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Abstract

The study aims to investigate the internally driven factors that should contribute to quality in the teaching process
in order to inform the current measures of teacher performance in higher education. Previous studies reported
ambivalent views and reactions towards measures of quality which raised the presumption that quality processes
were not teacher-driven but imposing. Hence, a sequential mixed study research was employed that included both
qualitative and quantitative methods of data collection. The methods are seven interviews with academic faculty
from higher education and a questionnaire which was distributed to 154. The findings of this study indicate an
average level of teachers’ perceptions towards practices of quality assurance and their impact on quality teaching.
This study recommends empowering teachers to take active part in quality teaching protocol and a model of
internally driven factors is recommended.

Keywords: Quality Measures, Teaching Quality, Evaluation of Teaching, Professional Development, Student
Evaluation Forms, Peer Evaluation

1. Introduction

Quality teaching is arguably one of the most prominent aspects of current educational policy in Higher
Education. Within the local context of Oman higher education, quality teaching is defined as follows:

The HEI [Higher Education Institution] ensures teaching enables students to fully develop as learners in
their chosen field(s) of study and to achieve the learning outcomes for their program and the HEI’s generic
graduate attributes. Quality teaching is assured through a range of mechanisms including: implementation
of defined and appropriate teaching and learning methods; the recruitment and appointment of
appropriately qualified and experienced staff; the ongoing evaluation of teaching effectiveness; and the
maintenance of appropriate staff/student ratios.” (OAAA manual, p. 35)
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According to the Oman Accreditation Authority (OAAA), quality teaching is an outcome-driven towards
achieving particular learning assets that is composed of essential elements: sound teaching and learning methods,
qualified teaching staff, monitoring_systems and suitable teacher/student ratio. Of particular interest is ensuring
‘teaching effectiveness’. This merits further discussion in the light of the dynamic and ever-changing cultural
forces that may impact education with particular emphasis on the notion that teaching practices always change, as
Biggs (2001) acknowledges. Hence, quality teaching and effectiveness of teaching need to be situated within the
relevant cultural context.

Within the cultural context in Oman higher education (HE), the quality assurance movement has been initiated for
the purpose of developing quality education. The Oman Accreditation Council was established in 2001 by a royal
decree which was superseded by the Oman Academic Accreditation Authority (OAAA) in 2010 (Carroll et al.,
2009). The OAAA has sought to promote a culture of quality across all the higher education institutions in Oman.
It is the accountable unit for setting the general quality framework to be attained by HEIs in Oman, monitoring
and evaluating their performance (OAAA, 2020). The process of supervision of Omani HE is indeed crucial to
their permanence whereby all undergo an institutional accreditation and academic programs accreditation in a two-
stage process, namely quality audit report and standards assessment outcomes. The result of which is made
available to the public in the QAAA official website (Carroll et al., 2009).

Cognizant of the need to nurture a culture of quality that include teachers, Hénard (2010) classifies quality teaching
endeavours in the OECD institutional management HE project into three interrelated levels: institutional (system,
policies, designs, and plans), programme (department or school content and subjects), and individual (initiatives
to support teachers). He describes those quality teaching endeavours as diverse and engendering effective quality
teaching as long as they are followed up at the departmental level. In Oman at Sultan Qaboos University, Al
Barwani and Osman (2010) report a successful model for teachers’ engagement in quality improvement at the
course level the teachers were teaching as part of the sustainable curricula development. A similar initiative is
reported by Huson (2015) in GUtech at Oman HE wherein the students were included in evaluating programmes
in order to inform institution-wide decision making. Huson described the process as an attempt to achieve better
teaching and learning quality experiences. Overall, it appears that efforts to forge an interrelationship between the
three levels of quality teaching endeavours indeed exist locally at Oman.

By and large, there are four components of teaching quality in HE, namely teachers’ perceptions of teaching,
alignment of learning outcomes, monitoring mechanisms on teaching, and professional development (Biggs,
2001). First, teachers’ perceptions of teaching is acknowledged as impacting students’ performance and
achievement (Abu and Olatundun, 2007). How teachers actually interpret teaching is apparent in the way of
teaching (Akerlind, 2004), organization of content and choice of assessment tasks (Zerihun, Beishuizen and Os,
2011). Second, a bird’s-eye view on learning outcomes, that have already been institutionally approved, are set in
a plan (Schoenfeld, 1998). However, achieving the learning outcome is also a shared responsibility among
teachers and students. As Biggs (2003) affirmed, learning is championed by students. Third, constantly reviewing
the current practices is essential (Biggs, 2001). Certainly, a review mechanism should place teachers at the heart
of the process of evaluating their own teaching practices. Parallel to self evaluation is peer review which may lead
to positive sharing of good practices if perceived with positive attitudes (Lomas and Nicholls, 2005). Furthermore,
students evaluation forms is another measure that is widely used in higher education institutions (Goos and
Salmons, 2016). This tool was positively correlated with peer review and self-evaluation through a large-scale
study (Goos and Salmons, 2016). Fourth, professional development (PD), arguably, contributes to promoting
quality in teaching practices (Hammond, 1997, Biggs, 2001). PD is conditioned with well-structuredness
(Hammond, 1997) and provision of incentives (Hutchings 1994 as cited in Lomas and Nicholls, 2005) such as
promotion.

