goals. 

The new vision of CoA is “to be recognised for its excellence in all aspects of 

teaching and research in Humanities and Social Science, in addition to its 

engagement in the development of a knowledge society” (CoA, 2011, p.  17). The 

college’s mission statement is “to provide high-quality learning experiences and to 

conduct outstanding research in humanities and social sciences while upholding 

Islamic and Arabic values and tradition” (CoA, 2011, p. 17) . Both the vision and 

mission statements emphasise the college’s keenness on achieving distinction and 

excellence in the field of humanities and social sciences.  

According to the Self-Study Report of the CoA, the college’s core values include a 

belief in: analytical and critical thinking; effective communication; cultural and 

social literacy; scientific, informational and technological literacy; creativity and 

eagerness to learn; understanding and meeting the needs of students; and committing 

to the cornerstone principles of academic and human freedom (2011, p. 18). The 

qualities that are outlined here are considered to be crucial in education systems 

throughout the world.    

In order to realise the vision, values and mission of the CoA, and to develop students 

with the above characteristics, the CoA has identified six key strategic goals and 
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each strategic goal was supported by a set of action plans/ initiatives that aimed at 

the attainment these goals. The key strategic goals are as follows: 

• Enhancing the strategic direction of the CoA and its sub-divisions; 

• Enhancing the educational experience and advancement of the quality and 

scope of learning and teaching, through the academic programs of the CoA 

which are student-focused, consistent with the mission and resources of the 

college; 

• Having simple, robust and sustainable the internal quality system of the 

college to meet national and global standards; 

• Increasing and elevating distinguished social science and humanities 

research scholarship; 

• Increasing the efficiency of the learning resources, facilities, management, 

infrastructure facilities for the various sub-divisions, units, student support 

services programs of the college; and 

• Engaging and empowering of the human resources utilising their skillsets 

and commitment (CoA, 2011).  

Overall, the six strategic goals aimed to shift towards adopting a “liberal” approach 

in the CoA and its programs where students are provided with broad knowledge and 

transferable skills, and a stronger sense of values, ethics, and civic engagement. The 

new CoA’s strategic plan was designed to enable programs to focus clearly and 

coherently on providing students with the highest quality liberal education. The new 

Strategic Plan supported the shift towards liberal education as an integral part of the 

teaching and learning processes. 

The strategic plan introduces a comprehensive and coherent framework that aims to 

align the college’s curriculum, activities, and operations with the University’s and 



   

128 

 

college’s mission and educational aims. This was supported by a faculty member, 

who stated: 

I think that the quality process helped the College to correct its position to be 
compatible with the vision and mission of the university and college. All 
operations within the college have become supportive of the University’s and 
college’s mission and goals. This, I believe, will contribute significantly to 
achievement of the University's vision to be a world class university. (B2) 

In addition to the above, the college moved forward in the development of its 

qualification and outcomes framework for students and graduates based on t he 

CoA’s mission as established in the CoA strategic plan (CoA, 2011). The 

qualification framework specifies the characteristics and capability and the desired 

outcomes of the students and graduates (see CoA students’ qualifications and 

outcomes framework, appendix G). These characteristics aim to empower the CoA’s 

students and graduates with broad knowledge and transferable skills, and a stronger 

sense of values, ethics, and civic engagement. These characteristics and 

competencies include communication capability and capacity, analytical and critical 

thinking, problem framing and solving, knowledge, integration and application of 

knowledge, self-development, citizenship, and lifelong learning (CoA, 2011, pp. 24–

26).  

In summary, the accreditation process has a positive role in stimulating both the CoE 

and CoA to develop comprehensive plans to guide the design and delivery of 

programs, courses, as well as the activities of teaching, learning and assessment. 

Both colleges have developed comprehensive plans under different names and with 

different emphasis, conceptual framework for the CoE and strategic plan 2021 f or 

the CoA. The difference in the naming of the comprehensive plan may due to the 

different terminology used by the accreditation bodies. The difference in the 

emphasis may due to the difference in the ultimate goal of the two colleges. 
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Moreover, through the accreditation process both colleges have developed a set of 

proficiencies and characteristics that students are expected to have mastered at the 

completion of their programs. The proficiencies of the CoE’s students aim to prepare 

effective educators, including teachers and other school professionals, who are have 

sufficient skills and knowledge to work in schools; while the characteristics of the 

CoA’s students aim to provide individual students with “liberal education" which 

empowers students with broad knowledge and transferable skills, and a stronger 

sense of values, ethics, and civic engagement. These proficiencies and characteristics 

have become consistent with the mission and goals of each college and with the 

standards of its accreditation agencies. They were incorporated into the course syllabi 

of all college programs and provided a basis for evaluating the competence of the 

students and the quality of the program as a whole.  

5.5.2 Improvement of CoE and CoA assessment process 

Improving the assessment process was another change initiative that came as a result 

of the accreditation process at both colleges. Both colleges have used multiple 

assessments methods to measure the effectiveness of students’ achievements and 

college’s performance. However, at the CoE, these multiple assessments made at 

specified transition points, while at the CoA, decisions about students’ achievements 

and college’s performance made without making reference to particular transition 

points.  

5.5.2.1 CoE assessment system 

In response to NCATE’s Standard 2, the CoE designed a system for assessing student 

qualifications, student and graduate performance, and college operations. NCATE 

requires universities and colleges to utilize a system for valid and continuous 
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candidate assessment to judge candidate performance and improve program quality 

(NCATE, 2008). 

In the new assessment system, data on candidate proficiencies as outlined in the 

conceptual framework are collected and analysed at four transition points in the 

program for both initial programs and advanced programs by using multiple 

assessments at each transition point (see Transition Point Assessments Initial 

Programs and Advanced Programs, Appendix H). The four transition points for 

initial education programs (pre-service teachers) are admission to a co llege's 

bachelor degree program, mid-point field experiences, completion of the  program, 

and after graduation. Among the types of assessments are performance-based 

assessments, written exams, aptitude exams, oral interviews, and cumulative grade 

point average (bachelor degree GPA). The four transition points for initial education 

programs (in-service teachers) are admission to a college's Master's degree program, 

midpoint of the program, completion of the  program, and  graduation. Among the 

types of assessment are cumulative grade point average, written exam, program-

based assessments, and thesis defence (CoE, 2011, p. 51).  

Furthermore, documents reviewed revealed data on candidate and college 

performance collected through  internal  and external assessments. Internal 

assessments include candidate, faculty, and  administrator feedback.  External 

assessments include cooperating teachers survey data  indicating their satisfaction 

with the clinical practice, Graduate survey, and employer survey data  indicating 

employer satisfaction with the candidates prepared by the unit (CoE, 2011, p. 54) . 

All data are compiled, analysed and evaluated to monitor candidate  performance at 

each transition point and the results are used to provide information for  managing 

and improving program effectiveness, correcting weaknesses, and 
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identifying  strength. Results are also used to make policy recommendations and 

modifications to improve curriculums, resources, enrolment and faculty development 

(CoE, 2011, p. 55). 

In addition, it has been made compulsory for faculty members to complete course 

reports as another form of assessment. At the end of each semester, faculty members 

must submit a course report for each course they taught to the Quality Unit in their 

academic department based on a standard format. In this report, faculty member 

should provide the key information such as instructor’s names; name and code of 

course; number of students who were successful and unsuccessful; teaching and 

learning strategies and textbooks; course objectives; reflecting on s trengths and 

weaknesses; suggestions for improving the course. The course report process is an 

excellent opportunity for faculty members to evaluate themselves, which in turn may 

help them improve their teaching practices, assessment methods, or course content 

(CoE, 2011, p. 113). The course reports also are a tool used by the college to monitor 

and improve performance.   

One participant clearly indicated that course reports arose as a r esponse to the 

accreditation requirements where teachers were not asked to prepare this report 

before the accreditation process: 

In the past, course specifications and course reports were not present. Now, 
course specifications process has become systematic. Teachers also have to 
submit the “course report” for each course he/she teaches. This report 
presents all the course activities such as students' achievement levels, the 
need for development of the course (if any), the proportion of students' 
absence, failure, and deportation . . . e tc. Based on t hese data, the faculty 
member sets a group of remedial procedures to be executed in the upcoming 
years. (D1E1) 

Another participant shared a similar perspective: 

Accreditation helped the college to put more focus on developing academic 
courses, knowing the elements for each course, strengths, and weaknesses of 
these courses from time to time by reviewing the course reports prepared by 
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the teachers which were not previously required of the teachers before the 
accreditation. (B1) 

Course reports became integral in the implementation of all courses within the 

college. Now, courses and teachers' performance are evaluated and reported 

regularly with information providing the extent to which learning outcomes outlined 

in the conceptual framework were being achieved.  

 Through the development of the new assessment system, the accreditation process 

helped the CoE to evaluate  and improve the college’s operations and its programs 

and to ensure that candidates demonstrate the expected knowledge, skills, and 

dispositions. One faculty member clearly pointed out that the college’s new 

assessment system is a product of the accreditation process: 

The assessment system is a fruit of the academic accreditation process, where 
there was no assessment system within the college in the past. This system 
addresses the transition stages experienced by a student within the college 
starting from a student's admission to the college up to graduation from the 
college. (D3E1) 

5.5.2.2 CoA assessment plan 

In the case of the CoA, the college developed an assessment plan that involves 

various direct and indirect assessments to collect and analyse data about student 

progress on l earning outcomes and measure the effectiveness of programs. This 

assessment plan could meet the accreditation standards of the AALE which requires 

colleges to utilize appropriate means of assessment, both qualitative and quantitative 

assessment methods, to measure the student’s ability to reason and communicate 

effectively through attainment of foundational abilities including fluency in reading, 

writing, oral communication and mastery of basic principles of logic, including 

deductive and inductive reasoning. 

To this end, all academic programs at CoA utilize multiple direct and indirect 

assessment methods to measure students learning achievements. Direct assessment 
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methods require students to demonstrate knowledge and skills, and provide data that 

directly measure the achievement of expected outcomes. These methods include 

senior-level projects, papers, presentations, or research evaluated by faculty or 

external review teams. Additionally, course-embedded assessments such as projects, 

assignments, or examination questions that directly link to program-level expected 

learning outcomes and are scored using established criteria. Indirect assessment 

methods, such as surveys and interviews, ask students to reflect on their learning in 

and outside the classroom. The indirect assessment methods also include Graduating 

Student Survey, Alumni Survey, and Employer Survey. Diversity in the use of 

assessment methods could help to obtain a clearer understanding of what students 

have learned, and to avoid weaknesses in any single assessment instrument (CoA, 

2011, p. 133). The process of course improvement can be made based on the analysis 

of the results of these assessment methods. 

Furthermore, at the beginning of each semester, all faculty members have to prepare 

and submit a course syllabus comprising information about course learning 

objectives, prerequisites, description, content, assignments, textbook, readings, 

evaluation procedures, teaching methods, grading standard, faculty’s office hours. 

Moreover, all faculty members have to prepare and submit course reports at the end 

of each semester for all courses they have taught to make sure that course learning 

objectives, content, assignments address desired learning outcomes. The report 

includes course details, showing the latest updating of its different entries. It should 

be accompanied with documents such as course outline, the grades of students, and 

samples of examination papers (CoA, 2011, p. 133). 

Participants expressed the view that the course report came as a result of the 

accreditation process since it was not exist before this process. They demonstrated 
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that this change increased their attention to learning outcomes and course 

assessment:   

We now have to submit the course report at the end of each semester to make 
sure that students met the learning outcomes of the course. This was not 
required from us before the accreditation process. Colleagues have become 
more attentive to meet the learning outcomes since the college will judge the 
success of our effort to meet the learning outcomes.  (D2E2)  

In summary, it is clear that both accreditation processes (the NCATE and AALE 

accreditation processes) have prompted both colleges (the CoE and CoA College) to 

develop processes of collecting, analysing, and using data about students’ 

achievement and the effectiveness of programs. Both colleges developed and 

implemented multiple assessment instruments to collect and data on students’ 

achievements and effectiveness of programs. However, at the CoE, the data are 

collected and analysed at four transition points in the program; whereas at the CoA, 

the data are collected and analysed without make specific reference to a transitional 

point. This difference between the colleges in the application of assessment methods 

may be due to differences in the accreditation standards requirements between the 

accreditation bodies. NCATE requires colleges to have multiple decision points with 

multiple assessments to make judgments about students’ progress and outcomes and 

to improve programs’ quality. While AALE requires colleges to develop and 

implement assessment plans, a both qualitative and quantitative evaluation of student 

achievement, to determine success in meeting their liberal arts mission and 

educational aims without referencing to specific transitional points.   

5.5.3 Changes in CoE and CoA academic programs 

Both colleges have adopted a number of initiatives in order to improve the quality of 

their programs and courses.  
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5.5.3.1 CoE academic changes 

At the CoE, the qualitative data from interviews and document analysis indicate that 

the college implemented three initiatives to improve the quality of its academic 

programs and courses. These initiatives are as follows: alignment of programs and 

courses with the college’s conceptual framework; design and implementation of the 

early field-experiences; and development of course descriptions for all 

undergraduate and postgraduate courses. 

The CoE was careful to ensure that initial and advanced programs and courses for 

the preparation of teachers are all aligned with its conceptual framework. To this 

end, the college designed the learning outcomes of the programs and coursers to 

reflect the expected professional practices of college candidates. These learning 

outcomes were derived from the core proficiencies expected of the teaching 

candidates described in the conceptual framework of the college. These proficiencies 

were incorporated into the course syllabi of all the college's programs and courses. 

These alignments have been referenced in the Institutional Report of the CoE as 

following:  

College of Education (COE) conceptual framework defines 10 candidates’ 
proficiencies that met standard 1 of NCATE, INTASC’s standards and KSU 
standards. The main menu of learning outcomes was driven from these 
candidates’ proficiencies into the three learning domains: knowledge, 
professional skills and professional dispositions. All programs and courses 
were designed to meet these learning outcomes and the benchmarking 
standards of related professional associations (CoE, 2011, p. 21). 

Furthermore, assessments in courses and at critical points throughout the candidates' 

program of study were also designed to target these outcomes and provide ongoing 

evaluation of candidates' performance and of the effectiveness of the instructional 

programs and the unit “They (educational programs) developed assignments to 
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measure candidates’ achievement of the Conceptual Framework proficiencies” (CoE, 

2011, p. 109). 

Participants believed that the accreditation process was an opportunity for the 

college to verify the effectiveness of its academic programs and courses. The self-

study process revealed a need to align the academic programs and courses with the 

vision, mission and objectives of the college and the university: 

The programs review process provided a better picture of the overall 
performance of the programs. For example, reviewing all academic programs 
and courses revealed that there is a g reat disparity between the vision, 
mission and objectives of some programs and courses compared with the 
vision, mission and objectives of the college and the university, which reflect 
the lack of consistency. (FE1) 

Faculty members confirmed that the accreditation process helped the college to 

achieve its goals by ensuring consistency between of its programs and courses with 

its mission “The accreditation process allowed the college to focus on i ts mission 

statement and make it become a r eality by reviewing its academic programs and 

courses” (B1). 

Moreover, in response to NCATE’s Standard 3, the CoE designed early field 

experiences in both initial and advanced programs. NCATE’s Standard 3 r equires 

colleges to design and implement field experiences and clinical practice. Designing 

field experiences included identifying the entry and exit criteria for field experiences 

for both initial and advanced programs. Through coursework, which includes 

accompanying field experiences in some courses, initial candidates must demonstrate 

in-depth knowledge of content through inquiry, critical analysis, and synthesis prior 

to admission to clinical practice (see Field Experiences and Clinical Practice 

Required for Initial Programs and Advanced Programs, Appendix I).  

Now, candidates in the initial programs are required to engage in a range of activities 

that begin in the third semester. These activities include classroom observation, 
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doing micro teaching in interviewing teachers, and working with special needs 

children in a supervised setting. For examples, in the psychology program students 

are required to develop assessment reports or conduct case studies for students from 

schools and specialty centres or patients in hospitals or inmates in penitentiaries. In 

the other academic programs students are required to develop a lesson plan of a 

lesson to be taught in class e.g. Islamic Studies and Physical education and 

Movement Sciences (CoE, 2011, p. 74). 

Similar to the initial programs, candidates in the advanced programs are required to 

complete a r ange of performance tasks during the field experiences which have 

become an essential part of completing some courses “Each advanced program has 

one or two courses that involve performance task covering education standards” 

(2011, p. 21) . The performance tasks vary from one program to another. For 

example, candidates in the Psychology Program have to complete a case study and 

clinical report, whereas students in the Education Technology Program have to 

create a plan for the development of  a learning resources centre. They also have to 

develop a technology-based teaching portfolio.  

Moreover, the college has developed clinical practice experiences by identifying 

entrance and exit criteria for each program (see Field Experiences and Clinical 

Practice Required for Initial Programs and Advanced Programs, Appendix I). During 

clinical practice, candidates should demonstrate their knowledge of content through 

their ability to translate that knowledge into understandable forms for effective 

student learning. Besides, clinical practice experiences have become evaluated 

periodically by the use of surveys prepared by the college to measure the satisfaction 

of candidate, cooperating teacher, school principal and college supervisor.  
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As part of overall efforts to develop field experiences and clinical practice, the 

college collaborated with its educational partners in the educational field. The 

college set up a joint committee with the Ministry of Education includes a number of 

faculty members in the College and representatives from the Ministry of Education. 

The College presented several workshops for cooperating teachers to develop their 

skills as cooperating teachers and mentors. These efforts resulted in improved 

candidate performance and college-partnership collaboration. 

