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Abstract

Purpose – The purpose of this paper is to analyze and discuss the results that the accreditation
system implemented in Chile has brought to higher education institutions and undergraduate and
graduate programs, taking into account both its positive and negative implications.

Design/methodology/approach – The examination of the Chilean accreditation regime relies on
descriptive statistics based on official data from several sources.

Findings – It appears that the Chilean accreditation regime has helped to establish permanent
procedures for quality assurance in higher education institutions which has resulted in improving its
internal processes, but still the system faces a series of challenges that have to be addressed in order to
improve the higher education system as a whole.

Originality/value – The Chilean accreditation experience is placed within the discussion and
context of accreditation systems around the world, and lessons which can be relevant to other
countries are drawn.

Keywords Institutional accreditation, Program accreditation, Quality assurance, Undergraduate studies,
Graduate studies, Chile, Higher education

Paper type Case study

1. Introduction
Studies show that there are a set of common factors that significantly affect the
development of tertiary education systems such as the growth and diversification of
higher education, the introduction of competition and market logic in the sector
(Teixeira, 2006), the need to respond to the demands of globalization (Woodhouse,
2006), the technological innovation and the rapid change of knowledge (Becker and
Round, 2009; Brennan and Shah, 2000; El-Khawas et al., 1998; Harvey, 2002;
Middlehurst and Woodhouse, 1995).

In this context of transformation, the modern university faces the challenge of
adjusting to a complex world with new demands for professions and skills associated
with the knowledge society. To this there has to be added new tasks, such as
knowledge management and greater demands for accountability and efficiency (Neu
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et al., 2008). To successfully meet these important challenges, it is fundamental that
universities’ governing bodies have good relations with the academic community in
general in order to provide a satisfactory academic environment and give value-added
to the students’ experience, along with permitting the development of an appropriate
curriculum and relevant research, a continuous evaluation of its processes, and finally
respond to the social and productive needs of its environment (Cifuentes and Landoni,
2011).

Nowadays, the new technological changes associated with the knowledge society
have increased the value of education. Rodrı́guez and Wilson (2000) argued that, due to
the particular synergies between technology and human capital, high levels of
education may be a necessary condition for technological innovation and adaptation.
Therefore, there is a greater interest among the population for higher education, which
is expressed in a growing demand for tertiary studies. This happens in a context of
vegetative growth of the population with complete secondary education. This new
reality has encouraged the emergence of a heterogeneous higher education supply from
the private sector with very diverse academic quality, which certainly demonstrates
the need for the implementation of quality assurance systems (UNESCO, 2009).

Consistent with the above, in Latin America, the student population and the number
of higher education institutions have rapidly increased. Latin America’s student
population has grown from around 300,000 in 1950 to 20 million today. More than half
of this student body attends private institutions. The number of higher education
institutions has increased, in the same period, from 75 to 3,000. Of these higher
education institutions, today almost two-thirds are private (Espinoza et al., 2006). This
new scenario has raised the question about how to assure the quality of both the
traditional Latin American higher education institutions and particularly of those
recently created ones, which is especially important in a region that requires
professionals with the knowledge and skills necessary to push for the development of
these countries.

Certainly the last two decades have witnessed the need to develop mechanisms and
tools in order to improve and ensure the quality of higher education institutions,
professional careers and programs such that:

. there are guarantees to society about the provision of minimum standards of
educational opportunities and adequate employment performance of graduates;

. there is suitable and sufficient information to make good choices;

. users’ demands are satisfied; and

. there are mechanisms for higher education institutions to account for what they
do (Neu et al., 2008; Storen and Aamodt, 2010).

The importance of this to Latin America is given by the great number of private higher
education institutions existing today in the region, many of which do not pursue the
common good, but rather work only according to market principles. The latter has
resulted in situations of oversupply of graduates in certain careers and in academic
quality deficiencies, among other things.