Notwithstanding the importance of the four above-mentioned elements of quality teaching, the concept has failed
to sufficiently take into consideration how professional ‘growth’ of teachers through quality assurance practices
can be demonstrated from the empirical studies. Hénard (2010: 5) reports in the OECD institutional management
HE project review a concern related to “the impacts of quality teaching on teaching, research and institutional
quality culture”. Contrary to the link assumed by Tavares et al. (2017: 1294 ) that “[i]nternal quality assurance is
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expected to improve the institutions’ core missions: teaching and learning, research and activities related to
community engagement”, Anderson’s (2006) study shows the negative impact of quality on teaching. His study
draws on a case study conducted by interviewing 30 academics from 10 Australian universities, concluding that
there is a clash between how quality assurance operates and teachers’ academic trajectory. This exposes the need
for a mutually agreed mechanism aimed at redressing staff resistance to QA processes. His study participants
objected to staff appraisal as it constitutes a surveillance tool for their work and “impugned their own sense of
professionalism” (p.167). Staff appraisal also caused ambivalent feelings such as anxiety and stress. With regards
to students evaluation of the course, it was found that students are “privileged” and treated as “client, consumer,
or customer” which turns the table of the existing relationship between a teacher and student in the classroom.
Moreover, the study participants queried how well-prepared the students were to be able to judge some aspects of
teaching. Similarly, Tavares et al. (2017) conducted a study to examine the perception of Portuguese academics
of the impact of QA on teaching and learning. The study revealed negative perceptions among Portuguese
academics due to the non-academic tasks that teachers should complete which leave less time for their main
teaching tasks. Huusko and Ursin (2010) stated that QA can lead to bureaucracy which might threaten academic
freedom. It is apparent that several studies have characterized actual quality teaching policy as imposed outwardly
from the institution, resulting in it being considered as a burden.

Hence, the impetus of the current study is to shift the narrative so that quality teaching becomes teacher-driven
and built upon consensus. It intends to move beyond the existing body of studies which showed that the processes
were driven by assumption that teaching is managed externally through student evaluation, peer observation and
line managers. Indeed, the existing research papers investigated the status of quality as merely top-down procedure
such as Anderson (2006), Scott and Scott (2016), and Tavares et al. (2017); hence, running the danger of
overreliance on measures to monitor rather than reinforcing teachers’ professional growth. With a view to avoiding
these pitfalls, the present paper aims to investigate internal uptake by teachers of quality teaching elements. The
contribution of this study to knowledge is to form a questionnaire from the introspective insights of the teachers
that will support constructing a thorough model for sustaining teacher development as part of quality teaching.
The model is based fundamentally on teacher awareness, teacher self evaluation and reflection, continuous
development, and top-down monitoring -- the fundamental concepts that are addressed by Schoenfeld (1998),
Biggs (2001), Abu and Olatundun (2007), and Goos and Salmons (2016). Hence, the question of the active intrinsic
role of teachers in quality teaching remains to be investigated.

2. Methodology

This study aims to investigate the impact of the manner teachers engage with the current quality teaching measures
on their own teaching profession in order to develop a framework for sustaining quality teaching. Hence, the
research question is: What are the effective internal factors for teaching quality? The sub-questions are:

1.  What is the impact of the current evaluation measures for teaching quality on the teaching profession?

2. What are the personal practices of teachers to ensure teaching quality

3. What are the challenges for teaching quality as practised in the Omani context?

The methodology of this study is a sequential mixed methods design that included two stages: qualitative data
collection (via interviews) then analysis of the data that fed into the second stage which is quantitative data
collection (via a questionnaire). All sub-questions will be directly investigated in the two stages. However, the
second stage will attempt to verify the interview findings at large. The process of data collection lasted for six
months. Data of both qualitative and qualitative methods are triangulated for validity.