Designing early field experiences and clinical practice have been mentioned in the 

Institutional Report of the CoE as one of the fundamental changes that took place at 

the college as a r esult of the accreditation process  “The unit has made significant 

changes to its clinical practice based on its self-study linked to this NCATE 

standard” (CoE, 2011, p . 67). One of the participants pointed out the role of the 

accreditation process in improving academic programs within the college. He 

stressed that the field experiences are no longer included in the last level as they 

were in the former plan at the college:  

Field experiences are no longer included in the last level, as they were in the 
past. In the college’s new plan, a student should visit various schools and 
write reports on e ach field visit, during their third year in college. In the 
Department of Special Education, for example, the student should visit 
several schools and meet the types of students with whom he or she will deal 
in the future, such as those with intellectual disabilities or behavioural 
disorders. (D3E1) 

Another faculty member expressed a strong belief that designing the early field-

experience program was one of the main changes resulting from the accreditation 

process. He felt that the program was extremely helpful for students because it 

improves their self-confidence:    

I worked in the committee of the third NCATE criterion that concerned the 
filed experiences. Frankly, this criterion was the one that changed faculty 
education philosophy. Previously, we had depended only on the field training 
that the students received in the final semester. When we started applying the 
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NCATE standards, we designed some field courses among the study plans. 
For example, in the course [Working with the Families] in special education 
we enlisted two visits to schools so as to enable students to meet the students' 
guardians and write a report about the visit. The required field training visits 
were diverse. They might be for observation, teaching a lesson, or meeting 
students; and their guardians. Adding field training to the courses contributes 
in removing fear and dread when students started their field training in the 
final semester. (D2E1) 

Another faculty member articulated the same belief regarding the value of the 

introduction of field training in the early stages of the new study plans:  

The College has developed the practical education program by expanding the 
concept of “practical education” to become “field experiences”. The field 
experiences start from the third semester until the student graduation from the 
college that was not present in the old study plans. This helped our students 
to make the decision to work as teachers or in other fields in an early stage. In 
the previous time, some students discovered in the late stage, during the field 
training in the last semester, that they can’t deal with students and thus they 
can’t work as teachers. (D1E1) 

One faculty member provided some examples of such performance tasks in the 

advanced programs. The participant emphasised that these tasks helped students 

transition from theory to practice:  

Performance tasks are for the master's students, each academic program has 
at least two performance tasks. These tasks are set to guarantee that students 
mastered the objectives of that program. For example, in the Education 
Administration Program, the main objective is to prepare the school principal 
to be as a leader. One of the characteristics of leaders is the ability to prepare 
a strategic plan. So, one of the performance tasks in that specialisation is to 
set a plan to develop a school after visiting and reviewing such a school. In 
the Department of Curricula, the aim is to prepare qualified teachers, so the 
performance task assigned to students was how to prepare a student's 
portfolio. These tasks have transferred students from theory to practice, 
where a student can apply what he/she studied in that course to that school. 
(D3E1) 

The college’s third initiative for improving the quality of its academic programs was 

the preparation of course descriptions for all courses offered in the college. Course 

descriptions included information about course content, learning outcomes (i.e., what 

students are expected to know, understand, and be able to do), teaching strategies, 

assessment methods, and sources of information.  
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The course description provides an opportunity for teachers and students to work 

together to achieve the specific knowledge and skills. This was confirmed by one 

faculty member who perceived the course description as a roadmap for both teachers 

and students. He also stressed on that course descriptions are a result of 

accreditation: 

Course specifications are one of the fruits of the academic accreditation 
process. The course specification is a roadmap with which a teacher becomes 
aware of the knowledge that students should acquire. The students also 
become aware of what they are expected to learn in each subject. I believe 
that the course specification is a co ntract between the teacher and students, 
where they must meet the conditions set forth in the course description. 
(D3E1)  

The same faculty member drew attention to the benefit of course descriptions, 

arguing that the process provided a good opportunity to align the course’s content 

and its pedagogical aspects with the college’s conceptual framework, the core 

proficiencies students are expected to demonstrate upon graduation, and NCATE 

requirements:  

The process of preparing a course description was an opportunity for 
academics to rethink some important issues such as course content, 
outcomes, and assessments and methods of teaching. It was also an 
opportunity for the college to align the content, goals and objectives for each 
course with the College’s conceptual framework and NCATE requirements. 
In short, I can say that curriculum structure and content have become 
meticulously planned. (D3E1) 

Another participant added that to the course description helped to unify efforts 

among faculty members who teach the same course: 

The course description contributed to unifying performance between faculty 
members who teach the same course or group. For example, if we have a 
group taught by three faculty members, they can agree on one course 
specification, elements, and evaluation method. This is one of the things that 
is emphasised by the academic accreditation. (D1E1) 

5.5.3.2 CoA academic changes 

In the case of the CoA, interviews and document analysis demonstrated that the 

college has sought to improve its academic programs to meet the needs of the labour 
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market and the accreditation requirements. The programs improvements were 

perceived as: aligning the learning outcomes of the courses with the college’s 

students and graduates qualification framework; and preparing the course 

descriptions. Field-experiences and clinical practice does not apply in all academic 

departments.   

The documents revealed that the CoA Students Qualification and Outcomes 

Framework helped the college to determine the desired learning outcomes for its 

students and graduates in all courses.  

The success of a curriculum is normally determined in terms of the outcomes 
of its students and graduates that meet stakeholders’ expectations and needs. 
As the critical area is in the determination of the learning outcomes, KSU – 
COA has defined a s et of the characteristics of its students and graduates 
based on t he KSU – COA’s mission as established in the KSU – COA 
Strategic Plan (2010 – 2020). (2011, p. 38) 

These learning outcomes were reflected in the course syllabi. Many of faculty 

members believed that the learning outcomes for courses has been focusing more on 

providing students with the critical skills needed for effective reasoning. Basic 

fundamental skills e.g. such as fluency in reading, writing and oral communication 

and mastery of the basic principles of logical, mathematical and scientific reasoning, 

has become an integral part of the courses which in turn could meet the requirements 

of the labour market in Saudi Arabia and the requirements of the accreditation 

standards. One faculty members for example stated, “Learning outcomes that focus 

on providing students with the basic skills of thinking has become more targeted 

after the accreditation process” D3E2 

The self-study report presented an example of targeting of the effective reasoning, 

which is required by the AALE, in the learning outcomes. In the Arabic writing 

courses the learning outcomes aimed at:  
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1. Broaden students’ knowledge, enhance their composition skills, increase 

their vocabulary, and help them to employ the suitable phrases semantically 

well. 

2. Train students to speak, to develop their thinking skills, to master reasoning, 

and to improve their skills of communication, opinion exchange, while 

sticking to formal Arabic. 

3. Improve the students’ linguistic performance so that students can compose a 

statement that is good in terms of grammar and style. 

4. Teach students the fundamentals of writing and editing in Arabic (CoA, 

2011, p. 39). 

Faculty members in the course files have to provide evidence that their students have 

achieved those learning outcomes “Moreover, they (academic programs) have to 

provide evidence that those outcomes are achieved” (CoA, 2011, p. 132). 

With respect to field expertise, some courses require students to go out into the field 

to do certain tasks. For example, students in the Department of Social Studies have 

to visit a prison management or drug management and write reports about a case.  

A number of students may be assigned to visit social centres to write reports 
about a c ase, or have an interview with a m agazine editor-in-chief or a 
footballer, or visit a prison management, drug management, museums, public 
or private libraries, magazines, newspapers, radio or television stations, and 
weather forecast centres, every student according to the program they are in, 
so they can interact with those authorities and improve their communication 
skills and their self-learning and guided learning will take place (CoA, 2011, 
p. 48) 

Review of the documents revealed that not all the CoA’s students were engaging in 

field training (clinical practice). While some academic departments require students 

to engage in field training in the last semester, some departments do not require it. 

For example, in the Department of Geography, the course (498 GEOGR), which is a 

mandatory requirement for graduation, requires of the student, after completing the 

seventh level, the work for two days weekly in one of the institutions (governmental 

or non-governmental organisations) that cooperates with the university for 
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cooperative training. Study plans in another department, such as, the Department of 

History and the Department of Arabic Language and Literature, do n ot include 

practical training (clinical practice). The reason of not applying the system of field 

experiences and clinical training within the college for all academic departments is 

might be due that the accreditation agency does not require such a system.  

Moreover, the preparation of descriptions of the programs and courses offered by the 

college was another initiative to improve the quality of education at the CoA. In this 

context, each academic department within the college has formed a s pecial 

committee to provide description for its programs and courses. This was supported 

by the Self-Study Report of the CoA “The concerned program forms a special 

committee to provide courses description” (2011, p. 116) . A program description 

provides students with detailed information about what the program is about and 

what skills a student will gain; requirements for admission and graduation; and 

information about opportunities for graduates (CoA, 2011). A course description 

provides information about number of credit hours; course content, learning 

objectives, prerequisites, teaching methods, evaluation procedures, and textbooks 

(CoA, 2011). One of the participants perceived that the course descriptions provide 

students with enough information about a course and helps faculty members to 

address the desired learning objectives. He argued that the course descriptions were 

one of the benefits of the accreditation process: 

Before accreditation, there was no description of programs or courses. A 
student was enrolled in any course without knowing what he/she will learn 
and how he/she will be evaluated. Now, each program and course has a 
description. This description helps students to understand what is expected of 
them to be learned and mastered. Course Description also helps teachers to 
focus on addressing the learning objectives for each course. As a result, 
teaching methods and evaluation methods used by the teacher may have 
become focused on addressing the learning objectives. (D2E2) 
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It can be argued that there is a clear relationship between the accreditation process 

and the changes that should lead to improve academic programs at both colleges. 

The accreditation process helped both colleges to align its programs and courses with 

their change plans (the conceptual framework of the CoE and the Strategic Plan of 

the CoA) as well as with the institutions, local and international standards. 

Moreover, the accreditation process helped the CoE to design and develop early field 

experiences and clinical practice with identifying the entry and exit criteria in the 

transition plans for both initial and advanced programs. At the CoA, field-

experiences and clinical practice does not apply in all academic departments. Also, 

the accreditation process helped both colleges to develop course descriptions for all 

courses offered in the college. The course descriptions represented a roadmap for 

both teachers and students to achieve the specific knowledge and skills. 

5.5.4 Modifications of CoE and CoA policies and practices   

Both interviews and document analysis demonstrate that the accreditation processes 

had a positive role in changing certain practices and policies at both colleges. This 

role can be seen in terms of various organisational practices and policies, such as the 

adoption of a new organisational structure, the documentation of all policies and 

procedures within the college, and the attraction of distinguished non-Saudi faculty 

members. 

5.5.4.1 CoE modifications 

The CoE adopted a new organisational structure that includes five administrators – 

one dean and four vice deans (see the organisational structure of the CoE, Appendix 

J). In the new organisational structure, the post of the Vice Dean of Development 

and Quality has been created to assist in achieving the requirements of accreditation. 
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The Vice Dean of Development and Quality oversees a number of units, including 

the Development Unit, Quality Unit, Graduates Unit, and Assessment Unit. He is in 

charge of overseeing the college’s annual report preparation, the constant 

coordination with the college’s vice deans and heads of departments regarding the 

achievement of the college’s goals, and pursuing the achievement of the 

requirements of academic accreditation by the colleges programs (KSU, 2.015). One 

faculty member for example considered that this appointment was one of the major 

changes associated with accreditation process. He pointed out that the new 

organisational structure identified roles and responsibilities of each position within 

the college: 

Of the most prominent effects that took place is the modification of the 
organisational structure of the faculty. New units and committees had been 
introduced. These units and committees were directly connected to the 
College’s Vice-Dean for Development and Quality. These units were 
assigned to follow-up the implementation of accreditation requirements. 
What distinguishes the new organisational structure is that it identified tasks 
and responsibilities within the college.  (B1) 

The structure of the CoE has only three layers, which can be classified as a flat 

structure making the process of decision making more efficient and effective. In this 

structure, the Dean holds the highest position in the hierarchy of the college. The 

college has also Director of Research Centre, Director of Educational Leadership 

Training Centre, and Director of the Journal of Educational Sciences and Islamic 

linked to the Dean. The four vice deans and nine heads of departments make up the 

next level of administrative authority in a lateral position. Each vice dean oversees a 

number of committees and units that represent the third administrative layer.  

Moreover, participants maintained that the accreditation process has assisted the 

college in effectively managing its data. The CoE was required to provide the 

accreditation agency with information about its faculty members, students, policies, 



   

146 

 

budgets, and so on for assessing the effectiveness of the college towards achieving 

its mission and goals. Some participants believed that the college was lacking in 

such information. One participant stated that 

Lack of information, data, and statistics within the university and college, and 
the difficulty in obtaining them in spite of their importance to the process of 
accreditation is one of the obstacles. This drawback is due to poor 
documentation, along with the lack of a database in colleges. (FE1) 

Another participant shared the same idea: “In the past, there was no documentation 

of most of the activities that were carried out in the College” (D1E1).  

In response to demands for providing accurate information and adequate, the college 

has allocated a private room, known as the Exhibit Room, for the collection, 

organising, and display of documents and other evidence that demonstrate its 

compliance with accreditation standards. This room is one of the requirements of the 

accreditation commission. One member provided detailed information about the 

goals of the Exhibit Room: 

Every accreditation-granting institution has a set of different criteria. In order 
to assure achieving such criteria, there must be evidences. For this reason, the 
Assessment Unit has created the Exhibit Room to supply quantitative 
evidences about each criterion. Some of these evidences concern the number 
of the faculty members, their research achievements and teaching loads, the 
students’ achievements and required knowledge, the assessment methods 
used in the college or the students' opinions comparable with the average 
college of education graduates. (D1E1) 

In addition, the college attracted a number of non-Saudi faculty members in response 

to NCATE’s Standard 4, which focuses on diversity.  According to the Institutional 

Report of the CoE, “The unit demonstrates its commitment to diversity through 

attracting distinct and well-qualified staff from various cultures, and different 

countries” (p. 90). The participants in this study believed that the recruitment within 

the college is no longer limited to Saudi faculty members. The college seeks to 
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attract distinctive faculty competencies regardless of nationality. One participant 

clearly pointed out that: 

Among the questions that were posed by the fourth criterion of NCATE was 
does the faculty recruit multinational faculty members who have varied 
experiences? To respond to this demand, the college hired a number of 
faculty members from different nationalities. Now we have members from 
Sudan, Egypt, Tunisia, Jordan and Pakistan. (D1E1) 

The accreditation process has resulted in many internal changes, including a new 

organisational structure designed to improve program quality. This was clearly 

demonstrated by the creation of the post of Vice Dean of Development and Quality. 

The accreditation process has helped to document all policies and procedures within 

the college by creating the Exhibit Room. It has also helped the college to attract 

faculty with distinctive competencies from different countries. 

5.5.4.2 CoA modifications  

In the case of the CoA, the college redesigned its organisational structure to include 

the Vice Dean of Development and Quality (see the organisational structure of CoA, 

Appendix K). The Vice Dean of Development and Quality is in charge of overseeing 

the development processes and quality, the achievement of accreditation criteria, and 

quality control of the administrative work within the college, and work to develop 

and improve the College’s overall performance (CoA, 2011). One faculty member 

stressed that this position was created as a result of the accreditation process and 

outlined the vice dean’s responsibilities: 

The position of the Vice Dean for Development and Quality has been created 
in the new organisational structure. He is responsible for overseeing 
development and quality processes, the achievement of accreditation criteria, 
and quality control of the administrative work within the College. He is also 
responsible for professional development for faculty members. (B2) 

The new organisational structure of the college consists of only three layers which 

can be considered as a flat structure. In this structure, the Dean occupies the top of 
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the organisational pyramid. The four vice deans with seven heads of academic 

departments make up the second layer of the organisational structure. The heads of 

the various units and deputy heads of academic departments occupy the third layer in 

the organisational structure.  

In addition, the accreditation process has helped the college to document all its 

policies and procedures. One faculty member believed that the documentation, which 

can be seen as a product of the accreditation process, has helped the college to 

provide guidance and direction for its academic programs and administrative 

procedures. This was evidenced by comments such as: 

The accreditation process has helped the College become much more 
organised. The accreditation process required us to document all of the 
details of our processes and procedures and our employees really benefit 
from having these resources for reference. Now, we can provide accurate data 
more than ever. (B2) 

Another faculty member shared the same idea: 

One of the conditions to obtain academic accreditation is to document 
everything. This was a big gap in the college and the university. 
Accreditation made a local solution within the departments and the colleges 
for data storage solution. Therefore, we can consider documentation as an 
advantage of academic accreditation. (FE2) 

Another faculty member pointed out that some of the administrative procedures were 

not clear and documented enough before the accreditation process. For example, the 

college did not establish written procedures concerning actions to be taken in 

response to student complaints. The process of dealing with student’s complaints has 

become clear for both students and faculty members. Now, this process was written 

and published for all. The faculty member believed the accreditation process 

provides the college with the ability to deal effectively with students’ complaints and 

problems.  

Academic accreditation in the first place attempts to assure the explicitness of 
administrative procedures for all. Therefore, each faculty member and student 
knows what to do whenever there is a need. In the past, we had a shortage in 
the procedures normally followed to solve students' problems. You can 
imagine that there was no such procedure before the accreditation process. 
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Now, there is a unit to solve students' problems available in each college and 
on the university level with a clear procedure for students' problem solving. 
These procedures were not found in the past. This is one example of the 
benefits of accreditation in controlling quality in the college and university. 
(B2) 

Furthermore, the college recruited number of distinctive non-Saudi faculty members 

to take benefit from their academic experiences. Faculty members pointed out that 

the employment policy of foreign faculty members has existed in the recruitment 

policies within the university. However, this policy was not significantly applied 

within the colleges before the academic accreditation process. Accreditation process 

encouraged colleges to recruit number of non-Saudis staff in order to meet the 

diversity requirement for the accreditation. As one participant said, “Previously, 

recruitment at the College was restricted to Saudis faculty members. Now, you can 

see teaching staff from different nationalities. In the Department of English, some 

faculty members are from the US and Canada” (FE2). Hiring qualified faculty also 

confirmed in the Self-Study Report of the CoA “the college has embarked on t he 

recruitment of a select group of faculty members who obtained their academic 

degrees from American, European, Asian, and Arab universities” (2011, p. 29).  