The methods of quality assurance developed in both Latin America and Europe
have been shaped to the needs and characteristics of their higher education systems,
with very diverse approaches. However there are common characteristics that
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determine their design, development and implementation. These differences result
from the functions and goals assigned to quality assessments, their methodological
frameworks and the use to which the results are put (Gvaramadze, 2008; Pires and
Lemaitre, 2008).

At the beginning of the 1990s there were eight countries with quality assurance
procedures, although there were 70 countries that were members of the International
Network for Quality Assurance Agencies in Higher Education (INQAAHE). In the US
the process began with the accreditation of medicine, then licensing, institutional
accreditation and accreditation of other professional careers. In Western Europe the
emphasis was placed on the initial stages of the process (Holland, Scandinavian
countries, the UK). In Eastern Europe accreditation began after the fall of the Berlin
wall. A few years later the European Union decided to push accreditation and charged
the European Association for Quality Assurance in Higher Education (ENQA) with the
design of standards and policy direction (Lemaitre, 2007). In Latin America, the process
began with a variety of models resulting in a high degree of heterogeneity in countries
where there are established systems, such as Argentina, Brazil, Chile, Colombia,
Mexico, Costa Rica and El Salvador. In other countries like Paraguay, Ecuador,
Uruguay, Peru, Bolivia, Panama and Nicaragua there is a nascent development
happening. Finally, some countries in the region such as Venezuela and Honduras have
no quality systems.

The Latin American systems tend to be complicated and include licensing,
evaluation and accreditation of new higher education institutions, professional careers
and graduate programs. In some countries the quality assurance processes are run by
different kinds of independent agencies: public (Colombia, Chile, Ecuador, Peru and
Puerto Rico); governmental (Argentina, Bolivia, Brazil, Colombia, Mexico, the
Dominican Republic and Uruguay); private (Chile and Puerto Rico); and agencies that
belong to the higher education institutions themselves (Bolivia, Costa Rica, Panama,
Peru, the Dominican Republic and Uruguay).

In the case of Chile, although the implementation of the accreditation regime is
legally voluntary, in practice it has stimulated the higher education institutions to
conduct self-evaluations and when accredited they can access both competitive and
student credit funds. This regime applies to both public and private institutions
(Espinoza, 2010)[1].

Based on these antecedents, this article analyzes and discusses the results that the
accreditation system implemented in Chile has brought to higher education institutions
and undergraduate and graduate programs, considering both its positive and negative
implications. In particular, this paper examines the way in which Chile has faced the
demand for greater quality in its higher education system. The Chilean accreditation
experience is placed within the discussion and context of accreditation systems around
the world, and lessons which can be relevant to other countries are drawn. The topic of
accreditation has acquired growing importance in Chile nowadays as a result of a
situation where Chilean students have taken the streets of the main cities of the country
to demand quality in the higher education system.

This examination of the Chilean accreditation regime relies on descriptive statistics
based on official data from the National Accreditation Commission (Comisión Nacional
de Acreditación, CNA), the National Education Council (Consejo Nacional de
Educación, CSE) and the Ministry of Education (Ministerio de Educación,
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MINEDUC). It is supplemented by valuable systemic secondary data found in the
different MINEDUC publications such as the Higher Education Compendium
(Compendio de Educación Superior) and INDICES.

2. The higher education system in Chile
2.1 The 1981 reform
The Chilean higher education system was drastically reformed with the legislation of
1980 and 1981 from a system of eight universities financed by the State (two public and
six private) to a diversified system with four types of institutions: universities,
professional institutes, technical training centers (centros de formación técnica) and the
higher education institutes of the armed forces and police (Fuerzas Armadas y de
Orden).