2.1 Sampling

There have been two means for sampling: purposive and random. The purposive sampling is utilized in the first
stage of the qualitative data collection for the interviews that included seven practitioners who are academic staff
and were involved in the process of quality assurance in order to give introspective insights based on their
background in the field. The selection of those practitioners was due to their involvement in quality assurance
procedures at their institution. The second sampling is a random one used for distributing the questionnaire at three
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institutions in Oman higher education. The response rate was initially low and was repeated so that it eventually
received 154 responses from faculty members of multiple nationalities, different professional backgrounds, and
different academic departments, i.e. Departments of English, Math, Science, and Biology, Department of Business
and Department of IT, and Department of Engineering.

2.2 Instruments

The study instruments are two: face-to-face individual interviews and a questionnaire. First, the interview
questions were developed in line with the main themes discussed in the review of literature, particularly concepts
of evaluating teaching and their impact on teaching quality. The interviews lasted 30 minutes to one hour, see
Appendix 1. Based on the themes and sub-themes emerging from the interview data, the questionnaire items were
written as statements or sub-statements, related to teachers’ involvement with monitoring systems, professional
development, teaching style, and context of teaching. The questionnaire was administered online via Google doc,
and responses were automatically collected.

2.3 Analysis

Two means of analysis were employed. Data elicited from the interviews were analysed qualitatively via Nvivo
for thematic coding whilst the questionnaires were directly analysed for frequency in Google Forms and data are
reported in percentages. The resulting categories of the interviews were inventoried in a questionnaire as sub-
statements to be checked, see Appendix 2. For the analyses of checkpoint statements, the responses for each were
considered as either yes if ticked or no if unticked.

3. Results and Discussion

The thematic analysis of the qualitative data in the first stage resulted in 27 themes. These are written in the
questionnaire checkbox as statements or sub statements. Hence, this section presents each qualitative theme, yet
with the quantitative frequency.

This section is organised into five main sub-sections: moral and financial support for developing and supporting
course contents, teaching context and environment, nature of teacher-student interaction with text, active role of
teacher in monitoring their own performance, and alignment to institutional vision, mission and values. Each code
will be discussed below with reference to the questionnaire data.

3.1 Support on Course-level

With regards to implementing quality improvements of the courses, the qualitative interviews revealed five themes
that highlight the need for practices in key areas where teachers should feel empowered to enact change at the
course level, namely: teachers voice, adequate resources, continuous upgrading of teaching methods, content-

assessment alignment and peer involvement in course teaching, see Table 1.

Table 1. Quality improvements on courses

Items N Mean Std. Deviation
My voice regarding 154 .3896 48925
courses is heard

The course is adequately 154 3377 47446
resourced

I am requested to update 154 3506 47873

teaching methods
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I am asked to align 154 .5844 49443
content with assessment

There is positive peer 154 .3896 48925
support on the course

The courses are not adequately resourced as it is low at mean (0.33), while other aspects are at medium level
(ranging between mean = 0.35 to 0.58). This indicates better systematic structure is needed for inducing quality
improvements in the courses. The National Commission on Teaching and America's Future asserted the need of
teacher support and preparation (Hammond, 1997). To counter this, Biggs (2001) urges institutions to provide
incentives and support structures for teachers to enhance their teaching and involve them in QA processes.

Table 2. Work environment that support quality teaching

Descriptive Statistics N Mean Std. Deviation
% of teachers share materials 154 4221 49550
Evenly distributed responsibilities 154 .3442 47664

% of teachers take part in initiatives 154 .3442 47664

% of teachers take part in mandatory department 154 .6364 48262
activities

Positive climate in department 154 4545 49955

None of above 154 2013 40228

Regarding the work environment, the qualitative interviews revealed five themes as indicated in Table 2. The
statistical analysis shows there is a medium-level mean for the work environment. Work environment in higher
education is widely acknowledged to be important to productivity; for instance, Elci and Alpkan (2009) found that
“team interest, social responsibility, and principled climates™ have a positive correlation with staff satisfaction (as
cited in Narayanana et al. 2012, p. 24). Furthermore, in a study conducted in Oman, a strong correlation was found
between work environment and teacher performance, i.e effective teaching (Narayanana et al. 2012), suggesting
that more teacher involvement is required. Findings on the work environment suggest a greater need to share good
practice on teaching style.

3.2 Teaching Style

Table 3. Teaching Style

Variable/Descriptive Statistics N Mean Std. Deviation
PowerPoint presentations 154 .0260 15958
Student presentation 154 2922 45626
Hands on task 154 4156 49443
Critical thinking 154 5714 49649
Q & A style 154 4286 49649
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Contextualise learning content 154 5325 .50057

Mixture 154 6234 48612

With regards to teaching style, there are varied styles as can be noted in Table 3. The statistical mean analysis is
at a medium level for hands on task (at 0.4); it is slightly higher for involving critical thinking skills (at 0.57),
contextualising learning to real life of the learners at 0.53 score, and slightly higher medium (0.62) for the use of
mixture of teaching styles. Despite a variety of teaching styles, Akerlind (2004) explicates that the main roles
assumed by teachers are either knowledge transmission or supporting understanding, whatever different teaching
styles are used.