5.6 Effectiveness of the implementation of planning activities 

This section presents the quantitative survey results and qualitative results in 

effectiveness of the implementation of planning activities in the accreditation 

process. It is important taking into account that there were few direct comments in 

the interview records concerning the effectiveness of the implementation of planning 

activities, since there were no i nterview questions directing the focus of the 

participants to that evaluation.  Most comments on effectiveness were reported while 

talking about implementation of planning activities. The chapter concludes with a 

brief summary of the findings.  
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Survey question 4 a sked respondents to rate several statements in terms of the 

effectiveness of planning activities to support the accreditation process for their 

colleges.  The respondents were asked to rate five items using a Likert scale from 0 

to 5, where 5 indicated the highest level of effectiveness of this activity (very 

effective); 4 indicated effective; 3 indicated moderately effective; 2 indicated a little 

effective; 1 indicated not effective; and 0 indicated ‘don’t know’ (Table 5.12). 

Table 5.12  

Analysis of Differences in Faculty Members’ Perceptions of the Effectiveness of the 

Implementation of Planning Activities 

Survey Items 
Education 

(n=53) 
Arts 

(n=51) t-test Sig. 
M SD M SD 

 
1 

Organisational planning for 
the accreditation process 

3.23 1.296 2.88 1.465 1.270 0.207 

 
2 Communication System for 

accreditation information 
(Email/Document/Website/ 
Formal Meetings / Informal 
Meetings) 

3.60 1.149 3.35 1.324 1.033 0.304 

 
3 

Steering Committee for the 
accreditation process (if 
applicable) 

3.75 1.270 3.41 1.314 1.354 0.179 

 
4 

Dealing with various groups 
inside and outside the 
university about accreditation 
issues 

3.40 1.349 2.90 1.603 1.703 0.092 

5 Final Evaluation of the 
planning process for 
accreditation 

3.32 1.341 3.16 1.447 0.599 0.550 

Table 5.12 indicates that most faculty members at both colleges perceived that most 

planning activities were moderately effective to support the implementation of the 

accreditation process. 

Table 5.12 shows that Item 3 (Steering Committee for the accreditation process) was 

perceived to be the highest effective planning activities to support the accreditation 

process at both Education and Arts colleges with a mean of 3.75 and 3.41 
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respectively, suggesting some satisfaction with the steering committee 

accomplishments within the accreditation process. 

Table 5.12 also shows that Item 2 (communication system for accreditation 

information) was the second most effective planning activity perceived at both 

Education and Arts colleges with a mean of 3.60 and 3.35 respectively, suggesting 

satisfaction with the effectiveness of the communication systems. Qualitative data 

derived from interviews with Education faculty members support the effectiveness of 

some types of communication system that had been implemented. One faculty 

member perceived the effectiveness of periodic meetings that were conducted by the 

Vice Dean for Development in terms of the adoption of decisions that contributed to 

facilitating the accreditation process. 

The Vice Dean for Development and Quality held many periodic meetings at 
least once per month with the Head of Quality Unit in the faculty and with the 
Heads of Quality Units in academic departments to listen to them and discuss 
the difficulties that they face. A lot of decisions have taken place in those 
meetings, which I think have had a significant impact in facilitating the 
accreditation process. (FE1) 

Another faculty member believed that the periodic meetings with the heads of 

academic departments have contributed significantly to overcome many of the 

difficulties that the quality team members faced during the accreditation process: 

“The head[s] of department[s] met frequently with members of the quality team to 

discuss and follow-up on the implementation of the accreditation process. I think that 

these periodic meetings enabled us to overcome a lot of obstacles” (D2E1).  

Another faculty member perceived the effectiveness of the discussions that were 

taking place spontaneously between faculty members in terms of the personal 

interest to extend his knowledge and clarify some issues related to accreditation:  

During the application of the accreditation process, quality has been the 
preoccupation of most faculty members at the College. Many topics related to 
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quality assurance, quality control and quality indicators are presented and 
discussed during the coffee break between faculty members. These 
discussions enabled faculty members to express their ideas and comments 
towards the accreditation process in the College. Some issues, which can't be 
raised in the formal meetings, have been discussed in such meetings. I 
personally have benefited from those discussions. (D1E1) 

In addition, Table 5.12 shows that the least effective planning activity perceived at 

both Education and Arts colleges was Item 1 ( organisational planning for the 

accreditation process), with a mean of 3.23 a nd 2.88 r espectively. While Item 1 

(organisational planning for the accreditation process) was ‘least’ of the effective 

scores, it s till falls within the category ‘moderately’ effective. The qualitative 

remarks identified as touching on effectiveness of organisational planning are as 

follows: 

A faculty member at CoE expressed the effectiveness of organisational planning in 

terms of political will of the policy makers (such as King of Saudi Arabia, Minister 

of Higher Education, and Rector) to stimulate the importance of accreditation to 

faculty members: 

One of the most prominent factors that positively affected the accreditation 
process might be the will of the political leadership to maintain quality in 
higher education inputs. Besides, there was a great support from the former 
administration to obtain international accreditation for all colleges. We 
invested the will of the political leadership to convince the reluctant faculty 
members that the accreditation process is a state policy not only from the 
faculty or from the university. This was achieved by sending SMS to faculty 
members' mobile phones containing quotations from the King's speeches 
about quality. We also displayed those quotations in wallpapers at the college. 
I think this created a good impression towards quality and academic 
accreditation. (D3E1) 

The viewpoint of one faculty member at CoA that the strong commitment towards 

quality improvement from the top management of university is deemed as a powerful 

support for the deans to implement the accreditation process at faculty levels. This 

has been explained in the following statement: 

The highest authority in the university embraced the idea of change. The 
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University Rector stated that this is the university plan and future objective, 
and there will be no hesitation or retreat from implementing it. Therefore, it 
became a commitment from the supreme authority of the university. This 
commitment eventually turned into actual practice that was represented in 
accurate and daily follow-up on all levels at the university. This commitment 
for the university administration led to the same trend from the 
administrations of colleges because of the continuous follow-up from the 
University Rector. This trend from the university administration makes it easy 
for the faculty deanships to go on in the accreditation process. (B2) 

The Dean’s decision to allocate time as described in the following citation was seen 

to contribute to the effectiveness of the spread of a culture of quality, as conveyed in: 

The Dean of College issued a decision to allocate 5 t o 10 minutes at the 
beginning of each academic department meeting to raise the issue related to 
quality and accreditation. The head or a member of the Quality Unit in each 
department is responsible for organising and presenting such topics. This 
decision, I believe, has had a real impact in spreading the culture of quality 
within the academic departments. (FE2) 

Effectiveness can similarly be perceived in terms of holding several workshops and 

training sessions related to the quality and accreditation at both colleges. 

Presumably, these workshops and training sessions should help faculty members to 

knowing what they should do in the field of quality and accreditation e.g. preparing 

the course report at the end of each semester. This assumption supported by one of 

the faculty members at CoE:  

Many workshops, lectures and training sessions were held to disseminate the 
culture of quality in the College. They also aimed to explain the criteria of the 
NCATE and the mechanism of preparing the self-study. They also aimed to 
clarify the preparation of many documents related to the accreditation process 
(FE1)  

An independent-samples t-test was run on each item to compare the average (mean) 

scores of the perceptions of faculty members from both colleges. As the results in 

Table 5.12 indicate, the significance of all items was greater than 0.05, indicating 

that the differences between the perceptions of faculty members about the 

effectiveness of the implementation of planning activities at the two colleges were 

not statistically significant. 
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In summary, the key elements of effectiveness identified in these comments would 

appear to be related to (1) high level of commitment at senior (and higher, for 

example King) management; (2) allocation of resources; (3) involving a broader 

group of representatives so that all programs have access to key information; and (4) 

time and priority is given to discussion about quality and accreditation issues at each 

staff meeting; and (5) time is given for workshops and training sessions for all staff. 

Each of these elements is needed.  Without any one of them, the implementation will 

not be as effective as it was in these two cases. 

5.7 Summary 

Findings for the first research question suggest that there are many similarities 

between both faculties for the perceptions about the importance of the accreditation 

process. In addition, results for the second research question indicate that there are 

some similarities between both colleges regarding the perceptions about the changes 

resulted from the accreditation process. However, there are some differences when 

the participants had been asked in the interviews how they perceive the importance 

of accreditation from their perspectives; and when they asked about changes 

resulting from accreditation process. In other words, the way to interpret the 

importance of accreditation and the changes resulted from accreditation are slightly 

different. Table 5.13 and Table 5.14 summarise the similarities and differences 

between the two case studies. The next chapter presents the second part of the 

findings of the study in relation to the presence and impact of factors supporting and 

inhibiting the accreditation process.  
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Table 5.13 

 An Overview of the Findings of the Case Studies  
RESEARCH QUESTION: What are the perceptions of faculty members about the process of accreditation? 

CoE CoA 

Si
m

ila
rit

ie
s 

• Assessment played important role in improving the college (M=4.38); supported 
in interviews with participants, as some felt it helped identify strengths/weakness 
by evaluating programs, policies and procedures. one participant also highlighted 
that the process helped to generate a collaborative discussion among faculty 
members to discuss the accreditation criteria and find the best ways and 
methods to address deficiencies in the college 

 
• The accreditation process strengthened the participation of female faculty 

members to work together with male members in planning activities and 
decision-making processes within the college (M=4.36); confirmed by faculty 
members that the process increased opportunities of female members to 
participate in planning activities/decision-making processes through by engaging 
in quality committees/meetings 

• Participation in quality committees limited to foreign teachers because most Saudi 
members believed that the accreditation process is a very tiring process and 
that financial rewards do not match the effort and the time required in this 
process 

• Assessment played important role in improving the college (M=4.22); supported in 
the interviews with participants who felt it revealed areas of strength/opportunities 
for improvement 
 

 
 
 
 
• Accreditation process increased faculty participation in college activities (M=4.18) 

 
 
 
 

 
• Participation in quality committees limited to foreign teachers, as most Saudi faculty 

members believed that participating in these committees was in vain, because of lack 
of financial rewards and extra workload 

D
iff

er
en

ce
s 
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Table 5.14 

 An Overview of the Findings of the Case Studies  
RESEARCH QUESTION: What Education and Arts faculty policies and procedures resulted from the accreditation process? 

CoE CoA 

Si
m

ila
rit

ie
s 

• Developing a change plan, called the “CoE Conceptual Framework” as required by 
NCATE, which can be seen as interrelated system of premises that provide 
guidelines or ground rules for programs, courses, teaching, assessments. 
 

• Aligning programs and courses with the conceptual framework outcomes  
 
 
• Course descriptions has become an integral part for implementation of all courses 

within the college  
 

• Adopting a flat organisational structure with only three layers 
 
• Appointing the Vice Dean of Development and Quality to assist achieving the 

requirements of accreditation 
 

• Documentation of all policies and procedures within the college  
 

• Attracting a number of distinguished non-Saudi faculty members 

• Developing a ch ange plan, called the “CoA Strategic Plan 2021” as required by AALE, 
which helps to ensure that all processes within the college work together to support the 
college’s mission and objectives 

 
• Aligning programs and courses with the CoA Students Qualifications and Outcomes 

Framework, which includes the desired characteristics and capabilities of its students and 
graduates 

• Developing course descriptions to comply with accreditation requirement   
 
 
• Establishing a flat organisational structure with only three layers 

 
• Appointing the Vice Dean of Development and Quality to assist achieving the requirements 

of accreditation 
 
• Documentation of all information and evidence within the college 
 
• Hiring qualified faculty from different nationalities 

D
iff

er
en

ce
s 

• Developing a set of proficiencies to develop capacities and professional attributes of 
teachers 
 

• Developing an assessment system, in response to NCATE’s Standard 2, that 
involves multiple assessments at four different transition points for both initial and 
advanced programs  

 
• Designing and developing early field experiences and clinical practice with 

identifying the entry and exit criteria in the transition plans for both initial and 
advanced programs 

• Developing the Students’ Qualifications and Outcomes Framework with a set of 
characteristics and capabilities to develop the critical thinking and creativity of individual 
students  

• Developing assessment plans, in response to AALE’s liberal learning assessment standards, 
that require developing multiple instruments without making reference to specific transition 
points 
 

• Field-experiences and clinical practice does not apply in all academic departments   
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CHAPTER 6: STUDY FINDINGS (PART TWO) 

6.1 Introduction 

This chapter presents the findings using both quantitative and qualitative data of the 

presence and impact of several factors that support and inhibit the implementation of 

the accreditation process. This will answer the third research question “What were 

the supporting and inhibiting factors that influenced the implementation of 

accreditation process?” The chapter concludes with a summary of the findings.  

6.2 The presence of factors supporting and inhibiting the accreditation process 

This section begins by presenting the factors that supported the accreditation process, 

and then presenting factors that inhibited the same process supported by comments 

mentioned by faculty members in the interviews. Faculty members in the interviews 

identified additional factors supporting and inhibiting the process of accreditation 

which were not covered in the survey form. The section concludes with a b rief 

summary of the findings  

Survey question 5 asked the respondents at both colleges to rate sixteen statements in 

terms of their judgment about the level of presence of factors supporting or 

inhibiting the implementation of the accreditation process, by ranking each item 

using a Likert scale from 0 to 5. The value of 0 indicates ‘Don’t Know’, 1 indicates 

‘Not Present at All’, 2 indicates ‘Present to a Small Extent’, 3 indicates ‘Present to 

an Average Extent’, 4 indicates ‘Present to a Large Extent’, and 5 indicates ‘Present 

to an Extensive Extent’.  

For clarity and for validity of comparison (comparing like with like) the results are 

separated out into two tables: Table 6.2.1 r epresents factors that supported the 

accreditation process; Table 6.2.2 represents factors that inhibited the same process. 
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Tables 6.2.1 and 6.2.2 compare the perceptions of faculty members from the two 

colleges, showing the responses to the nominated factors. The tables show the 

number of respondents (n), the average (mean) scores, and the standard deviations 

(SDs) for the two colleges for items 1 t hrough 16. T he tables also contain t-test 

results to determine whether there is a significant difference between the perceptions 

of faculty members at CoE and CoA. 

6.2.1 Factors that supported the accreditation process 

Table 6.2.1 

Comparative Presence of Supporting Factors to the Accreditation Process 

Survey Items 
Education 

(n=53) 
Arts 

(n=51) t-test Sig. 
M SD M SD 

 
1 

General trust in university 
administration by faculty 

3.40 1.044 3.45 0.966 –0.277 0.782 

 
2 Preparing the self-study 3.51 0.750 3.16 1.155 1.838 0.070 

 
4 

Allocated budget to the 
accreditation process 

2.87 1.582 2.06 1.567 2.620 0.010 

 
5 

Sustained attention by 
academic administrators 

3.94 0.908 3.57 0.855 2.166 0.033 

8 Collaborative approaches 
to engage faculty in the 
accreditation process 

3.15 0.988 2.98 1.175 0.802 0.424 

11 Governmental pressure for 
accreditation of your 
faculty 

3.46 1.187 3.57 1.118 –0.345 0.731 

 
12 

Public perception of 
dissatisfaction with the 
accreditation process in 
your faculty 

3.25 0.939 3.24 0.839 0.057 0.955 

 
13 

Publicly stated support for 
the accreditation process 
on the part of academic 
administrators 

3.98 0.866 3.76 0.992 1.187 0.238 

 
14 

Increased interest in 
quality initiatives in higher 
education among faculty 
and administrators 

3.19 1.257 3.06 1.066 0.567 0.572 

 
15 

Knowledge of the 
accreditation process 
among faculty and 
administrators 

2.53 0.799 2.61 0.723 –0.532 0.596 

 
16 

Increased understanding of 
the need for change among 
faculty and administrators 

3.58 0.989 3.45 0.856 0.737 0.463 
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In this table, items were formulated in a w ay such the higher the average (mean) 

score, the higher the presence, the lower the inhibiting, and the greater support of the 

tested factor, for these respondents. Overall, the data in Table 6.2.1 i ndicate that 

most supporting factors to the accreditation process were present to a large extent.  

As shown in Table 6.2.1, the highest supporting factor (the highest mean score) in 

respect of the accreditation process in both colleges was Item 13 (Publicly stated 

support for the accreditation process on t he part of academic administrators), with 

respective means of 3.98 for CoE and 3.76 for CoA. Data suggest that most faculty 

members believed that declared support for the accreditation process from senior 

management at the University and College (as an internal support factor) was largely 

present. At CoA, One faculty member pointed out that the Rector had explicitly 

announced his support for change as a strategic goal of the University to improve the 

quality of teaching and learning. 

The highest authority in the University embraced the idea of change. The 
University Rector stated that this is the University plan and future objective, 
and there will be no hesitation or retreat from implementing it. Therefore, it 
became a commitment from the supreme authority of the University.  (B2) 

Table 6.2.1 a lso shows that faculty members at both colleges perceived Item 5 

(Sustained attention by academic administrators) to be the second most present 

support factor (the second highest mean score) to the accreditation process, with a 

mean of 3.94 for CoE and 3.57 for CoA. This suggests that the attention from senior 

leaders to the accreditation process was significant. At CoA, one faculty member 

pointed out that the commitment of the senior administrators at the University to the 

change process was not confined to the public statement, as noted above, but 

extended to the daily follow-up of the accreditation process. 

….This commitment eventually turned into actual practice that was 
represented in accurate and daily follow-up on all levels at the University. 
This commitment from the University administration led to the same trend 
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from the administrations of colleges because of the continuous follow-up 
from the University Rector. This trend from the University administration 
makes it easy for the faculty deanships to move forward with the accreditation 
process. (B2) 

In addition to declared support for the accreditation process, as noted above, top 

management at the University had taken a number of decisions that would motivate 

faculty members to participate effectively in this process. These decisions reflect the 

extent to which the academic administrators have taken the accreditation process into 

account. Two participants at CoA explained that these decisions included dispensing 

with the services of foreign faculty members who were uncooperative in the 

accreditation process and excluding uncooperative Saudi faculty members from 

participation in conferences held either domestic or overseas.  