The legislation permitted the creation of private institutions. As a result there are
two great legal distinctions among the civilian higher education institutions. On one
hand, universities can be state or private and all must be incorporated as non-profit
institutions while the professional institutes (IP) and technical training centers (CFT)
can be for-profit. The granting of awards – bachelor, licentiate (licenciado), master and
doctor – is reserved for universities only as well as professional titles that require an
academic qualification[2]. Professional institutes can only grant professional titles that
do not require a previous academic qualification. Finally, the technical training centers
can only grant technical titles (Espinoza et al., 2006).

Universities can be distinguished by those that receive funds directly from the state
– and which make up the Council of Rectors of Chilean Universities (Consejo de
Rectores de las Universidades Chilenas, CRUCH) – and those that are self-financed.
The former are those State and private universities that existed before the 1981 reform
or that derived from them as independent institutions after this year. CRUCH
universities are more selective than other institutions since they demand higher scores
in the university admission test (Prueba de Selección Universitaria, PSU), which is the
process used for student selection in Chile.

2.2 Characteristics of the Chilean higher education system
As Table I shows, the total number of higher education institutions has declined in the
last two decades from 302 to 176. This decrease is explained by the reduction in the
number of professional institutes (from 81 to 43) between the years 1990 and 2010, but

Institutional category 1990 2000 2010

State universities (CRUCH) 14 16 16
Private universities (CRUCH)b 6 9 9
New private universities 40 39 35
Professional institutes (private) 81a 60 43
Technical training centers (private) 161 116 73
Total 302 240 176

Notes: aIncludes two state institutions; bPrivate CRUCH universities are those that receive direct
public subsidy. They are similar to state universities
Source: MINEDUC (2011)

Table I.
Number of higher

education institutions
(1990-2010)
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above all by the decline of the technical training centers by 88 in the same period. This
reduction is due in part to the closure of some institutions, either because they had few
enrollments or did not comply with the minimum standards required by the
accreditation agency. It is also explained by the fusion and purchase of some small
institutions by educational holdings and economic groups.

Higher education has both expanded geographically and has diversified across the
country, reaching regions which two decades ago did not offer professional careers. As
a result today there is ample coverage of undergraduate careers and graduate
programs in almost the whole country. As can be seen in Table II not all the branches
– places where the higher education institutions have expanded their academic offer
beyond their headquarters – have been declared by universities. This is consistent
with the information supplied by the National Council of Education. This happens
because not all branches exhibit the same levels of quality – many of them are located
in small cities where there are not sufficient resources and/or the academic body is
unconsolidated – which can severely affect the results of institutional and program
accreditation.

As the National Accreditation Commission pointed out in its last public report:

The scale, nationwide, of youth studying in non-traditional undergraduate programs is
something that is currently unknown, which accounts for the scant information available. To
learn about the real characteristics of these branches and programs would appear to be a
priority (Rodrı́guez, 2009, p. 40).

Certainly this situation constitutes one of the critical points of the present accreditation
system in Chile.

2.3 The distribution of university programs
In 2008 there were about 3,400 university undergraduate programs, a figure very
similar to that found in previous years. It is worth noting that, for the universities that
make up the Council of Rectors, the total number of undergraduate programs tended to
fall in the period 2005-2008. It is the new private universities that have maintained the
number of programs on offer constant, practically duplicating the number of programs
offered by the CRUCH universities (Table III). This reflects the continuous growth and
positioning of these new private institutions within the context of the Chilean higher
education system. At the same time, it reveals the need for an accreditation system that
effectively ensures the quality of these recently created programs.

Declared branches
Non declared

branches
Total working

branches
Year n % n % n %

2002 386 73 146 27 532 100
2007 454 76 141 24 595 100

Source: National Commission for Undergraduate Accreditation, Comisión Nacional de Acreditación
de Pregrado, CNAP (2003); Rodrı́guez (2009)

Table II.
Branches of higher
education institutions
(2002-2007)
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There were 858 graduate programs available in 2008 of which 726 (85 percent) were at
the master’s level and 135 for doctorates (see Table IV). When examining the type of
institution, the CRUCH universities provided 61 percent of the masters and 89 percent
of doctoral programs (CNED, 2009). Thus, at the graduate level, there is a greater
presence in the supply of programs from CRUCH universities when compared with the
new private institutions. In general, graduate studies are not profitable for new private
universities, therefore they are not offered by these institutions.