3.3 Alignment of learning outcome

Table 4. Achievement of learning Objectives (LO)

Descriptive Statistics N Mean Std. Deviation
Monitoring LO 154 .5909 49327
Adhering to course description 154 .5909 49327
Aligning exam with LO 154 5130 .50146
Coordinator checking LO alignment 154 4870 50146

GA monitoring 154 3571 48072

None of above, unneeded 154 .1039 30612

Not of above, not teachers 150 .0533 22545
responsibility

With regards to aligning teaching with learning outcomes, there appears to be relatively good practice in teaching,
assessment and monitoring at medium level ranging from 0.3 to 59. This finding chimes with Saunders and
Saunders (1993) who stated that learning outcomes are considered as a judgmental factor for quality teaching (as
cited in Roger, 1993). Boore (1993) also argued that achieving quality would be facilitated if teachers select
appropriate teaching methods that would support achieving the learning outcomes (as cited in Roger, 1993).

3.4 Self monitoring of performance
As part of the QA process in the institution, different assessment tools were shouldered to monitor teachers’
performance, among which are teacher self-evaluation form, peer evaluation, student evaluation form and staff

appraisal form, see Table 5.

Table 5. Types of evaluation for teacher development

Descriptive Statistics N Mean Std. Deviation
teacher self evaluation 154 2857 45323
peer_evaluation 154 .1494 35760
student_feedback 154. 4481 49892
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staff appraisal 154 2792 45008

none_have impact 154 3701 48441

When the participants were asked whether they take different feedback forms seriously to improve their teaching,
the results show: teacher self-evaluation form (low mean at 0.2), peer evaluation (low mean at 0.14), student
evaluation form (medium at 0.4) and staff appraisal form ( low at 0.2). This low uptake contradicts expected
outcomes as self-evaluation is considered at the ‘heart’ of quality enhancement (Wilkinson, 2003, pp. 23940 as
cited Jacobs and Toits, 20006). It is obvious that teachers care relatively more about their students’ feedback than
other forms of feedback. Peer evaluation seems less popular among teachers which might be justified in light of
improper schemes and negative attitudes where staff might not appreciate such feedback (Lomas & Nicholls,
2005). Strikingly, a relatively medium mean figure (at about 0.37) among participants points to a lack of value or
willingness to accommodate the given feedback, which might be attributed to receiving them at the end of the
year.

Table 6. Impact of student feedback in improving quality teaching

Descriptive Statistics N Mean Std. Deviation
Student feedback is effective. 154 .6104 1.61007
Student feedback is constructive. 154 .6558 1.76153
Student feedback is inappropriately conducted. 154 3247 46978

It is invalid as students do not care to give valid 154 .6364 1.76316
feedback.

It is conducted for administrative purposes. 154 4481 49892
Timing of obtaining feedback should be earlier than 154 3766 48612

the end of semester.

It should be excluded from teacher appraisal 154 .5260 .50095
protocol.
It should be locally managed. 151 4901 50156

With regards to employing students' feedback on teaching, there is a relatively medium level for the quality of
student feedback as the means are medium for effectiveness and constructiveness of student feedback on teaching.
Yet, student feedback was reported as also problematic with several constraints highlighted in terms of how it was
written and delivered regarding inappropriately conducted, invalid and decentralised (at medium levels. To
address these constraints, Chen & Hoshower (2003) asserted that student evaluation surveys should be designed
so that students feel that they provide meaningful feedback to their teachers so that students feel that they provide
meaningful feedback to their teachers (as cited in Anderson, 2006). Therefore, teachers are likely to be well-placed
to improve the design of surveys for collecting student feedback on quality teaching.
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3.5 Teacher quality-related practices

Table 7. Teacher role in quality teaching

Descriptive Statistics N Mean Std. Deviation
Apply QA concepts in profession 154 5779 49550
Follow institutional policies 154 4740 .50095
Benchmark teaching with colleagues 154 .5000 .50163
Carry critical self reflection 154 4481 49892
None of above, there is not enough time 154 0714 25838
None of above, unnecessary 154 .1039 30612

When teachers were asked about the impact of quality assurance initiatives on their own practices (see Table 7),
teachers perceived these at a medium level ranging from 0.44 to 0.57. This shows that teachers have good drive
and uptake for quality teaching which can be better utilised for taking positive control of their own approaches for
quality teaching. This result supports Jones and Saram’s (2006) argument that teachers’ attitude towards quality
activities can be heightened by staff empowerment and embracing the quality culture. When this is not the case,
Mcinnis (2000) argues that teachers may feel that stakeholders are not concerned about the everyday practices,

which might hinder their teaching.