There was personal follow-up from the University Rector, the Vice Rector for 
quality and development, and the Faculty Dean regarding implementation of 
the accreditation process. One such form of support involved dispensing with 
the services of foreign faculty members who are uncooperative in the 
accreditation process. Concerning the Saudi faculty members, their 
participation on international and regional conferences was bounded by their 
participation in the accreditation process in the college. (FE2) 

Another participant at the same college believed that these decisions were a clear 

message for all of the leadership's commitment to support the accreditation process: 

The faculty leaders attempted to send a message to all the college community 
that quality is a crucial issue and it must be applied. This required imposing 
pressure upon faculty members who fall short in collaborating, by excluding 
them from the training sessions or from international conferences. This made 
most faculty members eager to achieve what is required of them. (D1E2)  

With respect to CoE, one participant pointed out that the former University Rector 

had linked the teaching allowance, which represents 25% of the basic monthly salary 

for Saudi faculty members, to completion of requested actions in the field of quality 

and accreditation. “The former University Rector connected the teaching allowance 

with the completion of the course file, which includes course specifications, course 

report, students' achievement, CV of faculty member, and students’ assessment 
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results” (D3E1). The Self-Study Report of King Saud University (KSU) as submitted 

to the National Commission for Academic Accreditation and Assessment (NCAAA) 

also supported this initiative, which constitutes further evidence of the commitment 

of senior administrators to support the accreditation process. 

A new regulation has been announced by the Rector that those who fail to 
meet that requirement may not be eligible to receive the teaching allowance. 
In addition, feedback on appropriate timing of the activities has been surveyed 
to enhance faculty participation (KSU, 2010, p. 125)  

The constant attention by academic administrators to the change process also 

included regular meetings with faculty members, as one of the planning activities, to 

follow up on the process of accreditation. One faculty member at CoE reported that 

various meetings were held at different levels in the college to discuss the progress 

of the accreditation process. 

During the accreditation process, the College was a b eehive of activity. 
Several workshops and meetings have been held. The meetings took place at 
all levels. The Dean of the College held a lot of meetings with the Vice Dean 
for Development and Quality and Heads of Quality Units. The Vice Dean for 
Development and Quality held several meetings with the Heads of Quality 
Units in academic departments. And the heads of departments held a lot of 
meetings with heads and members of the Quality Units in their departments to 
discuss the progress in the process of accreditation. (D1E1) 

One faculty member stated that “The head[s] of department[s] met frequently with 

members of the quality team to discuss and follow up on t he implementation of the 

accreditation process. I think that these periodic meetings enabled us to overcome a 

lot of obstacles” (D2E1). 

It's interesting that despite the fact that Item 5 (Sustained attention by academic 

administrators), perceived as the second highest supporting factor of the 

accreditation process at both colleges, Table 6.2.1 reveals that there is a significant 

difference between the two colleges in the presence of this supporting factor with 

(0.033).  
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On the other hand, Table 6.2.1 r eveals that most participants perceived Item 15 

(Knowledge of the accreditation process by faculty and administrators) to be the 

least-present supporting factor in respect of the accreditation process. This Item was 

perceived as the first least-present supporting factor (the lowest mean score) in the 

accreditation process at CoE, and as the second least-present supporting factor in the 

same process at CoA, with means of 2.53 and 2.61 respectively. This suggests that 

most faculty members considered that they have a moderate understanding of the 

accreditation process, although some faculty members believed that their colleges 

had held many workshops and training sessions during the process. This may in turn 

indicate that the workshops, seminars, and training sessions attended by faculty 

members did not focus on their particular needs to help them to better understand the 

process but remained general in their attempt to spread the culture of quality at the 

college. In addition, some other problems, such as resistance of faculty members to 

change and poor communication could be due to this lack of knowledge of the 

accreditation process by faculty members.  

The data in Table 6.2.1 a lso reveal that the faculty members perceived Item 4 

(Allocated budget to the accreditation process) to be the second least-present 

supporting factor (the second lowest mean score) in the accreditation process at CoE, 

and the least-present supporting factor (the lowest mean score) in the same process at 

CoA, with means of 2.87 and 2.06, respectively. This suggests that most faculty 

members at CoE believe that the budget allocated to the accreditation process was 

present to an average extent to support the accreditation process, while at CoA the 

budget allocated was present to a small extent.  

Most interviewees from the two colleges had a negative view of the budget allocated 

to the accreditation process. They believed that the budget allocated to the 
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accreditation process should include financial rewards for themselves as workers in 

the field of quality, which were not paid at the time. One faculty member at CoE 

indicated that despite promises made by officials at both institutions to grant 

financial rewards to workers in the field of quality in the event of obtaining an 

international accreditation, those promises had not been kept. 

At the beginning of the experience of academic accreditation, there were a lot 
of promises to grant lucrative bonuses for those working in the field of quality 
and academic accreditation, in order to motivate them to meet the 
requirements of international accreditation. After obtaining the international 
accreditation, we were shocked that those promises had not been 
implemented. Our financial dues have not been paid since 2008. (D2E1) 

Another faculty member at CoA shared the same negative impression, pointing out 

that faculty members had been promised a reward of SR10,000 by officials at the 

University and the College if their college was accredited. The faculty member 

asserted that those promises had not been kept. 

Another problem that faced the accreditation process in the college was the 
failure to comply with the bonus system for the faculty members who 
participate in the process of quality and accreditation. One of the elements of 
the agreement is SR10,000 for each member of the accreditation committees. 
No bonus was received for four years. This creates disappointment among the 
staff. (D3E2) 

Another faculty member at CoA argued that the budget allocated to the accreditation 

process did not include any remuneration for quality workers: “There was financial 

support from the University and the faculty deanship. One million Saudi Riyals has 

been allocated for each faculty to obtain academic accreditation. This amount doesn't 

include bonuses for team members” (B2).  

One participant at CoA explained how the allocated budget for accreditation had 

been spent, indicating that they had not received their allowances as workers in 

quality committees: 

The former University administration has earmarked huge sums for colleges 
seeking accreditation to be spent on training courses and workshops to spread 
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the culture of quality among faculty members. It had also been allocated to 
improve classrooms and laboratories by means of modern technology and to 
pay enormous fees to international accreditation bodies. Unfortunately, we are 
still waiting for the money that was allocated for us, to this day. (D2E2) 

It is clear from these comments that faculty members' criticisms of the budget 

allocated to the accreditation process resulted from the fact that it did not allow for 

their remuneration as workers in the field of quality. 

Table 6.2.1 reveals that there is significant difference between faculty members at 

both colleges in their perceptions of the presence of Item 4 (Allocated budget to the 

accreditation process), where the significance level was 0.01.   

6.2.2 Additional supporting factors to the accreditation process 

In order to explore other possible factors supporting implementation of the 

accreditation process that were not covered in survey question (5), the respondents 

were asked in semi-structured interviews about any such factors. Most responses to 

this question confirmed the supporting factors presented in survey question (5). 

However, some faculty members did add new supporting factors not covered in that 

survey question. 

All the answers to this question agreed that the former Rector of King Saud 

University was the commander of change. Participants believed that the former 

Rector had a will and a clear vision of change, as one faculty member at CoA 

explained: 

The Administration change that took place in the University was one of the 
most important factors in the University’s development. This change was 
represented in the appointment of His Highness Dr. Abdullah Al Othman as 
KSU rector. This person was a leader with a will and a clear vision of change. 
He appointed many leaders at the University who share the same approach, as 
deans and vice-deans. With the help of many consultants and staff, he set out 
the University’s strategic plan (2030). This plan has contributed to the 
comprehensive development of all operational aspects at the University, i.e. 
the physical, administrative, and cognitive aspects. (B2)  
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Another participant at CoE shared the same opinion regarding the role of former 

Rector of KSU played to draw attention to the need to apply quality standards: 

I think that the university has lost a person whose contributions over the past 
few years have been outstanding. The former Rector had a strong desire to 
reform the process of education within the university through compliance 
with international quality standards. This desire was clear to everyone. He 
was always urging everybody to get involved in the change process. (D3E1) 

6.2.3 Factors that inhibited the accreditation process 

Table 6.2.2 

Comparative Presence of inhibiting Factors to the Accreditation Process 

Survey Items 
Education 

(n=53) 
Arts 

(n=51) t-test Sig. 
M SD M SD 

 
 

3 

The perception of the 
accreditation process as a threat 
to your faculty 

1.49 0.891 1.88 1.211 –1.885 0.062 

 
6 

Local administrative restrictions 
on how the accreditation process 
must be implemented 

2.91 1.213 2.82 1.090 0.363 0.718 

 
7 

Different perceptions and goals 
between academic members and 
administrators 

2.89 0.800 2.63 0.774 1.679 0.096 

 
9 

Faculty concerns about possible 
uses of the information collected 
during the accreditation process 

2.11 1.187 1.98 1.334 0.537 0.593 

10 Faculty fears they will loss of 
control over the curriculum 

2.06 1.134 2.22 1.419 –0.633 0.528 

In this table, items were formulated in a w ay such the higher the average (mean) 

score, the higher the perceived presence of the inhibiting factor. Overall, the data in 

Table 6.2.2 indicate that most inhibiting factors to the accreditation process were 

present to small extent.  

Table 6.2.2 s hows that faculty members at both colleges perceived Item 6 (Local 

administrative restrictions on how the accreditation process must be implemented) to 

have the highest presence of the five inhibiting factors (the highest mean score) to 

the accreditation process, with a mean of 2.91 for CoE and 2.82 f or CoA. This 

suggests that most faculty members considered that the administrative restrictions, as 
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organisational barriers, toward the implementation of the accreditation process were 

present to average extent.  

One faculty members from CoA pointed out that the university administration 

specified a short period of time for colleges, as a form of administrative restrictions, 

to complete some tasks related to accreditation: 

Among the problems that we faced during the accreditation process was the 
speed and urgency imposed on us  to meet the requirement. We encountered 
this problem in the time of the former administration, whereas many forms 
and documents are required in a very short time. Some of them are required to 
be finished in only one day. This contradicts the concept of quality since the 
aim should not be the accreditation itself. (D3E2) 

Similarly, another faculty member at CoE drew attention to the same problem as 

follows: 

The first obstacle was the Arabian culture of being in a hurry to perform the 
necessary changes that are required to meet the requirements of the 
accreditation process. Sometimes it needs a long period to verify that we 
implanted the concept of quality within the college and the sections. This 
process should be carried out in a step-by-step method. What happened to us 
is that we hurried to achieve the requirements of accreditation. This was clear 
in the final year. (D1E1) 

Data in Table 6.2.2 also shows that most faculty members at both colleges perceived 

the least-present inhibiting factor (the lowest mean score) to the accreditation 

process to be Item 3 (the perception of the accreditation process as a threat to your 

faculty), with a mean of 1.49 f or CoE and 1.88 for CoA. This suggests that most 

faculty members considered the accreditation process as a useful tool to improve 

their colleges. This, in turn, confirms previous findings (section 5.3) about faculty 

members’ perceptions on t he importance of the accreditation process for their 

college, where most faculty members at both colleges thought that accreditation is 

important, effective, and a valuable exercise to improve their colleges.  

In Table 6.2.2, an independent-samples t-test was conducted to compare faculty 

members’ perceptions of the presence of supporting factors to the accreditation 



   

167 

 

process at the two colleges. The table shows that there was no significant difference 

between faculty members at both colleges in their perceptions of the presence of 

inhibiting factors to the accreditation process. 

6.2.4 Additional factors inhibiting the accreditation process 

In order to explore additional factors that negatively influenced the accreditation 

process, survey question 7, an open-ended question, asked the respondents about any 

barriers or obstacles in their faculties to the implementation process for accreditation. 

Faculty responses to this question were varied. Table 6.2.3 s hows disparity in 

responses of the faculty members to this question. Some participants did not respond 

to the open-ended survey question, as their answers were "I don't know” or no 

response at all. Some of them did not respond to the question as required, but just 

listed these problems as points without details. Other respondents, seventeen from 

both colleges, revealed several problems that arose during the accreditation process. 

Table 6.2.3 shows the number and percentage of faculty members’ responses to this 

question (Question 7).       

Table 6.2.3 

Responses to the Open-Ended Question (7) 

Responses 
Frequency Percent 

Education 
(n = 53) 

Arts 
(n = 51) 

Education Arts 

No response 18 20 34% 39% 

Response without details 26 23 49% 45% 

Response with details 9 8 17% 16% 

There was some consensus among faculty members from both colleges who were 

interviewed that faculty members' resistance to o accreditation demands was a factor 

that hindered the accreditation process, especially at the start of the implementation 



   

168 

 

process. Faculty members' resistance to accreditation appeared in different forms 

including: delay delivery of documents related to accreditation; questioning the 

agenda behind the foreign accreditation; trying to convince the college's 

administrators that there is no urgent need for accreditation; and the lack of 

enthusiasm of many Saudi faculty members to participate in the accreditation 

committees. 

One faculty member at CoA pointed out that members' resistance to accreditation 

was evident in the deliberate delay by some faculty members of the delivery of some 

documents related to accreditation requirements. 

Among the negative factors that affected the process of accreditation was the 
resistance of some faculty members to the idea of change. This was clear in 
the delay of submitting all that related to the accreditation, such as course 
specifications, course reports, updated CVs, and faculty members' portfolios 
(FE2) 

 
This form of resistance was also present in the CoE. One interviewed participant 

pointed out that at the beginning of accreditation journey “there was a delay in the 

delivery of what was required of faculty members” (D1E1).  

Another form of faculty resistance to the idea of change was through questioning the 

agenda behind the foreign accreditation. One faculty member at CoA presented that: 

In the beginning, the project faced rejection from some faculty members. The 
international accreditation connects with the foreign. The latter is 
questionable, i.e., there may be a specific agenda behind it. Some faculty 
members started to fear and wonder why we should seek accreditation from 
an American institution. Why is this institution not from another country? 
However, these questions stemmed from resistance to pattern change, which 
is a known kind of resistance. (B2) 

Similarly, one faculty member at CoE stated that: “some faculty members had 

considered that the process of international accreditation was a huge financial drain 

for the benefit of foreign institutions” (D3E1). 
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The third form of faculty resistance was noticed in some members trying to convince 

the college's administrators that the quality of education at the college is 

distinguished compared to other colleges, and that there is no urgent need for 

international accreditation. This was supported by the statement of one faculty 

member at CoE: 

For sure, every change encounters some obstacles. We faced many obstacles 
in the beginning. The first of these was to convince faculty members of the 
importance of quality and academic accreditation. Faculty members insisted 
that they were already applying quality standards, and that they were applying 
their own quality standards, so there was no need for foreign standards. (B1) 

The last form of faculty resistance to the accreditation process was the lack of 

enthusiasm of many Saudi faculty members to participate in the quality and 

accreditation committees. Most heads and members of quality units were non-Saudi 

faculty members. One faculty member at CoA stated that “There was another 

obstacle in the refusal of most Saudi faculty members to work in accreditation 

committees. Most heads and members of quality units are non-Saudi contractors” 

(D3E1). Another faculty member at CoA shared the same idea, as following “One of 

the major challenges facing the implementation of accreditation was the lack of 

enthusiasm of Saudi faculty members to participate in quality and accreditation 

committees, and assigning the task to non-Saudi faculty members” (D2E2). 

Qualitative data also revealed the possible reasons for these types of resistance. 

These reasons included: the paper-workload of accreditation; the lack of financial 

incentives; the language of communication with the American accreditation team; the 

lack of documentation within the colleges; and the long-period of the accreditation 

process.  

All interviewed faculty members from both colleges considered the paper-workload 

of accreditation as another hindering factor to successful implementation of the 
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accreditation process. One faculty members at CoA believed that the large amount of 

paperwork and accreditation transactions, in addition to other work pressures, was an 

important reason for the low participation of some faculty members in the 

accreditation process:  

The workload was very heavy; that has caused resistance to change, 
especially from elderly people. To be realistic, faculty members have much 
work and responsibilities. They have teaching loads, research responsibilities, 
and administrative work, (i.e., participating in many committees). Therefore, 
a faculty member is usually busy. (FE2) 

Another faculty member at CoE supported the same idea. He believed that dealing 

with a large number of paper documents was one of the reasons that prevent many of 

faculty members to participate effectively in the process: 

Another reason for this resistance might be the extra load on a faculty 
member, as they were asked to fill out many forms and questionnaires, such 
as course specifications in the beginning of the semester and course reports at 
the end of the semester, in addition to students’ test forms. (D3E1) 

Another participant at the same college supported with this comment. He noted that 

the accreditation documents were an extra burden on faculty members who are 

already busy with other duties: 

We have faced another problem, represented by the many tasks required from 
the faculty members who were not used to them. These requirements included 
questionnaires, reports, and forms. The abundance of these tasks caused extra 
problems to the faculty members who were already busy with their teaching, 
research, and counselling loads. (B1) 

Regarding to the lack of desire among some faculty members especially Saudis to 

participate in the accreditation process, the data revealed that this may be because of 

the absence of financial rewards for those who participated in the accreditation 

process, compared to the effort and the time that this process required:  

One of the major challenges facing the implementation of accreditation was 
the lack of enthusiasm of Saudi faculty members to participate in quality and 
accreditation committees, and assigning the task to non-Saudi faculty 
members. This was because the former thought that participating in these 
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committees was in vain, because of lack of financial rewards and extra 
workload. (D2E2) 

This reasoning has been supported by another faculty member at CoE. He believed 

that poor participation of faculty members in the process was due to the lack of 

financial incentives. However, he pointed that the previous administration of the 

university tried to address the lack of participation by linking the teaching allowance 

with the completion of accreditation requirements: 

A third reason for the resistance was the lack of appropriate financial 
incentives compared to the effort that faculty members did. So, the former 
university rector connected the teaching allowance with the completion of the 
course file, which includes course specifications, course report, students’ 
achievement, CV, and students’ assessment results. (D3E1) 

The third reasons for resistance to change could be due to the inability of some 

faculty members to speak the English language. One participant at CoE noted that 

the language of communication with the American accreditation team was another 

obstacle that faced the project: 

English language was an obstacle that hindered the execution of the project. 
All forms, letters, and reports that were addressed to the NCATE were in 
English. Some faculty members, such as those in the Islamic Culture 
department, do not master the English language. (B1) 

The same point was mentioned by another faculty member at CoA “The inability of 

many faculty members to speak English and communicate directly without 

translators with the reviewers from the American academy was another problem.” 