2.4 Undergraduate and graduate enrolment
Undergraduate enrolment is highly concentrated in universities and the share is
approximately half in the CRUCH universities and half in the new private universities.
An outstanding feature of the Chilean higher education system is that undergraduate
enrolments have practically quintupled in the last 25 years, most notably in the case of
new private universities which had a little less than 3,000 students at the beginning of
the 1980s and now have an enrolment of more than 240,000 students (see Table V). As
a result, new private universities have become relevant actors within the Chilean

Institution 1983 1990 2000 2008

All universities 110,133 127,628 302,572 510,112
Universities of the council of rectors (state supported) 107,425 108,119 201,186 269,940
New private universities 2,708 19,509 101,386 240,172
All professional institutes 25,415 40,006 79,904 162,848
State supported professional institutes 17,891 6,472 0 0
Private professional institutes 7,524 33,534 79,431 162,848
Technical training centers (all private) 39,702 77,774 53,184 95,891
Total 175,250 245,408 435,660 768,851

Source: MINEDUC (2009)

Table V.
Undergraduate enrolment

in higher education
institutions (1983-2008)

Programs
University type Master Doctorate Total

Council of rectors (CRUCH) 445 118 563
New private 281 14 295
Total 726 26 858

Source: CNED (2009)

Table IV.
Masters and doctorate

programs offered by type
of university (2008)

Institutional category 2005 2006 2007 2008

State universities (CRUCH) 895 860 672 710
Private universities (CRUCH) 518 525 394 432
New private universities 2,239 2,233 2,090 2,279
Total 3,652 3,618 3,156 3,421

Source: Índices, CSE

Table III.
Number of

undergraduate programs
according to type of

institution (2005-2008)
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system and will remain so, as long as they have the capacity to attract a large number
of students. Given the market logic that prevails in these institutions, which may result
in lowering of quality in order to be more competitive – i.e. low investment in
infrastructure, low stability of the academic staff, etc. (Espinoza and González, 2011;
González and Espinoza, 2011) – , accreditation becomes essential.

The enrolment in professional institutes has grown moderately in the last five years.
Today it accounts for a fifth of all enrolments. Technical training center enrolments
have oscillated in the last three decades with their lowest point at the beginning of this
century but rebounding in the last few years. This is explained by the creation of the
Millennium Scholarship Program (Programa de Becas Milenio) in 2001, which was
targeted at young people with scarce resources (see Table V).

In addition, graduate enrolment has increased significantly in the last 25 years from
a little less than 2,000 students to 25,000. Graduate enrolment is concentrated mainly in
the universities that belong to the CRUCH (see Table VI). This is explained by the
greater presence of these universities offering studies at this level, as well as by the
prestige of their programs when compared to new private institutions. The provision of
scholarships for graduate studies is conditional on the specific program being
accredited.

3. Legal framework
In Chile, evaluation and accreditation began in December 1980 with the promulgation
of the Law Decree (Decreto Ley) 3.541 which established, as mentioned, a
diversification of the system, self-funding, the merger of the branches of State
universities, the creation of regional institutions and the authorization for the creation
of private higher education institutions. As a result of these changes, an authorization
process was established which licensed the operations of the new private universities
and granted them autonomy provided they satisfied various requirements. Quality
control was mainly based on the examination of students by the traditional
universities.

The promulgation of the Organic Constitutional Law on Education (Ley Orgánica
Constitucional de Enseñanza, LOCE) in 1990 created the Higher Education Council
(Consejo Superior de Educación, CSE), an autonomous body with representation from
various sectors of society responsible for ensuring the progress and quality of the
system. The licensing process involved supervision by the CSE for a period not less
than five years and not more than ten years until the institution reached full autonomy.
Accreditation was not considered as a quality assurance procedure at that time.