3.6 Initiatives of PD

PD initiatives are divided into three main categories: local and international workshops and conferences, relevance
and usefulness of college-level initiatives, and research undertaken as part of personal PD, see Table 8.

Table 8. Professional development impact on quality teaching

Descriptive Statistics N Mean Std.
Deviation

Attending local PD workshops/conferences 154 .6688 47217
Attending international PD workshops/ conferences 154 4286 49649
Personally paying for local conferences 154 5195 50125
Personally paying for international conferences 154 3766 48612
None of above 154 .0260 15958
College workshops are linked to quality teaching 154 3182 46729
They helped understand teaching requirements. 154 3182 46729
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They better changed my teaching practices. 1+-54 2532 43629
They elevated my teaching standards. 154 2987 45918
They were practical and contextual. 154 .3442 47664
They highly contributed to quality teaching. 154 2468 43253
They were not useful. 154 2597 43992
I conducted research paper for developing teacher 154 5519 49892
identity

I conducted a research paper for annual appraisal. 154 5974 49202
I conducted a research paper to develop my teaching 154 4545 49955
quality.

I conducted a research paper to achieve institutional 154 2468 43253

VMV (vision, mission, values)

Nothing of the above 154 .0260 15958

At the conferences and workshop level, medium mean level is associated with attendance both locally (0.66),
internationally (0.42), personal funding both locally (mean = 0.5) and internationally (mean =0.37). However, the
level of the impact of the college-level PD initiatives on teaching quality was reported at low mean. Those college
PD initiatives did not change teaching practices, elevated teaching standards, or improve quality teaching. With
regards to conducting research papers, it was linked higher with personal development and appraisal at medium
means (0.55 and 0.59 respectively), than with the institutional orientation (low mean at 0.24). It is worthwhile to
cite Imrie (1998) who discussed various studies which showed that PD was a weak point in many higher education
institutions as academics are not provided with training to practise their core tasks. Thus, Hammod (1997) rightly
argued that the kind and quality of PD activities really matter and the PD activities which are related to the
curriculum are more likely to report reform practices.

Overall, the results show that there are positive perceptions towards concepts of quality assurance in the area of
teaching quality, yet low impact regarding internal processes of the main parameters of teaching quality, namely;
monitoring, teaching content and achieving learning outcomes, and PD activities. This may be attributed to
classifying or branding quality practices as quality-related not relating to teachers’ duties.

4. Recommendations

The present study urges a conceptual reconfiguration of quality teaching towards a more teacher-oriented approach
via the teachers themselves as active agents. Hence, teachers are not only the prime factor (Biggs, 2001), but —
more importantly — actively shape the process and outcomes in quality teaching measures. In this way, the desired
professional growth can be achieved through the different PD activities, reflection, monitoring, and informed
teaching style (see Figure 1).
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Figurel. Model of internally driven teaching quality

As depicted in Figure 1, factors related to quality teaching should be driven by the teachers themselves. Hence, all
elements perceived by top management to be part of quality teaching such as forms of feedback, PD, and updated
teaching methodologies, should be addressed and evaluated internally by the teacher prior to any endeavour for
institution-wide evaluation. Teachers, as shown in this study, have higher ability and aptitude to take part in the
quality processes, particularly for self development. Yet, different studies show their dissatisfaction with the top-
down processes and management for controlling quality teaching (Anderson, 2006; Huusko and Ursin, 2010; and
Tavares et al., 2017). In line with Archibald et al. (2011) who put forward active teacher learning as a key principle
of effective PD, this study reveals the importance of giving greater emphasis to teachers in taking part in their
own professional growth. Hence, placing all different forms of feedback at the centre of teacher reflection would
improve the teacher learning. Concurrently, other forms of evaluation that are conducted externally such as
through students and line managers should undergo personal evaluation in order to assess their impact regarding
teaching quality. Hoban (2010) demonstrated that teachers were able to identify different teaching practices when
screening recorded interviews of students' feedback, which is confirmed in this study. Effectively embedding peer
evaluation can also provide teachers with valuable guidance and support to enhance quality teaching (Lomas &
Nicholls, 2005). This monitoring performance system should not be an end by itself but should provide the needed
input for further professional development activities, facilitating teacher empowerment. Hence, the external
evaluation of teaching quality should be on the progress made via different forms, not as currently practised via
forms. Indeed the shift would be from evaluation per se to the inherent concept of teaching, as argued by Biggs
(2001), as a growing profession.