(D2E2). However, one faculty member at CoE pointed out that the college has tried 

to overcome this problem by translating all relevant documents from English into 

Arabic. “We had translated all that was needed using special funds.” (B1) 

Moreover, poor documentation was another critical obstacle mentioned by faculty 

members at both colleges. Two faculty members from the Education and Arts 
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colleges respectively pointed to the lack of a quantity of information, data, and 

statistics important to the process of accreditation: 

Lack of information, data, and statistics within the university and college, and 
the difficulty in obtaining them in spite of their importance to the process of 
accreditation is one of the obstacles. This drawback is due to poor 
documentation, along with the lack of a database in colleges. (FE1) 

Another participant said: 

Documentation of teaching procedures was not found before. The professor 
entered the room and no one knows what he did in the classroom. S/he 
informed the student about the course, the references, and the lectures 
timetable without any kind of documentation. (B2) 

Another faculty member presented in detail how this obstacle affects the 

accreditation process; those cases where they were forced to write to some internal 

departments to get some of that information. This led to delay in their accreditation, 

because such correspondence takes a lot of time: 

One of these obstacles was the lack or weakness of documentation. Many 
statistics, data, and forms were not available. Examples of these may be the 
number of faculty members, their scientific ranks, and the ratio of students to 
faculty members. This lack of information led to delay in fulfilment of the 
criteria for accreditation. Some data were available in some sites outside the 
college, such as the faculty members’ affair deanship. Addressing the 
concerned authorities was too slow and bureaucratic. (FE2) 

One faculty member presented a reasonable explanation for the problem of lack of 

documentation: “We practice many things but we do not take care to document it.” 

(B2) 

The last obstacle to the accreditation process was the long-period of this process. One 

faculty member at CoA believed that three to four years of continuous work to meet 

the requirements of academic accreditation may cause boredom “I think that the 

length of the accreditation process is among the obstacles. This process takes, on 

average, between 3 to 4 years. This process requires a lot of effort and continuous 

work, which may lead to getting bored”. Likewise, one participant at CoE stated that 
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“the length of the accreditation process was very stressful for faculty members”. 

(FE1) 

6.3 The impact of factors supporting and inhibiting the accreditation process 

This section presents the impact of factors supporting and inhibiting the accreditation 

process mentioned in question 5, together with the interview comments of faculty 

members. The section concludes with a brief summary of the findings. 

Survey question 6 asked the respondents at both colleges to evaluate the impact of 

the same sixteen items mentioned in question 5 on the accreditation process using a 

0–5 Likert scale (0 = Don't Know, 1 =  No Impact at All, 2 =  Small Impact, 3 =  

Neutral, 4 = Large Impact, and 5 = Very Large Impact). 

For consistency with the previous section, the results are separated into two tables. 

Table 6.3.1 represents the impact of the supporting factors. Table 6.3.2 represents the 

impact of inhibiting factors on the accreditation process. Tables 6.3.1 and 6.3.2 

compare the perceptions of faculty members from the two colleges, showing the 

responses to the nominated factors. The tables show the number of respondents (n), 

the average (mean) scores and the standard deviations (SDs) for the two colleges for 

items 1–16. The tables also present the t-test results to illustrate whether there is a 

significant difference between the perceptions of the faculty members at the 

Education and the Arts Colleges.   
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6.3.1 The impact of supporting factors on the accreditation process 

Table 6.3.1 

Analysis of Differences in Faculty Members' Perceptions of the Impact of Supporting 

Factors 

Survey Items 
Education 

(n=53) 
Arts 

(n=51) t-test Sig. 
M SD M SD 

 
1 

General trust in university 
administration by faculty 

3.74 0.711 3.43 1.136 1.645 0.103 

 
2 Preparing the self-study 3.23 1.250 3.37 0.799 –7.13 0.478 

 
4 

Allocated budget to the 
accreditation process 

2.32 1.015 2.35 1.146 –0.152 0.880 

 
5 

Sustained attention by 
academic administrators 

4.08 0.549 3.73 0.750 2.705 0.008 

8 
Collaborative approaches 
to engage faculty in the 
accreditation process 

3.72 0.948 3.59 1.252 0.593 0.555 

11 
Governmental pressure 
for accreditation of your 
faculty 

4.15 0.690 4.04 0.692 0.824 0.412 

 
12 

Public perception of 
dissatisfaction with the 
accreditation process in 
your faculty 

2.85 1.336 2.92 1.309 –0.279 0.780 

 
13 

Publicly stated support for 
the accreditation process 
on the part of academic 
administrators 

3.30 1.085 3.39 1.060 –0.429 0.669 

 
14 

Increased interest in 
quality initiatives in 
higher education among 
faculty and administrators 

3.26 .964 3.18 1.276 0.396 0.693 

 
15 

Knowledge of the 
accreditation process 
among faculty and 
administrators 

2.81 1.257 2.80 1.149 0.031 0.975 

 
16 

Increased understanding 
of the need for change 
among faculty and 
administrators 

3.81 .921 3.33 1.244 2.221 0.029 

In this table, items were formulated in a w ay such the higher the average (mean) 

score for the respondents on the accreditation process, the higher the impact of the 
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tested factor. Overall, the data in Table 6.3.1 i ndicate that most supporting factors 

had a neutral impact on the accreditation process. 

As shown in Table 6.3.1, the most impactful supporting factor (the highest mean 

score) on t he accreditation process in both colleges was Item 11 ( Governmental 

pressure for accreditation of your faculty), with means of 4.15 for CoE and 4.04 for 

CoA. This suggests that most faculty members believed that the governmental 

pressure, as an external support factor in the accreditation process, had a significant 

impact on the process. At CoE, faculty members believed that the internal desire of 

the leaders in the university and the college in addition to continuous pressure from 

both the Ministry of Higher Education and the NCAAA was the engine for 

implementation the accreditation process to improve the quality of the educational 

process in the colleges. One participant supported these ideas by saying: 

I think the main motive to seek academic accreditation was internal 
awareness from the faculty administration to improve academic performance 
within the college. There was also continuous pressure from the ministry of 
higher education and the National Commission for Assessment and 
Academic Accreditation to obtain the academic accreditation as a way to 
improve the college outputs. (FE1) 

This feeling was quite similar at the CoA, one faculty member believed that “The 

college administration has decided to gain academic accreditation to respond to local 

demands and to distinguish the college from other arts colleges” (FE2). Another 

participant from the same college added that the pressure from the Ministry of 

Higher Education and the NCAAA for accreditation was also a major catalyst to 

seek accreditation: 

There was a p ressure on the university administration to get the academic 
accreditation from both the National Commission for Academic Accreditation 
and Assessment and from the Ministry of Higher Education. The University 
and College's administration also has conviction of the importance of 
obtaining academic accreditation. (B2) 
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Referring again to Table 6.3.1, f aculty members at both colleges rated Item 5 

(Sustained attention by academic administrators) as the second most impactful of the 

supporting factors (the second highest mean score) on the accreditation process, with 

means of 4.08 for CoE and 3.73 for CoA. This suggests that the continuous follow-

up on the accreditation processes from the senior leaders had a large impact on the 

accreditation processes at the CoE and a n eutral impact at the CoA. One faculty 

member at CoA argued that the daily follow-up of the Rector and the Vice-Rector 

for Development and Quality of process implementation raised the levels of interest 

in the process among officials and faculty members: 

[…] this commitment eventually turned into actual practice that was 
represented in accurate and daily follow-up on all levels at the university. 
This commitment from the university administration led to the same trend 
from the administrations of colleges because of the continuous follow-up 
from the University Rector. This trend from the university administration 
makes it easy for the faculty deanships to move forward with the accreditation 
process. (B2) 

Another faculty member at CoA believed that the decisions taken by the top leaders 

at the university were further evidence of their interest to apply the process of 

accreditation. These decisions included, for example, excluding the uncooperative 

faculty members from the training sessions and from international conferences. The 

faculty members believed that these decisions helped to motivate faculty members to 

perform necessary tasks of the accreditation process, such as updating CVs, 

submitting course specifications, completing course reports and collecting student 

assessment results and samples of students' answers: 

The faculty leaders attempted to send a message to all the college community 
that quality is a crucial issue and it must be applied. This required imposing 
pressure upon faculty members who fall short in collaborating, by excluding 
them from the training sessions or from international conferences. This made 
most faculty members eager to achieve what is required of them. (D1E2) 
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One faculty member at CoE believed that the periodic meetings held by the vice 

dean for development and quality with those responsible for the quality process at 

the college were supportive in overcoming difficulties they faced in the process: 

The vice dean for development and quality held many periodic meetings — at 
least once per month — with the head of quality unit in the faculty and with 
the heads of quality units in academic departments to listen to them and 
discuss the difficulties that they face. A lot of decisions have taken place in 
those meetings, which I think have had a significant impact in facilitating the 
accreditation process. (FE1) 

It is interesting that although Item 5 (Sustained attention by academic administrators) 

was seen as the second most impactful of the supporting factors on the accreditation 

process at both colleges, there was a significant difference (significance level 0.008) 

of the impact of this factor between faculty members at both colleges.  

Table 6.3.1 shows that most faculty members at both colleges perceived Item 4 

(Allocated budget to the accreditation process) as the least-impactful supporting 

factor on the accreditation process, with means of 2.32 for CoE and 2.35 for CoA. 

This suggests that most faculty members believed that the budget allocated to the 

accreditation process had little supporting influence on the process. As the presence 

of this item (Item 4) was low that presented in Section 6.2.2, it was logical to expect 

that its impact would also be low. 

The results from the interviews confirmed this expectation. One interviewee at CoE 

pointed out that the senior management at the university and colleges were eager to 

provide the financial support needed for the accreditation process. However, the 

budget allocated to the accreditation process did not include the remuneration for 

faculty members involved in the process, which negatively affected morale. This 

damaging impact has manifested in a lack of desire among faculty members to repeat 

the academic accreditation process in the future “There were no financial rewards for 

faculty members who participated in the accreditation and quality processes, 
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although there was a budget allocated for each faculty. This caused disappointment, 

and discourages the faculty members to repeat the process” (D2E1) 

Another faculty member at CoA expressed the same frustration. He believed that 

non-payment of the incentives for those working in the field of quality created 

disappointment among the staff: 

Another problem that faced the accreditation process in the college was the 
failure to comply with the bonus system for the faculty members who 
participate in the process of quality and accreditation. One of the elements of 
the agreement is SR10,000 for each member of the accreditation committees. 
No bonus was received for 4 years. This creates disappointment among the 
staff. (D3E2) 

The data in Table 6.3.1 reveal that the faculty members perceived Item 15 

(Knowledge of the accreditation process among faculty and administrators) as the 

second least-impactful supporting factor (the second-lowest mean score) on the 

accreditation process at both colleges, with means of 2.81 for CoE and 2.80 for CoA. 

This suggests that most faculty members at the two colleges believed that their 

knowledge of the accreditation process had a limited supporting influence on t he 

accreditation process. The phenomenon behind this perception is identical to that 

presented in Section 6.2.2 (Item 15), where low item presence led to low effect on 

the process. 

Table 6.3.1 presents the results of independent-samples t-test conducted to compare 

faculty members' perceptions of the impact of supporting factors on the accreditation 

process at the two colleges. There was a s ignificant difference (significance level 

0.008) between faculty members at both colleges in their perceptions of the impact 

of 16 (Increased understanding of the need for change among faculty and 

administrators) (significance level 0.029). This reveals that the perceived level of 

impact of this inhibiting factor on the accreditation process was not the same 

between faculty members from the two groups. 
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6.3.2 The impact of factors inhibiting the accreditation process 

Table 6.3.2 

The Analysis of Differences in Faculty Members' Perceptions of the Impact of 

Inhibiting Factors 

Survey Items 
Education 

(n=53) 
Arts 

(n=51) t-test Sig. 
M SD M SD 

 
3 

The perception of the 
accreditation process as a 
threat to your faculty 

2.55 1.186 2.25 1.055 1.326 0.188 

 
6 

Local administrative 
restrictions on how the 
accreditation process 
must be implemented 

3.26 1.095 3.25 1.036 0.044 0.965 

 
7 

Different perceptions and 
goals between academic 
members and 
administrators 

2.68 1.105 2.63 1.148 0.234 0.815 

 
9 

Faculty concerns about 
possible uses of the 
information collected 
during the accreditation 
process 

2.25 0.757 2.16 0.925 0.534 0.594 

10 
Faculty fears they will 
loss of control over the 
curriculum 

2.36 1.002 2.10 1.063 1.286 0.201 

In this table, the higher the average (mean) score the higher the impact of the 

inhibiting factor on the accreditation process. 

Table 6.3.2 s hows that faculty members at both colleges perceived Item 6 (Local 

administrative restrictions on how the accreditation process must be implemented) to 

have the highest impact inhibiting factor (the highest mean score) on the 

accreditation process, with means of 3.26 for CoE and 3.25 for CoA. This suggests 

that most faculty members considered administrative restrictions as organisational 

barriers having somewhat negative effects on the accreditation process. 

One faculty member at each the Arts and the Education Colleges believed that the 

short time limit imposed on the colleges by the university administration to complete 
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the accreditation requirements put faculty under great pressure and may have 

affected quality. The faculty members believed that these pressures may have 

adversely affect the accreditation process by reducing the opportunities for them to 

adhere to best quality practices: 

Among the problems that we faced during the accreditation process was the 
speed and urgency imposed on us  to meet the requirement. We encountered 
this problem in the time of the former administration, whereas many forms 
and documents are required in a very short time. Some of them are required to 
be finished in only one day. This contradicts the concept of quality since the 
aim should not be the accreditation itself. (D3E2) 

The same problem highlighted by another faculty member at CoE as follows: 

The first obstacle was the Arabian culture of being in a hurry to perform the 
necessary changes that are required to meet the requirements of the 
accreditation process. Sometimes it needs a long period to verify that we 
implanted the concept of quality within the college and the sections. This 
process should be carried out in a step-by-step method. What happened to us 
is that we hurried to achieve the requirements of accreditation. This was clear 
in the final year. (D1E1) 

The same faculty member added more details of how this affected their work and life. 

The faculty member pointed out that this pressure forced faculty members to work 

overtime, often until the late hours of the night, to complete the accreditation task, 

which may have negative impact on their social-life.  

The reason behind that was mainly the pressure we receive from the 
administration of the university to obtain the accreditation in a specific time, 
according to the university plan and policy. This enforced us to work in a 
faster rate than we had expected. For example, suppose that course 
specifications require a year to be accomplished; preparing, revising, and 
checking it was done in a much shorter period than that. There was a huge 
pressure on the staff members at that time to finish tasks that related to 
accreditation, such as course specifications. This forced faculty to increase 
working hours. Some coordinators were working weekends and official 
holidays. We were working until late hours at night so as to submit our 
documents before the specified deadline. (D1E1) 

Data in Table 6.3.2 show that most faculty members at CoE believed the two least-

impactful inhibiting factors (the lowest mean score) on the accreditation process 

were Item 9 and 10. Most Faculty members believed that Item 9 (Faculty concerns 
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about possible uses of the information collected during the accreditation process) had 

a small impact on the accreditation process, with means of 2.25 for CoE and 2.16 for 

CoA. Also, they believed that Item 10 (Faculty fears they will lose of control over 

the curriculum) had a small impact on the accreditation process, with means of 2.36 

for CoE and 2.10 for CoA. These results consistent with the minimal presences of 

these two items (Items 9 and 10) in the two colleges during the accreditation 

processes. 

In Table 6.3.2, an independent-samples t-test was conducted to compare faculty 

members' perceptions of the impact of inhibiting factors on the accreditation process 

at the two colleges. The table shows that there was no significant difference between 

faculty members at the two colleges in their perceptions of the impact of inhibiting 

factors on the accreditation processes. 

6.4 Summary 

Findings for the third research question suggest that there are many similarities 

between both faculties for the perceptions about the about supporting and inhibiting 

factors to the accreditation process. However, there are some differences as shown in 

Table 6.4 and Table 6.5.  The next chapter deals with the discussion of the findings 

of the study. 
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Table 6.4  

Comparative Presence and Impact of Supporting Factors to the Accreditation Process 
RESEARCH QUESTION: What were the supporting and inhibiting factors that influenced the implementation of accreditation process? 

Supporting Factors 
CoE   CoA 

Si
m

ila
rit

ie
s 

• Senior administrative support was largely present to support the accreditation process 
included the declared support for the accreditation process (M=3.98); and the sustained 
attention to the same process (M=3.94); some felt this attention included regular meetings 
with faculty and linking teaching allowance to completion of requested actions related to 
accreditation 

 
 
 
• Most faculty members considered that they have a moderate understanding of the 

accreditation process (M=2.53), although they believed that the college had held many 
workshops and training sessions during the process 

• There was government pressure and also an internal desire among the college 
administration of the importance to engage in the accreditation process to improve the 
quality of the education within the college and to distinguish the college from its 
competitors 

• Allocated budget to accreditation process had little supporting influence on the process 
(M=2.32); some participants believed it did not include the remuneration for those working 
in the field of quality which led to a lack of desire among faculty members to repeat the 
accreditation process in the future 

• Senior administrative support was largely present to support the accreditation 
process. This support included (1) publicly stated support for the process (M=3.76); 
supported in the interviews where the rector explicitly announced his support for change as 
a strategic goal of the university; and (2) the sustained attention by academic administrators 
to the accreditation process perceived (M=3.57); some interviewees believed this attention 
included daily follow-up of the accreditation process and making decisions to motivate 
faculty to participate such as dispensing with the services of foreign faculty members 
who were uncooperative in the accreditation process and excluding uncooperative 
Saudi faculty members from participation in conferences held either domestic or 
overseas  

• Most participants indicated that they have a moderate knowledge of the accreditation 
process (M=2.80), although they believed that many workshops and training sessions 
was held during the process 

• There was continuous pressure from both the Ministry of Higher Education and the 
NCAAA to obtain the accreditation. In addition, there was an internal desire from 
the college administration of the importance to obtain the accreditation to improve 
the college output and to distinguish the college from other arts colleges 

• Allocated budget to accreditation process had a small impact to support the process 
(M=2.35); some participants believed that non-payment of the incentives for those working 
in the field of quality created disappointment among the staff 

D
iff

er
en

ce
s 

• Allocated budget to accreditation process had an average presence to support the process 
(M=2.87) with significant difference (0.01) between colleges; some participants believed that 
the financial rewards for those working in the field of quality were not paid at the time 

• Sustained attention by top leaders had a large impact to implement the accreditation process 
(M=4.08) with significant difference (P=0.008); some participants believed periodic 
meetings held by vice dean for development/quality with those responsible for quality 
process at the college were supportive in overcoming difficulties in the process 

• Significant difference between colleges in impact of increased understanding of need for 
change among faculty/ administrators (P=0.029) 

• Allocated budget to accreditation process had a small presence to support the process 
(M=2.06) with significant difference (0.01) between colleges; some participants assumed 
budget allocated to accreditation process did not include remunerations for quality workers 

• Sustained attention by top leaders perceived as having a neutral impact on the accreditation 
process (M=3.37) with significant difference (P=0.008); confirmed in interview where the 
daily follow-up by the top management for the accreditation process raised levels of 
interest in the process among faculty members 

• Significant difference between colleges in impact of increased understanding of the need for 
change among faculty/administrators (P=0.029) 
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Table 6.5 

Comparative Presence and Impact of Inhibiting Factors to the Accreditation Process 
RESEARCH QUESTION: What were the supporting and inhibiting factors that influenced the implementation of accreditation process? 

Inhibiting Factors 
CoE   CoA 

Si
m

ila
rit

ie
s 

• The administrative restrictions toward the implementation of the accreditation 
process were present to average extent (M=2.91); supported in interview where 
university administration specified a short period for colleges to complete 
accreditation requirements. This inhibiting factor perceived to have neutral impact on 
accreditation process (M=3.26); confirmed in interview where one participant claimed 
that this put faculty members under great pressure and may have negative effect on 
their work/social-life 

 
• Some faculty members resisted the accreditation process, especially at the start 

of the implementation process. The possible reasons included: the paper-
workload of accreditation; the lack of financial incentives; the language of 
communication with the American accreditation team; the lack of 
documentation within the colleges; and the long-period of the accreditation 
process 
 

• Local administrative restrictions on how accreditation process must be implemented 
perceived as present to an average extent (M=2.82); confirmed in interview where 
university administration specified a short period to obtain the accreditation. This 
inhibiting factor perceived to have neutral impact on accreditation process (M=3.25); 
supported in interview where one participant stressed that this put faculty under great 
pressure and may have adversely affect the accreditation process by reducing the 
opportunities for faculty members to adhere to best quality practices  

 
• At the beginning of the accreditation process there was resistance from some 

faculty members because of the workload; the lack of financial incentives; 
language of communication; poor documentation; and the long-period of the 
process 
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CHAPTER 7: DISCUSSION AND CONCLUSIONS 

7.1 Introduction  

This study aimed to understand the change processes resulting from accreditation at 

the CoE and CoA at KSU in Saudi Arabia. To answer the research questions, the 

study employed a multiple-case research design to describe and analyse faculty 

members’ perceptions of the accreditation process at both colleges. Questionnaires, 

interviews and document analysis were the primary methods used to gather data. As 

such, the chapter discusses the information presented in the previous two chapters. 

The rest of this chapter is divided as follows.  Section 6.2 presents an overview of 

the study’s findings. Section 6.3 pr ovides a discussion of the study’s findings. 

Section 6.4 a ddresses the implications of the study. Section 6.5 pr esents the 

limitations of the study and provides suggestions for further study, and Section 6.6 

presents the conclusions.   

7.2 Overview of the findings 

This section presents the key study findings. The study identified faculty members’ 

perceptions of the accreditation processes at two KSU colleges: CoE and CoA. The 

study findings show that the CoE and CoA faculty members have similar perceptions 

about: 1) the importance of the accreditation process for their colleges, 2) the impact 

of the accreditation process on the policies and procedures at their colleges and 3) 

the supporting and inhibiting factors that influenced the implementation of the 

accreditation processes. An overview of the major findings across the case studies is 

presented in Table 7.1. 
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Table 7.1 

CoE and CoA Faculty Members’ Major Perceptions about the Accreditation Process 

Themes Findings The dominant models 
of change 

Changes as a result of 
accreditation 

The alignment of all programs and courses with the new conceptual framework for CoE and the strategic plan 
for CoA 

Teleological and  
political  models  

Designing a new assessment system for CoE and assessment plans for CoA Teleological model 

Increased the involvement of both internal and external stakeholders in the change processes  Teleological model 

Female members’ participation in the decision-making process  Cultural model 

Facilitating factors 

Strong commitment from senior leaders to support the accreditation process 
Teleological model 

Designing new organisational structures and creating a new vice dean of quality position 

Abandoning the traditional methods of teaching and embracing approaches that focus more on students Social cognition 
model 

Allocating a budget for the accreditation process 

Teleological model Formal and informal communication methods 

The internal desire of university leaders and colleges to improve the quality of the colleges’ output 

Inhibiting factors 

The short length of time required to complete some of the tasks related to accreditation  

Teleological model 
 

Increasing the faculty workload 

The lack of financial incentives 

The lack of documentation 
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7.3 Discussion of the findings  

One key feature of the teleological model of change that is relevant to this study is 

that organisational change is a purposeful and goal-driven process (Austin & 

Bartunek, 2006; Chmiel, 2008; Kezar, 2001, 2014; Van de Ven & Poole, 1995; Van 

de Ven & Sun, 2011). This was evident in this study in which both CoE and CoA 

underwent the accreditation process in order to improve the quality of their programs 

by identifying the strengths that needed to be enhanced and the weaknesses that 

needed to be improved. This goal was explicitly mentioned by faculty members, and 

it was what drove the change. Consequently, the accreditation process was 

intentional; it was not a by-product of other institutional processes nor did not evolve 

from existing processes.  

The majority of faculty members at both colleges believed that the accreditation 

process helped colleges to develop and improve their performance by provided them 

with a good opportunity to take an in-depth look at their programs, compare their 

policies and procedures to the accreditation requirements, and identify their 

programs’ strengths and weaknesses. The accreditation process could provide access 

to tools for organisational development. These findings are congruent with the views 

of Austin and Bartunek (2003) who stated that the process of organisational 

development, which is the most common type of teleological models (Van de Ven & 

Poole, 1995), begins by examining the organisation in order to identify the problems 

and determine the appropriate actions required to solve them. These findings also 

emphasise that accreditation is a purposeful process of change that can allow 

institutions to both highlight their areas of excellence and identify areas for 

improvement (Oden, 2009; Shah et al., 2011). 
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The organisational development, which is the most common type of teleological 

models as previously mentioned, emphasises the importance of an organisation's 

mission and alignment of mission, vision, values, all of which are relevant to this 

study (Burke, 2014; Kezar, 2001). The current study’s findings revealed that the 

accreditation processes helped CoE develop its conceptual framework with a new 

vision, mission, goals and philosophy to meet the requirements of the accreditation 

body. The college also outlined the core competencies expected of its students and 

graduates. In addition, all the courses were reviewed and redesigned to reflect these 

competencies. Moreover, students in the advanced programs are now assessed 

through different assessment mechanisms that included portfolio and performance 

tasks. The portfolio and performance tasks were linked to the CoE’s conceptual 

framework. For the initial programs, the study plans included early field training and 

clinical practice. Students participating in the initial programs are now required to 

engage in a r ange of activities, such as classroom observation and observation 

reports related to fieldwork that begins in the third semester.  

At CoA, the college developed its strategic plan based on its new vision, mission, 

values and key strategic goals. Furthermore, the college developed a qualification 

framework that specifies the characteristics, capabilities and desired outcomes for its 

students and graduates. All the courses were reviewed and redesigned to reflect these 

outcomes. The above findings show that, to a great extent, both CoE and CoA 

planned the change process by implementing a number of initiatives to meet the 

accreditation requirements. These findings are consistent with previous studies 

conducted by Wolff (1995), which indicated that the accreditation process might 

encourage institutions to develop insights, plan for improvement and bring about 

change. 
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One main feature of the political model of change that is significant to this study is 

that organisations have members with different values and interests, which creates 

conflict for leaders (Daft, 2010). Resolution of these differences occurs during 

organisational change (Bolman & Deal, 2013; Morgan, 2006; Van de Ven et al., 

2000). Bargaining, negotiation, persuasion and coalition-building are the key 

strategies that can be used to create change (Bolman & Deal, 2013; Kezar, 2014; 

Van de Ven & Poole, 1995). In this present study, CoE’s development of its 

conceptual framework and CoA’s development of its strategic plan can be 

considered to be processes of negotiation. Both colleges formed several committees 

to discuss and work on different aspects, such as the college’s vision, mission, goals 

and values. These committees also worked with internal and external stakeholders to 

meet their expectations and needs. At both CoE and CoA, faculty members with 

different values, beliefs, interests and perceptions worked with one another and with 

relevant outside stakeholders to settle those differing views and reach a common 

understanding about the colleges’ vision, mission, goals and values. In this study, the 

strategies used by the leaders in both colleges to cope with the possible conflict 

among stakeholders are in the line with Burke’s (2014) argument that a change agent 

needs to use effective communication to bring individuals together with a shared 

vision and encouraging their co-operation. 

Another central characteristic of the teleological model of change that fits this 

study’s findings is that change occurs because leaders and other change agents in an 

organisation see the necessity for it (Kezar, 2014; Van de Ven & Poole, 1995; Van 

de Ven & Sun, 2011). In other words, organisations decide to change, rather than 

being influenced by outside forces (Chalofsky et al., 2014). This assumption 

corresponds with this present study’s findings, in that the CoE and CoA participants 
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perceived that the main reason for seeking accreditation was the internal desire of the 

college leaders to improve the quality of their programs and graduates and, 

ultimately, enhance the college’s competitive position nationally, regionally and 

internationally. It was believed that going through the accreditation process would 

help the colleges improve the quality of their programs. The decision of senior 

leadership in both colleges to engage in the change process through accreditation is 

consistent with the literature on factors that drive the organisational change. 

According to  Bulach et al. (2008) and Lunenburg and Ornstein (2011), a sense 

within the organisation of poor performance perceived as one of the sources of 

organisational change. 

Another main feature of the teleological model of change that is relevant to this 

study is that the development process is a cycle of goal formulation, implementation, 

evaluation and modification of goals based on what the organisation was learned or 

intended by the individuals involved (Burke, 2014; Kezar, 2001, 2014; Van de Ven 

& Poole, 1995; Van de Ven et al., 2000). The findings in the present study indicate 

that each college developed a new assessment system to meet the accreditation 

requirements. CoE developed a new systematic assessment system at four-transition 

points in the program for its initial and advanced programs, and CoA developed 

systematic assessment plans that involve various direct and indirect assessments to 

gather quantitative and qualitative information about the students’ ability to address 

the required knowledge and skills. Both assessment systems are supposed to help the 

colleges effectively track the progress of their students and ensure that they are on 

track to meet expectations. Data that will be derived from the new assessment 

systems can help decision makers and faculty members at both colleges identify the 

weaknesses that need to be addressed and rethink their practices and policies. This in 
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turn, can confirm that the process of change is continuous and iterative. This finding 

echoes the work of Burke (2014), who claimed that the organisation is never static or 

stagnant. 

The role that collaboration plays in creating change is another key feature of the 

teleological model of change that is relevant to this study (Burke, 2014; Kezar & 

Eckel, 2002a). The data obtained from both CoE and CoA demonstrates that the 

accreditation processes helped faculty members from different academic departments 

work more closely together than they had been able to do be fore. Collaboration 

between male and female campuses also improved. Several co-committees consisted 

of faculty members of both genders in order to facilitate the accreditation process. 

Weick (2010) noted that one of things that make change difficult in higher education 

is that the institutional structure is loose, because each academic department and all 

the campuses work separately. This results in minimal understanding and 

interactions between the faculty members in these departments and on t hese 

campuses, which could hinder the change process.  

Moreover, the data obtained in this present study demonstrates that the accreditation 

process increased collaboration between the colleges and their relevant external 

stakeholders. This finding is consistent with Freeman (2010) who called for 

involving the external stakeholders who can affect or could potentially be affected by 

the organisation change in the change process activities along with the internal 

stakeholders throughout the organisation. For example, in developing its conceptual 

framework, CoE engaged educational partners and other stakeholders from the 

community (i.e. representatives from the Ministry of Education as well as students, 

administrators and teachers from public and private schools) in the meetings, 

workshops and lectures. Moreover, CoE collaborated with its educational partners in 
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the design, delivery and evaluation of the college’s early field training and clinical 

practices. Leaders at CoA established an advisory council, which included 

representatives from the public and private sectors, to review the college’s 

curriculum and programs and to ensure their coherence and alignment with the 

college’s mission and KSU’s mission. CoA academic departments also formed 

advisory boards that included a number of faculty members and dignitaries from the 

government as well as members of the student body and private sector stakeholders. 

The involvement of internal and external stakeholders in the change activities can be 

seen as a deliberative and conscious practice aims to benefit from the participants’ 

contributions and experiences in the discussions and learn about their concerns. 

Kezar (2014) claimed that leaders and change agents in higher education institutions 

need to involve a variety of people within the institution and relevant outside 

stakeholders are in implementing change In order to ensure the success of the change 

initiative.  

One key feature of the cultural model of change that is relevant to this study is that 

cultural change entails an organisation-wide shift in attitudes and beliefs (Schein, 

2010). The findings of this present study indicate that the accreditation process 

helped faculty members at both colleges realign and modify their assumptions, 

beliefs and behaviours with regard to the coordination and decision making 

processes between the male and female campuses. According to many faculty 

members at both colleges, coordination between male and female campuses was 

limited before the accreditation process. For example, teachers who teach the same 

courses did not have equal standards for delivering their courses and assessing their 

students’ performance. To meet the accreditation requirements, both colleges had to 

supply evidence that both campuses performed the same tasks, and had the same 
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facilities and capabilities. The interaction and coordination between faculty members 

from both campuses has now become commonplace, and they work together to 

establish and plan their courses without needing to be physically present with one 

another.  

Consequently, the course descriptions, teaching methods and assessment methods 

used on both campuses are now similar and unified. This pattern of interaction and 

coordination between male and female faculty members has also created a m ajor 

shift in the decision-making process within the colleges, abandoning the notion of 

subordination in decision-making in favour of a collaborative approach. Decisions 

are no longer made by the male campuses and circulated to the female campuses for 

action. Faculty members at both colleges believed that the decision-making process 

is now a participatory endeavour between the male and female campuses, which is 

another major change in the organisational culture at both colleges.  

Leadership commitment and support of the change process is another key strategy 

associated with the teleological model that is relevant to this study (Burke, 2014; 

Kezar & Eckel, 2002a). The support and gaidance of organisational leaders is critical 

for successful change efforts and for gaining buy-in from lower levels in an 

organisation  (Burke, 2014; Kouzes & Posner, 2006). An organisation’s senior 

management must be committed to a change, and they must convey that commitment 

throughout the organisation. Burke (2014) and Yukl (2006) argue that if the 

organisational change is large scale such as the accreditation process in this study 

where all levels were affected by it, then strong commitment from senior 

management is a requisite for successful implementation of change process. 

Insufficient buy-in and support from senior management will severely limit, if not 
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prevent, a change initiative because these leaders can secure human and financial 

resources, and focus on institutional priorities (Eckel & Kezar, 2003b).  

The findings in this present study indicate that the accreditation processes at CoE 

and CoA were facilitated by a strong commitment from senior leaders at KSU and at 

both colleges. Interviews with faculty members revealed that this commitment was 

demonstrated in four key initiatives, including the declared support from the rector, 

the daily follow-up about the accreditation process, the decision to motivate faculty 

members to participate effectively in the accreditation process, and allocating large 

sums of money to fund the process. These initiatives confirmed that leadership’s 

support of the accreditation process was not limited to the public declaration of its 

importance; it also included a commitment to take multiple steps to implement the 

needed changes. These findings reflect Alstete (2004) assertion that an institution’s 

leadership should be committed to the accreditation process, as a change process, 

and this commitment should be reflected in the organisation’s words and actions. 

Another key strategy to used create change in the the teleological model is 

restructuring or creating support structures (Burke, 2014; Kezar, 2014; Kezar & 

Eckel, 2002a). Developing structures allows organisations to be committed to the 

focus, effort, and resources that are needed to successfully implement change (Kezar 

& Eckel, 2002b; McMahon & Caret, 1997). In this present study, the findings that 

emerged from the faculty members’ responses suggest that the accreditation 

processes at CoE and CoA were facilitated by new organisational structures. Both 

colleges developed new organisational structures that consisted of only three levels. 

The dean, in the highest position in the hierarchy of each college, followed by the 

vice deans, comprise the first two levels. The committees and units that are 

supervised by each vice dean form the bottom level of the organisational structure. In 
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the organisational structures for both CoE and CoA, the posts of Vice Dean of 

Development and Quality were established to oversee the development and quality 

of the process, and to help the colleges achieve accreditation. The findings of the 

present study are consistent with the findings of the study conducted by Shah et al. 