5. Conclusion

Overall, the present study attempted to explore the teacher-related factors that drive teaching quality in the Omani
context. Previous studies exhibited a high rate of teacher dissatisfaction towards multiple monitoring methods
which were conducted externally by the institution. As a result, ambivalent reactions towards quality teaching
were seen. The present study focused on teachers’ introspective interpretations of quality assurance. The analysis
of the results showed that there is no significant impact of the followed QA measures on quality teaching. It also
indicates that teachers are not satisfied with the top-down mechanism and would prefer to be more involved in the
evaluation process. The evaluation forms have to be processed by the teacher internally who would decide and
prioritise any professional development activity to undertake. Furthermore, the present study proposes a model
that depicts several quality teaching elements which need to be given prominence and also linked in well-defined
stages as currently each form stands alone. The current study is preliminary to future studies that empower teachers
to determine their own quality teaching needs and develop their own profession accordingly. Our present study
has some limitations including its focus on the current ractices in Rustaq College which might make it difficult to
be generalised to other contexts. Also, the themes for the survey might not be comprehensive as they came solely
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from academic staff without injecting the voice of decision makers. However, the analysis of the results did not
show any significant differences with what is mentioned in the literature as it clearly indicates that the QA
procedures do not have a clear impact on the quality of teaching. It also devalues the use of top-down strategy on
teacher evaluation which imposes changes on teachers, whilst acknowledging the high value of bottom-up
strategies which meaningfully engage teachers.
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Appendix: 1 Semi structured Interview Questions

1- Please state your professional background.

2- Are you familiar with teaching quality?

3- What forms of feedback does your institution use for evaluating teaching quality? (prompts: students’ survey?
Any other?)

4- Do you use these feedback forms to reflect on your teaching? How

5- In what manner have Quality Assurance practices had an impact on you as a teacher?

6- Can you describe your teaching methods? How do you aim for supporting learners' learning process?

7- What role do you play in designing, updating, or achieving course objectives/ graduate attributes?

8- What professional development activities have you undertaken locally, internationally?

Appendix 2: Questionnaire

Teachers' roles in Enhancing Quality Teaching il 83 52 (st (8 Cpalaall ) 53l

We are currently conducting a study on the roles and responsibilities of teachers in ensuring that teaching
responds to Quality Assurance standards and processes. The questionnaire will take you approximately 15
minutes. Your responses will be kept confidential and used for research purposes only.

lia 2l 30 gl laca Cililee 5 pulbaal Al (s 531 53 g (s 8 Cpalaall g hana s )5l Jgm Al 53 sy ¢ il 0
Laib Caa ) ol e Y Lgaladiind 5 4 puw lilla) Alelee Ao LS 4883 10 5 5lati Y 30 (L) 138

Section 1:

Do you grant us your kind permission to anonymously use your answers to the questions below for research
purposes?
93 s Alay Canll (al pe Y ALY o38 ALY Slilla) aladinl e 385 Ja

B Yes a2
bNoY

You are: il Ja

B an Omani male staff member Jlee anlS]

B an Omani female staff member 4xlec 43S

B an expat male staff member e e S|
b an expat female staff member il e LualS

You have been working in this College for..
o LKl oda 8 ellee 300

B 0-2 years Y-+ 4w

B 2-4 years £-Y 4

B 4-8 years A-§ 4

B more than 8 years < s A (o |

Please, write your email for further contact (optional) s_bia)- Eay elas Jual sill Ua ellay) ii€) Ladal

Section 2: Perceptions of the QA-teaching relationship ad=ills 33 sal) Glana 482l jlaidea
We would like to know whether QA processes and procedures have a profound impact on teaching in HEIs in
the Sultanate. Olee Aikalay Mall aalaill s 5o (8 el o pilie il 3 sall lava Clleal ClS 13) 4 jaay 2 s

2.1 The QA process in my College has had an impact on my teaching. As a result of it, ... 835l Jlaa dlac
5 ok e B L ) sl e
[check all boxes that apply]
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B my voice (opinion) has been heard regarding the needs of my courses and students. & sawe gl IS il
Ul 5 4w 3l 53l i) laliialy (3l

B my course has been adequately resourced (e.g. in terms of materials, hours, internet access, etc.) s &
i ST 1 g1 Rl e L Apaslad 2 sa (po Aol alemally 4w 3l (531 il

B I have been requested to update my teaching methods on a regular basis. (o3 3b Cuaat e llll &5 48 Hhay
b paliese

B I have been asked to consider the course learning objectives in teaching and exams. (s JS 4l 34 e llall &
Dl alaal aa a paill g il Lssy)