(2011), which stated that the accreditation process acts as an impetus to change 

different activities and policies due to apprehensions about additional scrutiny and 

public reporting. 

While many of the findings from this study correlate closely to the teleological 

model of change, the reaction to cognitive dissonance is considered to be a key 

feature of the social cognition model. Individuals in an organisation reach a point of 

cognitive dissonance at which their beliefs, thoughts or values clash with their 

actions or something seems outmoded or no longer useful, and they decide to change 

(Argyris, 2009; Collins, 2005). Facilitating change is sometimes explored as a 

process of helping individuals let go of the beliefs, thoughts or values attached to 

past strategies (Levy & Merry, 1986; Morgan, 2006). The findings in this present 

study suggest that the accreditation processes motivated faculty members at both 

colleges to abandon the traditional methods of teaching that focus more on teachers 

than on s tudents. The participants highlighted that the training courses and 

workshops that they attended during the accreditation process encouraged them to 

think carefully about the practices they used in their classrooms. Eckel and Kezar 

(2003a) claimed that the sensemaking strategy plays a key role in creating 

transformational change in higher education institutions. Sensemaking is about 

changing understanding which, in turn, changes behaviours, priorities, values and 

commitments (Eckel & Kezar, 2003a). To change underlying assumptions about a 

faculty member’s role as a traditional teacher who simply lectures and then gives 
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tests, leaders at both colleges enhanced system thinking through training and 

workshops. Engaging faculty members from both genders in training sessions and 

workshops helped them construct their understanding of effective teaching methods, 

and enabled them to think about how they must change their role to facilitate student 

learning. The faculty experienced cognitive dissonance, realising that the teaching 

methods that they use in the classroom are not compatible with the standards of 

quality they seek to achieve.  

In the  teleological model of change, communication is another fundamental strategy 

that a l eader can use to engage more people to participate in the change process 

(Burke, 2014; Kezar, 2014). Communication can help leaders identify potential 

problems in the proposed change and explain misunderstandings or concerns that 

people have about the change. Moreover, it can help leaders recognise and consider 

the ideas, desires and wishes that faculty members have about the change projects 

while developing and administering changes (Antony et al., 2012; Burke, 2014). 

This might encourage faculty members to be more willing to embrace the proposed 

changes, which, in turn, affects the success of the change efforts. The data gathered 

in this present study demonstrated that formal and informal communication also 

facilitated successful implementation of the accreditation process at both colleges. 

 Examples of formal communication included regular meetings with faculty 

members and top-level college personnel, such as deans and the vice deans for 

development and quality and the heads of academic departments, in order to follow-

up on the progress of the accreditation process and to reduce faculty concerns about 

the accreditation process. Leaders at both colleges also created communication 

opportunities among faculty members by establishing joint committees that enabled 



  

196 

 

people to communicate with one another and work together to accomplish what was 

required of them for the college to achieve accreditation.  

Examples of informal communication included sending text messages and emails 

about quality and accreditation, and discussing some of the issues related to quality 

and accreditation in spontaneous meetings among faculty members. These findings 

reveal that these channels of communication effectively facilitate exchanges of 

information and experiences about quality and accreditation among faculty members. 

They also enabled the senior management at both colleges to identify the problems 

facing faculty members in various committees so they could work to resolve them. 

These findings are in accordance with Alstete (2004) who believed that the people 

who are responsible for implementing change should use different methods, 

especially in the early stages, to convince all staff members of the importance of the 

proposed changes. Moreover, findings of the present study are in agreement with 

Kiefer (2005) who argued that change is often accompanied by confusion, anxiety 

and a lack of clarity, and it is addressed by organisational transparency and 

communication. In the present study, communication enabled faculty members to 

mitigate their own anxiety by asking questions about the implications of the change 

initiative and how it a ffects them. This might increase the chances of successful 

change by generating buy-in for the accreditation process.  

Another crucial strategy which can be identified in the teleological model of change 

is to provide enough resources to encourage individuals to participant in the change 

process (Burke, 2014; Kezar, 2001, 2014 ). Those resources could include money, 

time and information (Roberts, 2008). The absence of one of these resources may 

cause faculty members to resist participating in the accreditation process. Interviews 

with faculty members at both colleges revealed that the university administration did 
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not fulfil its previous promises to reward people who participated in the accreditation 

processes at CoE and CoA if the colleges obtained international accreditation.  

The study participants believed that the lack of financial incentives could have been 

the reason why Saudi faculty members did not participate effectively as members of 

the quality committees. Furthermore, based on the analysis of the participants’ 

responses in this study, some faculty members resisted engaging in the accreditation 

process by delaying the delivery of documents related to accreditation, questioning 

the agenda behind the foreign accreditation, trying to convince the college's 

administrators that the need for accreditation was not urgent and exhibiting a lack of 

enthusiasm for participating on the accreditation committees.  

In addition, this present study’s findings reveal that faculty members at both colleges 

had an insufficient amount of time to perform some of the tasks related to 

accreditation. The administration at both colleges pressured faculty members to 

complete some of the documents in a very short time frame, sometimes in only one 

day. This increased the workload of the faculty members involved in the 

accreditation process. Moreover, these pressures had a negative impact on the lives 

of faculty members who were forced to work overtime, often into the late hours of 

the night, to complete their accreditation task. In a study of Abou-Zeid and Taha 

(2014) warn that insufficient time to fulfil the accreditation requirements was the key 

disadvantage related to the accreditation process at two Saudi universities. Oden 

(2009) noted that the implementation of this process often requires a lot of time, 

energy and labour while Wooddell (2009) and Rothermel and LaMarsh (2012) 

concluded that an individual’s participation in the process of change becomes limited 

when resources are constrained. Similarly, in this present study, it was evident that 

the lack of resources impaired the faculty members’ physical ability to participate.   
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Furthermore, the data obtained in the present study demonstrates that lack of 

documentation is another factor that hinders the successful implementation of an 

accreditation process. From the faculty members’ responses, it is evident that they 

lacked the information, data and statistics needed to implement the process. Often, 

colleges need to provide these data from a number of bodies inside and outside the 

university. At CoE and CoA, the process for obtaining the required data from the 

proper authorities was too slow and too bureaucratic. This finding echoes the work 

of C. M. Young et al. (1983), who claimed that, in addition to the overly complex 

information required for the accrediting body and the lack of training on 

accreditation expectations, the institution’s lack of documentation is a barrier to 

effective completion of the accreditation process. 

According to Cavaliere and Mayer (2012), the accreditation process is very difficult 

and stressful because it requires many activities, including planning, record-keeping 

and preparation of documents. In the present study, there was consensus among the 

faculty members from both colleges that the paper workload associated with 

accreditation was a factor that hindered the successful implementation of that 

process. As revealed in the findings of this study, faculty members viewed the 

accreditation process as placing an extra burden on staff members who were already 

busy with other duties, such as teaching and conducting research. The accreditation 

process requires the preparation and completion of many detailed reports about 

faculty members, students, programs, policies and procedures at the colleges. 

Preparation and analysis of these documents may require additional time and effort. 

In line with these perspectives, Ryhan (2013) found that the accreditation at two 

Saudi universities consumed approximately 80% of the participants’ time over the 

first year of that process.   
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In sum, it can be seen that the change processes resulting from accreditation in both 

CoE and CoA was mostly consistent with teleological model with some features 

from other models that include political, social cognition and cultural models of 

change. The study demonstrated that the accreditation process was goal driven with a 

strong focus on strategic planning. The process involved the identification of specific 

problems and through the Institutional Report of the CoE and the Self Study Report 

of the CoA, solutions were provided where change could occur. The accreditation 

process also was iterative in nature allowing continuous development and refinement 

with strong stakeholders engagement. Significantly, in this study leaders played a 

major role through effective communication and strategy building resulting in both 

collaboration and consensus by stakeholders. While the teleological model could be 

identified strongly, other areas such as recognition of different values and interests 

with some negotiations by players were evident. Some apparent conflict was 

identified which resulted positively in both policy and behaviour change. Change in 

this study also appeared in a l arge-scale shift in attitudes and beliefs. All of the 

factors are present with the proposed political, social cognition and cultural models 

of change.    

The findings of this study are consistent with some of the KSA's contextual 

considerations as raised in Chapter Two of this thesis.  One of these considerations 

was the Saudi government's quest to shift from an oil-based economy to a 

knowledge-based economy. To meet this goal, most Saudi colleges and universities 

have been encouraged to meet international accreditation standards in order to 

increase the quality of education. This study revealed that meeting the rigorous 

standards of the international accreditation bodies has made a number of positive 

impacts on va rious aspects of activities at both CoE and CoA. For example, the 
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accreditation process helped colleges under investigation to conduct self-assessment 

to identify the strengths and weaknesses of their policies and procedures.  

The accreditation process also helped both colleges to develop the core competencies 

required of their students and graduates to meet the requirements of the labour 

market. These competencies include the cognitive skills of critical thinking, problem 

solving, knowledge application and creativity; the interpersonal skills of 

communication, collaboration and leadership; and intrapersonal skills like self-

direction, motivation and learning how to learn. Moreover, all courses were reviewed 

and redesigned to reflect these competencies.  

All these changes resulting from accreditation support the Saudi government’s 

efforts to transition to the era of knowledge by providing students with the required 

skills.  

Another contextual consideration of the KSA that is supported by the findings of this 

study is the preservation of Islamic teachings and values. Although the accreditation 

standards were developed in a non-Muslim country (USA), both colleges were able 

to apply the standards in line with Islamic principles. For example, international 

accreditation standards emphasize the concepts of justice and equality between the 

two genders. The findings of this study indicate that the accreditation process has 

helped to increase collaboration between male and female campuses.  

Male and female faculty members from different academic departments are now 

working together more effectively than they had been able to do in the past. This 

collaboration is compatible with Islamic law, which prohibits public meetings 

between unrelated men and women. To enable this conversation, all of these 

meetings are held via video conferencing, which allows the female faculty members 

to see the male faculty members on screen without being observed themselves. 
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7.4 Implications of the study  

 To fully understand the complexity of change processes, more than one model of 

change can be drawn upon. Change agents need to be aware of the features of 

different models of change. This would help them to guide and influence successful 

accreditation in different contexts.  

Although the present study confirms Kezar (2001) idea that the political, social 

cognitive and cultural models of change can provide an understanding of the change 

processes in a higher education system, it goes further to suggest that the teleological 

model of change provides a greater understanding of change processes in the Saudi 

context specifically in this study. The teleological model enables a focus on t he 

leaders’ role as active agents who are able to establish and manage change 

initiatives, which is the common practice among Saudi educational institutions that 

employ the top-down approach to decision making. 

In addition, the present study revealed that the accreditation process can be a needed 

catalyst for change at a co llege. In this study, some of the changes resulting from 

accreditation were transformational in some areas while incremental in others. For 

this reason, leaders need to operate in both transformational and transactional ways 

because change requires both transformational and transactional styles.  

The findings from the present study have a number of practical implications. First, 

change processes need to be well supported by those in positions of authority. 

Successful change processes must be supported by public declaration and daily 

follow-up; they also need sufficient resources. Faculty members need to be 

encouraged and motivated to participate in the change process by providing them 

with incentives and rewards. Faculty members also need to have enough time to be 

able to reflect on their experiences in the change processes.  
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Secondly, in contexts, such as Saudi Arabian universities, where the top-down 

decision approach is used, faculty members at the bottom level of the hierarchy have 

to be part of the decision-making process for the change in order to reduce their 

resistance to the change process.  

7.5 Limitations of the study and suggestions for further study 

This study has several limitations. The most obvious limitation is that the data 

collection was confined to only the male campuses for both colleges for reason of 

data accessibility. The replication of the study at both male and female campuses 

would enable better generalisability of the study’s findings. 

The sample for the present study consisted of data obtained from 104 questionnaires 

and 10 i nterviews with faculty members at both colleges. This sample is a small 

proportion of the entire population of faculty members at CoE and CoA. Thus, this 

purposeful sampling design may not represent the general population of faculty 

members at both colleges. Consequently, research studies with a much larger sample 

size are required to ensure appropriate generalisation of this study’s findings. 

The data for the present study were collected within a short period of time (less than 

two months). Longer exposure to participants and greater access to search sites 

would enrich this study by enabling the researcher to collect more information. Some 

faculty members who had participated in the accreditation processes at both colleges 

have moved to other universities. Some of those universities were located in the 

same city (Riyadh) where this study was conducted restricting greater access to 

participants.  
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7.6 Conclusions 

The present study aimed to develop an understanding of the change processes 

resulting from accreditation in a Saudi context. To achieve this, fieldwork was 

conducted at two colleges, CoE and CoA at KSU, which had been accredited by 

international accreditation bodies. The study employed a multiple case study design 

in which questionnaires, interviews and documents were used to collect the required 

data.  

In order to address the purpose of this study, six models of change as outlined by 

Kezar (2001) were utilised as the theoretical framework for this study. These models 

are evolutionary, teleological, life cycle, political, social cognition, and cultural 

models of change. Each of these six models has a distinct set of assumptions about 

the why, what, how, and targets of change.  

The findings of this study revealed that most of respondents at both colleges had 

positive perceptions about the accreditation process. They indicated that the 

accreditation process was a worthwhile exercise, as it had forced them to examine 

their programs and policies. The evidence presented in this study also revealed the 

the accreditation process has led to improvements within both colleges including the 

development of the CoE’s conceptual framework, the CoA’s strategic plan, and the 

core proficiencies that each student in both colleges is expected to demonstrate upon 

graduation. Moreover, the process helped both colleges to develop a systematic 

assessment approach for data gathering and analysis to assess program performance. 

It also increased collaboration among male and female faculty members, increased 

female members’ participation in the decision-making process, and improved 

cooperation between the colleges and their relevant stakeholders.  
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The findings also revealed that the accreditation process in both colleges was 

facilitated by a strong leadership commitment, modifying their organisational 

structure to include the position of Vice Dean of Development and Quality who will 

be responsible for quality assurance and development procedures. Using a range of 

communication methods was also considered as an important factor that facilitated 

the implementation of the accreditation process. However, the accreditation process 

in both colleges was inhibited by a number of factors including faculty members’ 

resistance to change and identification of insufficient resources. 

The present study’s findings support Kezar’s (2001) warning about the danger of 

focusing exclusively on one model of change. Thus, this study’s findings suggest 

that change resulting from the accreditation process is a complex and 

multidimensional process that often requires various theories of change in order to 

properly understand and enable it. The teleological, political, social cognitive and 

cultural models of change would provide a greater understanding of change 

processes in the Saudi context.  

For the future implementation of the accreditation process, leaders should look to the 

change processes resulting from the accreditation process from multiple lenses and 

need to be aware of unique aspects of the four change models mentioned above. The 

aspects of these models of change could help change agents identify those factors 

that might facilitate or hinder effective implementation of the accreditation process.  

Future research studies in higher education context in Saudi Arabi could include 

broadening the sample to include faculty members from both campuses, male and 

female campuses. It also could include colleges that have been accredited from 

different Saudi universities.  
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In addition, this study draws attention to the significant impact of some aspects of the 

teleological, political, social cognition, and cultural models of change on the success 

or failure of the accreditation implementation.  

While it is evident that studies exist in Saudi Arabia in relation to change 

implementation in higher education, this study is unique in that it examines the 

change process resulting from accreditation in Saudi context using a variety of 

models of change.   
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APPENDIX A: ANZOISE’S QUESTIONNAIRE 
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APPENDIX B: REVISED QUESTIONNAIRE (ENDLISH) 
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APPENDIX C: REVISED QUESTIONNAIRE (ARABIC) 
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APPENDIX D: INTERVIEW QUESTIONS (ENDLISH) 

 Interview Questions 
 

1. Could you tell me in your own words what accreditation is? 

2. Can you outline the accreditation process that your faculty undertook? 

3. What is your role in the accreditation process? 

4. Can you give my one example of how the accreditation process has affected your 

practice? 

5. Did you feel any problems in implementing the accreditation process? Please 

explain. 

6. Can you identify where your faculty has changed as a result of implementing the 

accreditation process? Please explain. 

7. What are the factors that may have affected the implementation of the 

accreditation process? How? 

8. What were the main issues raised while conducting the accreditation process? 

9. How did your faculty overcome any barriers and obstacles of implementing the 

accreditation process? 

10. What are the benefits that your faculty gained as a result of the implementation 

of the accreditation process? 
 

• Is there anything else you would like to mention about the accreditation process? 

 

• Thank you again for your participation. 
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APPENDIX E: INTERVIEW QUESTIONS (ARABIC) 
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APPENDIX F: THE EXECUTIVE SUMMARY OF THE COE’S 
CONCEPTUAL FRAMEWORK 

The Unit's vision is to achieve educational distinction and leadership and become a 

pioneer in contributing to the establishment of a knowledge society. Its goal is to be 

a “Center of Expertise” at the regional and national levels, attaining a position 

among top international colleges of education. The mission of the Unit is to prepare 

professional educators who contribute to building a knowledge society and who are 

able to compete globally. This will be achieved through improving the Unit’s 

programs and units and by establishing a high-functioning learning community. 

Moreover, the Unit seeks to respond to the diverse needs of the society, the problems 

of the educational field, and the challenges to comprehensive development through 

presenting initiatives for educational reform. It employs knowledge, research, and 

development in the best way possible in light of the values and needs of the 

Kingdom of Saudi Arabia society and according to the academic accreditation 

criteria.  

 The Unit seeks to accomplish three general objectives which are (1) To prepare 

distinctive professional educators who are socially involved and professionally 

capable, and who engage in their continuous professional growth according to the 

values and needs of the society and the standards of academic accreditation, (2) To 

conduct distinguished research that will contribute to the accumulation of 

knowledge, advance professional practices, support educational reform efforts, and 

meet the needs of the educational field and the challenges to social and economic 

development, (3) To develop the society through contributing to educational 

initiatives, research, training, and consultation programs within the framework of a 

strategic partnership with other local and global institutions. 

The Unit philosophy is centered on the fact that learning is a form of worship that 

draws one closer to Allah. Moreover, this conviction is centered on a  well-

established Islamic principle that emphasizes that seeking education is an obligation 

of every Muslim, which implies that all individuals are able to learn and are obliged 

to continue learning. In the framework of active authentic learning, the learner’s role 

is activated, and each party seeks to improve his/her experiences and his/her 

practices positively.  
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According to the above described conviction, the Unit derives its core values from 

the Islamic education principles that emphasize the educator’s integrity and that 

highlights the ethics of the teaching and learning process and the importance of 

making use of what has been achieved by the best educational experiences and 

practices. These core values are: Life-long learning, Fairness and integrity, 

Perfection, Professionalism and Freedom.   

 The Unit aims to accomplish its vision, mission, and goals by undertaking the 

following functions: Preparing Professional Educators, Educational Research, and 

Professional Development. The Unit seeks to achieve these functions through 

effective partnership with the Faculties of Education and other governmental 

institutions and non-governmental organizations non-governmental organizations 

(NGOs), partnership between them and the institutions of global flagship, 

Functioning through Effective Partnership. 

The vision and mission of the Unit are based on a set of knowledge pillars that seeks 

to achieve the levels of learning community within the unit and in the field of 

education. These pillars are as the following:  

The knowledge society: The Colleges aims to provide its candidates with a quality 

education that prepares them to face the challenges and requirements of the society, 

thus enabling the society to produce knowledge rather than ‘just’ consume 

knowledge and contribute to building an economy based on knowledge. Among the 

College’s community, the concept is characterized by openness in collecting, 

renewing, and exchanging information and in making decisions, as well as in the 

pursuit of producing professional education knowledge, rather than only consuming 

it. Among the University’s community, the professional circles, and partnering 

schools and organizations, the concept is reflected in initiatives, research and 

development projects that are built on databases, results of scientific research, and 

generation of new knowledge. 

Learning Community: It is defined as the group of individuals who are connected 

together by common values and beliefs. They are actively involved in learning from 

one another (Goodyear et al., 2006) according to four factors: membership with the 

group, mutual influence, satisfying individual needs, and sharing historical and 

emotional bonds. Therefore, participants in the learning community should feel some 

sort of loyalty that goes beyond their group membership that makes them desire to 
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continue the work and help others. The Unit believes that this can be realized within 

the professional learning community at partnering schools and educational 

organizations through five dimensions (Hord, 1997) –shared supportive leadership, 

common values and visions, group learning and its application or what is called 

"collective creativity", suitable conditions, and in sharing experiences and individual 

practices—such that a balance would be established between the organizational 

structure on one  end and the independent functions that produced it on t he other 

(Morrissey, 2000). 

Real Active Authentic Learning: Authentic Learning is the teaching context that 

links the knowledge and skills that are taught with real-life situations and problems. 

It also refers to the assignments and activities that this approach requires. Active 

Authentic Learning is achieved within the Unit’s learning community in the 

programs and the designed practices according to learning outcomes that relate 

strongly to the expected professional practices in the field. The concept is also 

achieved within the professional community at schools and educational 

organizations through professional partnership activities which bring together faculty 

members, their assistants, and their colleagues in the field. 

Performance Based Assessment: The Unit seeks to adopt assessment methods that 

are diverse and authentic, and that help to monitor and ensure the quality of the 

preparation programs, the performance of the faculty members, and the performance 

of the Unit in general. Performance - Based Assessment refers to the use of authentic 

assessment methods in which assignments are clearly defined, with clearly described 

steps. The concept also represents an approach to the preparation process of 

professional educators according to criteria. The Unit’s learning community is 

working on us ing authentic assessment methods that can monitor and ensure the 

quality of the preparation programs. At the level of the field learning community, the 

results of the true assessment of the whole Unit’s performance and the performance 

of the Unit’s staff members and its candidates, is considered the basis upon which 

educational organizations can develop for they are learning organizations. 

Diversity: Contemporary education trends suggest the importance of schools 

responding to students’ cultural, linguistic, and ethnical diversity. The Unit responds 

to this change in student population by preparing educators able to meet all students’ 

needs through modifying its professional preparation programs so that its 



  

251 

 

professional educators can use the attitudes, knowledge, and skills that make them 

able to positively interact in this environment. In the community of learners outside 

the Unit, the concept is reflected in the Unit’s support and partnership with 

institutions that serve the gifted and talented, and those with special needs and in the 

practices of its alumni working in those institutions which reflect their belief in this 

concept. 

Reflective Practice: This concept goes back to John Dewey’s writings that argued 

for the possibility that educators’ professional growth and skills take place through 

the conversations that they have with one another about their practices. This concept 

is realized at the level of the learning community of the Unit through the faculty’s 

preparation of their academic courses according to the course description, their self-

reflection, preparation of reports, and periodical revision of teaching folders and 

candidates’ achievement folders. In addition, the concept is realized among the 

learning community in the field through the self-evaluation process that professional 

educators at schools and other educational organizations perform to identify what is 

needed for professional growth and the plans made to meet that need. 

Integrating Technology: Technology integration at the Unit is necessity; faculty’s 

approval of the vision and mission, and the concept of learning communities calls for 

the increased use of technology. Planning the instructional design of Unit’s programs 

and its activities requires high levels of integration between adopted learning 

theories, teaching strategies, evaluation methods, and the implications of the 

relationship between learning; knowledge, skills, and character; and the elements and 

resources of the educational environment.  Technology integration is evident within 

the learning community at the Unit in the teaching and learning activities that are 

based on educational research, in program management, and in professional 

development and skill improvement activities. Among the learning community 

outside the Unit, the concept is reflected in the practices of the candidates during 

field training and in forming a network of professionals that includes professors of 

education and practitioners. It is also reflected in renovation initiatives and 

consultations that the Unit provides to the national projects that aim to develop 

education in the Kingdom of Saudi Arabia. 

The Unit seeks to adopt a system of diverse and honest evaluation methods that take 

into account the methods of true evaluation both in the evaluation of institutional 



  

252 

 

performance of the Unit, or the assessment of its programs, the assessment of the 

performance of faculty members and leaders, university professionals, as well as the 

assessment of the performance of candidates enrolled in its programs. The systems 

and methods of evaluation are highlighted by a number of characteristics: continuity 

and feedback, inclusiveness and integrity, accuracy and partnership. The candidates 

in undergraduate degree programs go through five successive evaluation stages to 

ensure the quality of learning and achieve the target output level evaluation. 

In light of the Unit's vision, mission, philosophy and values, professional educators 

who are graduates of the Unit should have the following specifications: 

First, they abide by Islamic values including work ethics. 

Second, they possess skills and deep understanding of content knowledge, structure, 

basic concepts, and inquiry methods in their specialization, and contribute to make 

relevant experiences available and meaningful to the students. 

Third, they possess research skills and understand the content of research and recent 

studies on the growth of all students, and understanding its role In the development 

and learning. They also contribute to making available suitable experiences that will 

lead to students’ mental, social, physical, and emotional growth. 

Fourth, they plan and use different methods of teaching and learning in their 

specialization, that lead to their ability to help students develop critical thinking 

skills and problem solving skills. 

Fifth, they possess verbal and non-verbal communication skills, and use several 

forms of media to communicate with their students, colleagues, administration, 

parents, and the local community. 

Sixth, they understand motives, and individual and group behavior, and apply this 

understanding while creating a learning/ work environment that encourages personal 

growth, intrinsic motivation, and positive social interaction, that will lead to 

students’ engagement in active learning. 

Seventh, they use strategies for formal and informal assessment to evaluate every 

aspect of students’ growth and achievement, and are able to analyze data for 

different purposes. 

Eighth, They look forward to opportunities of self and professional improvement 

and to have flexibility in changing professional inclinations, reflecting what is 

expected from the graduate as an educator. 
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Ninth, they use technology and integrate it in their professional practices. 

Tenth, they understand individual differences among students in all physical, 

mental, and emotional aspects, and appreciate their socioeconomic and cultural 

diversity. 
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APPENDIX G: COA STUDENTS’ QUALIFICATIONS AND OUTCOMES 
FRAMEWORK 

Introduction 

A College in any Higher Education Institution in the Kingdom of Saudi Arabia has 

the responsibility towards society to produce graduates who meets the National 

Qualification Framework to be assiduous citizens and in meeting the expectations of 

societal and market needs. In meeting this basic requirement, the College of Arts of 

King Saud University has defined in the KSU – COA Strategic Plan (2010 – 2020), 

the nature of the graduates of the COA in its mission and its characteristics of its 

students and graduates as follows: 

i. The Mission Statement of the College of Arts 

The mission of the college of arts is to provide high-quality learning experiences, 

and outstanding research in humanities and social sciences underpinning Islamic and 

Arabic values. It actively fosters students’ knowledge, personal growth, creativity, 

effective communication, critical thinking, analysis, responsibility, and the ability to 

apply them in real life situation. Furthermore, it encourages partnerships, creative 

activities and services to better serve the society.   

ii. KSU – COA students and graduates competency and character outcomes 

With the defined set of KSU – COA values as enumerated in the KSU – COA 

Strategic Plan 2010 - 2020, KSU – COA seeks for a desired set of Characteristics 

and Capabilities that defines its commitment to ensuring that its students and 

graduates acquire the habits of mind and character, skills and knowledge necessary 

to function as educated and moral individuals, life-long learners, and responsible 

citizens. To these ends, KSU – COA fosters the development of the following 

characteristics and capabilities of its students and graduates: 

• Communication Capability and Capacity: KSU – COA students and 

graduates have the enduring and transferable ability to write, speak, and listen 

effectively by organizing, understanding, interpreting and expressing ideas 

clearly and appropriately; mastering standard use of written and oral 

communication; appreciating alternative forms of expression; distinguishing 
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between the medium and the message; listen, observe, interpret, and 

understand others for harmonious and peaceful resolutions. 

• Analytical and Critical Thinking: KSU – COA students and graduates have 

the capability and capacity for independent and disciplined thinking and 

creative discovery by using independent, objective, and rigorous reasoning; 

identifying and integrating the elements of a task or problem; seeking, 

organizing, assimilating, synthesizing, and using information; maintaining a 

healthy and constructive skepticism; recognizing the value of creativity, the 

limits of reason and the legitimacy of intuition to arrive at a sound and rational 

solution that contributes to development and benefits to all. 

• Problem Framing and Solving: KSU – COA students and graduates have the 

ability to analyze and solve problems individually and collaboratively by 

appreciating the complexity of problems; going beyond conventional 

assumptions; understanding parts of systems as well as the whole; recognizing 

patterns and generalizing; searching and testing solutions using analytical and 

intuitive skills; evaluating and monitoring outcomes; working effectively and 

creatively in diverse and multifarious groups. 

• Knowledge: KSU – COA students and graduates has the ability in mastering 

basic facts, concepts, and literature of the humanities, arts and sciences; 

acquiring knowledge of diverse ethical traditions and contemporary issues; 

developing competence in the use of technology, instrumentation, and research 

methods; developing expertise in a major; understanding the evolution and 

trends of that major; acquiring knowledge of developmental opportunities 

within and outside of the major through inter-disciplinary discourse. 
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• Integration and Application of Knowledge: KSU – COA students and 

graduates have the ability in recognizing and valuing the interconnectedness of 

knowledge; learning creatively from practice and experience; applying 

knowledge in innovative ways; appreciating, using, and promoting 

interdisciplinary, multidisciplinary and culturally diverse perspectives; 

fostering connections wherein knowledge serves as a b ridge to new levels of 

understanding and insight that benefits others as a whole. 

• Self-Development: KSU – COA students and graduates have a personal 

philosophy of life reflecting high ethical standards, spiritual values, and a 

commitment to service; the ability in assessing personal strengths, weaknesses, 

and potential; developing individual goals and persevering to achieve them; 

building self confidence and motivation; identifying and respecting diverse 

backgrounds and viewpoints; dealing effectively with change; recognizing and 

tolerating ambiguity; developing a well-considered personal ethic that includes 

responsibility for actions; assuming responsibility for decisions and their 

results that affects others positively. 

• Citizenship: KSU – COA students and graduates have the capacity for 

citizenship and leadership in all domains that contribute creatively to human 

well-being as an exemplary citizen and leader by participating in the local, 

national, and global, and Arabic and its diverse community; being sensitive to 

the welfare of others; appreciating Islamic values; acquiring a sense of 

personal and collective responsibility for the social and natural environment. 

• Life-long Learning: KSU – COA students and graduates have the ability of 

maintaining a sense of love of knowledge and of curiosity; appreciating and 

mastering the process of learning; recognizing that learning is a m eans of 
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fulfillment and success in one's personal and professional life; familiarity with 

and appreciation of diverse cultures; and striving for the development of 

oneself and the whole community.  
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APPENDIX H: TRANSITION POINT ASSESSMENTS INITIAL 
PROGRAMS AND ADVANCED PROGRAMS 

 
 
 
 
Appendix H unavailable due to copyright 
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APPENDIX I:  FIELD EXPERIENCES AND CLINICAL PRACTICE 
REQUIRED FOR INITIAL PROGRAMS AND ADVANCED PROGRAMS
 
 
 
 
 
Appendix I unavailable due to copyright 
 

 

Initial Programs 

Table 3.1 Field Experiences and Clinical Practice for  

Initial Programs 

Programs Field Experiences Clinical Practice 

Total 

Number of 

Hours 

• Islamic 
Studies 

• Physical 
education 
and 
Movement 
Sciences 
(Male only) 

• Art 
Education 

• Special 
Education 

(Teaching 

route) 

- Learning 

Disabilities 

For BA candidates: 
Minimum 39 hours in early 
field practices through 
courses provided by 
Curriculum and Instruction, 
and Psychology 
Departments. 
Activities that the 
candidates engage in during 
their field experiences start 
at early semesters (3-5) with 
from school visits for 
observation, moving to 
building behavioral 
objectives and preparing 
lesson plans and doing 
microteaching. During 
semesters (6-7) students do 
engaged more in working 
with schools teachers in 
their school visits.  

For BA candidates: Full 
school semester (15 to 16 
weeks = 480-560 clock 
hours) full-time student 
teaching placement, with 
full responsibility for 
instruction.  
The supervision of all 
students in teaching 
placement is provided for 
all teaching routes in the 
College of Education by 
Curriculum and 
Instruction Department. 

Minimum 39 
clock hours 
in early field 
practices, + 
480 in 
Student 
Teaching (8th 
semester) 

• Special 
Education 

(None-Teaching 

routes)  

- Mental 

Retardation 

- Autism 

Behavioral 

Disorder 

 

For BA candidates-: 
Minimum 39 hours in early 
field practices provided 
through special education 
Department, and 
Curriculum and Instruction 
Department courses. The 
practices are related to the 
route focus, including 
observation, case study and 
writing reports. 

For BA candidates: Full 
school semester (15 to 16 
week = 480-560 hours) 
full-time student clinical 
placement, with full 
responsibility for 
instruction. 

Minimum 39 
clock hours 
in early field 
practices, + 
480 in 
Student 
Teaching (8th 
semester) 

• Psychology  
(None teaching 

routes) 

For BA candidates: 
Minimum 39 hours in early 
field practices provided 
through special education 
Department, and 

For BA candidates: Full 
school semester (15 to 16 
weeks = 480-560 clock 
hours) full-time student 
clinical placement, with 

Minimum 39 
clock hours 
in early field 
practices 
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Programs Field Experiences Clinical Practice 

Total 

Number of 

Hours 

Curriculum and Instruction 
Department courses. The 
practices are related to the 
route focus, including 
observation, case study and 
writing reports. 

full responsibility for 
instruction. 

• Pre-School 
(Female only) 

Minimum 39 hours in early 
field practices 

School semester 1(7th 
semester) (180 hours), 
School semester 2 (8th 
semester) (180 hours) full-
time student teaching 
placement, with full 
responsibility for 
instruction. 

Minimum 39 
hours in 
early field 
practices, + 
480 in 
Student 
Teaching (8th 
semester) 

 

Advanced Programs. The Clinical Practice assignments are embedded in specialized 

course/s for each program. Performance Task/s are varied for each program.  

 

Table 3.2 Clinical Practice for  

Advanced Programs 

Programs 
Performance  

Tasks 

Specialized  

courses 

Psychology • Case Study 
• Clinical Report 

 - 521 PSY 

Developmental  Characteristics  and 

Problems of Childhood 

 - 547 PSY Mental Disorders (2)  

Art Education 

• Design Logos for Educational 
Institutions to  
Emphasize the Arab and Islamic 
Identity 

• Define a Field Problem and 
Design a Procedural Research 

 - 510 ARED Design and Advertizing 

 - 511 ARED Studies and Research in Art 

Education   

Special Education 
• Graduation Project 
• Building and Implementing an 

Individual Educational Plan 

 - 570 SPL Graduation Project 

 - 545 SPL Individualized Educational 

Programs   

Education 

• Action Research Design for the 
Identification and Solution of a 
Field Problem 

• Developing an Educational 
Policy and Writing a 

 - 508 ED  Seminar and Research in 

Education   
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Programs 
Performance  

Tasks 

Specialized  

courses 

Memorandum 
Physical Education and 

movement Sciences 

(Male only) 

• Teaching a Motor Skill and 
Measuring Learning Outcome 

 - 535 PHED Seminar in Motor Learning   

Educational 

Administration 
• Preparation of a Strategic Plan 
• Case Study 

 - 530 EAD Application in educational 

administration   

Educational Technology 

• Set up of a Plan for the 
Development of  Learning 
Resources Center 

• Developing teaching portfolio 
by  using technology 

 - 550 ITE Management of Learning 

- 573 ITE Emerging Technology in 

Education   

Curriculum and 

Instruction • Portfolio  - 520 Seminar in  Curriculum   
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APPENDIX J:  THE ORGANISATIONAL STRUCTURE OF THE COE 
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APPENDIX K: THE ORGANISATIONAL STRUCTURE OF COA 
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