B I have had positive peer support with regards to creating materials and delivering my courses. sailud (IS 3l
8 o a8l el B S35

8B Other, please specify

2.2 1 take feedback forms seriously in order to improve teaching, especially the following forms: 4l 32 Ul
oA oo suiall 43l 5kl aal (g cm il (et dal e daag daal )
[check all boxes that apply]

B Teacher Self-Evaluation form (513! auill 3 jlaiul

B Peer Evaluation form Jse 3 aui 3 jLaiul

B Student Evaluation surveys __iall apéil SUall A3l

B Staff Appraisal form bl J sl (1o o 5 jlainl

B none of the above have impacted the way I teach (e.g. because I only receive feedback at the end of the
year). Al )l Al 3l e apdll abind Y ol i) Cacal) Jals il &8e 5 jlail (Y

8B Other, please specify

2.3 Since we started concentrating on QA, ... 33520 Jlaa alay A 4K Jae ¢y Jia
[check all boxes that apply]

B two-thirds of the teachers have generally been willing to share their teaching materials with colleagues.
el ) ae Lpaladll o) gall A8 HLiia 8 (i slacia | S (s jaall A (ga S

B the work has generally been well organized, and duties are distributed fairly and equitably among all the
staff. 31 sloalls algall i i g alata anadll 8 Jaal)

B two-thirds of the staff members have generally volunteered to organize and facilitate different types of
initiatives. 4e siie < jalae aalatil o ol CpaandlSY) B Ly i

B two-thirds of the staff members have participated in all mandatory departmental activities (e.g. the
compulsory monthly meetings of the Department Council) & ks aull ddadil i 158 LS CuaslSY) G5 ) s
) Cile Laials

B the work climate at the Department has generally been positive because two-thirds of the staff seem to have
fully embraced their role and duties as educators and academics. i) Ao Jomy peall Sus om jo ansd (8 Jaall a0
REDERTIRON

B none of the above seems to have been happening. o3ef 5 sS3al (e (al

8B Other, please specify

2.4 Teachers' teaching style can both contribute to and hinder the provision of qualitatively-good educational
services at my Department. In my case, I would describe my teaching style since the start of our QA activities
as follows. I3 Gaay of (K ;i o oalall andll 4o gl S dpadad Ciledd w8 Gpalaall G X0 bl agan of (S
Sl sl e Ll 83 sall laa ddaal ey dia o Galad) syl ghad Caal o a5l ¢ s 3,

[check all boxes that apply]

8 | have taught my course mostly by using PowerPoint Presentations and lecturing based on them.
o3l 83 ol sl g iy g ) sl (g e ansial )
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B I have allowed my students to choose some of the course materials and to prepare presentations about them.
peSka 3l Leanai g dpalall 3ol (ga ¢ 3o JLER) (5 (ge uilla

B I have taught mostly interactively, and students have appropriated new knowledge or skills by means of
hands-on tasks. (slesd) cu il Calal) alaty Gy el G luly ca o

B I have tried to trigger critical thinking by asking challenging questions and including discussions in the
classroom. 4d8liall allati A 1 50) 31 sk e Asalad) 3ol L gaiil) HuSall ) )l s S8

B I have mostly taught on the basis of questions and answers (the Socratic method). il & (il Cudd
k) el 45 Hhall) &y a1 5 Al il e

8B I have mostly guided my students through the textbook, linking it to concrete examples from real life
(especially schools), and helped them to summarize and take notes in class. Ul sl Apalall salal) day ;2
Gilaa Sl 34 5 and Wl O jleay Aiae Lisa g Al

B I mix all of above methods depending on needs and levels of students e siiall a3l (3 yla (e g 3o Caaddinl
ode s ) Kiall

8B Other, please specify

Section 3: Monitoring performance ¢2¥) (s 5 Jasa
We would like to know to what extent QA-related activities have impacted teachers' performance. 48 e & 5
ool elal e 33 gall laca dlee iils (saa

3.1 The QA process has impacted my work as a teacher as follows: [check all boxes that apply]
A il e e Jlee e 33 all o dulee < 5

B being aware of the need to monitor, analyze, and revise
aad yall 5 Jalaill g syl alall @l 3l Canal

8 no much change - neither for the better or worse

JB o Jeadd ud - il an Y

B frustration due to QA duties taken me away from teaching
ol e Ty (3331 52 gl lada i 5 s LlaY)

B extra committees at college level

B (5 sina e AgLaY) Glall

8B doing someone else's work

A (et dasy oLl

B little or no time left to keep my teaching up-to-date

Gane et 8Y Sy (e By ol ol gl 0 QA (5 g B0

8B no improvements as results of the QA process

33 gall lana daleal Aot Clivat aa 3 Y

B different parts of our College are not in sync

les Dol (g8 A e Cannd LIS (30 Adlide ) 3o

8B Other, please specify

3.2 Students' feedback is a key component in the QA process. It (is): [check all boxes that apply]
il 33 gall lacadilae (o) ()58 o8 O CillasDle

8B done in an efficient and effective way.

Allad 5 Allad 44y oy

B constructive and used to improve my teaching.

.w‘)ﬁ u;zu;ﬁ eiﬁuﬁj el

8B but not done appropriately.

Salia g8y oy ol (81 el 3

B invalid, as students are not interested in quality education.
M‘EJ}HM\M‘T‘M‘O‘Y‘@L‘)&.‘

8B done for administrative purposes only.

i 4 )1 () 2 Y aiy

B should be done earlier than at the end of the semester.
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el W daadll Ales (e Bl S5 G Lgran oy

8B should not be part of appraisal protocol.

il) IS 555 0 e 0sS Of aan Y

B needs to be managed locally, not at the Ministry.
30105l (A omls ¢ Bl el g

B Other, please add

3.3 I play role in quality teaching by L (i 335 (& 53 Caall [check all boxes that apply]

B applying concepts of QA 3252l Jlaca aumlic Gk

B applying all institutional procedures, policies, Vision, Mission, Values s sall Sluluadl g Sle) 2 gaen Gadas
Lagall 435 ) a5 o

B keeping myself abreast of the latest teaching approaches (il cullul Gaal 4] 50

B benchmarking my current teaching with a peer o) _3Y) as sl ooy )35 Gl

B checking my teaching effectiveness through critical self evaluation S audill JMA G (om0 Alled (e (331
il

B non, I don't have time <5 gl (udd ¢ ¥

B none, I don't need this. 13 ) dalsy cud e g 5 Y,

8B Other, please specify

3.4 Goals and learning objectives of the course that I teach are achieved through.. ‘ ‘
[check all boxes that apply] .. J3& (e L i a g8l (1 3 ) sall parlail) Calaa V) 5 CalaaY) (Gas oy

B monitoring learning objectives weekly be sul alaill Cilaaf aa

B adhering to course description 5 sl Caa s ol Y

B exam questions alignment with learning objectives abkill Calaaf aa laie¥) dliud 313las

B checking exam questions alignment with course objectives by a coordinator s Jlaie¥) aliud 38 5y Ggiail)
Ghuita (8 (pe 5y sall Caloa

B achieving Graduates Attributes (GA) is monitored systematically ->eie IS Cpag Al Claws (§a% 2 o

B none of the above as these are not my responsibility (i sse il 838 Y G Lo G

8B Other, please specify

Section 4: Professional Development (<!l s gl
We would like to know whether professional development has gained importance since the start of the QA
process.

il sl A sall JLeia¥l e 53 gl o 35 8 yeas

4.1 In order to develop myself professionally, I have <ud 38 ¢ Liga i ol Jal (40
[check all boxes that apply]

B participated in the college-wise workshops 48l Jee (5 84S JLially

B personally paid for local workshops/conferences 4laall & jaisall / Janll (i) o} Luaddi adally

B personally paid for international workshops/conferencesia sall <l jaisall / Jeall (i ) 5l Luadids adall
B none of above G lea 6 5 Y

8B Other, please specify

349



Asian Institute of Research Education Quarterly Reviews Vol.3, No.3, 2020

4.2 The workshops I attend at the college can be described as follows: 4l 8 yast ) Jasdl (i ) 5 Cia s (S
Ly
[check all boxes that apply]

B directly linked to my teaching expertise Asaeill (3 yds 5 yilie Aasi ya

B have helped understand course requirements 552l Clllaic agd 4 Caxelu
B changed the way I teach (il 48 jla & e

B elevated teaching standards 428 ja (¥ julae

B are practical and draw on real context &aall @l ) atind g dolee

B contributed to teaching quality (w3l 835 A aal

B none of the above eVl las o5 Y

B other, please specify

4.3 1 have worked on a research paper because Y adiny 455 e clae ol
[check all boxes that apply]

B part of my identity as a teacher al=eS s s

B part of my annual appraisal s sl el (e & )

B to develop my teaching o ¥ s ghail

B to achieve my institution's Vision, Mission, and Values Lead s il 5 (Jumn3a 435 Gaiail
B none of the above eVl Laa 6 25 Y

B Other please specify

Section 5:
5.1 In order to enhance my teaching quality, I need more support (please complete) ‘
(JaS)) peall (50 23 50 (M Zliad ¢ Gyl 33 g pean da) 0

Thank you for your valuable time.

ol oS40 1 S
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