A further stage occurred with the development of the Program to Improve the
Quality and Equity of the Higher Education (Programa de Mejoramiento de la Calidad
y la Equidad de la Educación Superior, MECESUP) in 1999, which established the

Institution 1983 1990 2000 2008

CRUCH universities 1,933 2,143 6,487 17,993
New private universities 0 0 1,218 7,355
Total 1,933 2,143 7,705 25,348

Source: MINEDUC (2009)

Table VI.
Graduate enrolment
(1983-2008)
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National Commission for the Accreditation of Undergraduate Programs (Comisión
Nacional de Acreditación de Programas de Pregrado, CNAP) to formally implement a
national accreditation system for institutions and programs. This new institution was
given the task of designing and proposing a national system of quality assurance for
all higher education. In 2002, the CNAP initiated a pilot project for institutional
accreditation for autonomous universities across the country. Also in 1999, again as
part of MECESUP, the National Commission for the Accreditation of Graduate
Programs (Comisión Nacional de Acreditación de Programas de Postgrado, CONAP)
was established to propose the institutional basis, design and application of an
accreditation system for graduate programs (master and doctorate) taught by
autonomous universities.

The proposals developed by CNAP and CONAP derived in the Law for Quality
Assurance or Law 20.129 at the end of 2006, which created the National System for
Quality Control in Higher Education. Its core functions are to provide information
about licenses and accreditation of institutions and programs. The new law created a
Coordinating Committee, the National Accreditation Commission (Comisión Nacional
de Acreditación, CNA), which accredits institutions and licenses private agencies to
undertake accreditation procedures, thus complementing its own work. By 2010 eight
such agencies had been certified.

The new mix of public and private agencies constitutes a more open system for
quality assessment for new academic actors, disciplines and professionals that
participate in the management of the accreditation process and the development of new
practices (Rodrı́guez, 2009).

The Chilean model of accreditation established by the Law 20.129 of 2006 is similar
in approach to the US model. As in Chile today, the US models “do not have a central
authority that exerts an exclusive national control over higher education institutions”
(Zapata, 2007, p. 379).

Similar to Chile, in the US the accreditation function is carried out both by
accreditation agencies whose recognition is in the charge of the federal government
through the US Department of Education (USDE), and by a non-governmental
organization named Council of Higher Education (CHEA). In order to be recognized by
the USDE or CHEA, an accreditation agency must meet the requirements necessary to
ensure that it is a reliable entity in educational quality matters. On the other hand, for
the students of a program or institution to benefit from federal aid, the USDE requires,
as a minimum, that accreditation agencies maintain criteria FOR program and
institutional evaluation in certain areas (Korniejczuk, 2003).

In the US, accreditation of undergraduate programs is done through specialized and
professional agencies, which is similar to what was established in Chile with the Law
20.129. In the US, accreditation can be defined as “a system of non-governmental
scrutiny of academic programs and institutional effectiveness of colleges and
universities. It is a voluntary arrangement in two respects: a university chooses
whether or not to submit its programs to accreditation processes; and second, the
accrediting agency’s policies are developed and revised by a voluntary process of
consensus building among university officials and other professionals involved with
higher education” (El-Khawas, 2008, p. 96). As in the Chilean case, in the US there are
two forms of accreditation: of institutions themselves and of academic programs. So
the Chilean model of accreditation is analogous to that of the US, although it must be
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said that there are some differences between the two models. For example, in the US
institutional accreditation is carried out by inter-university regional agencies, while in
Chile this task is conducted completely by the CNA.

In synthesis, the main characteristics that distinguish quality assurance in Chile are:
respect for institutional autonomy; the system’s voluntary basis – with the exception
of medical and teaching careers because these areas have been defined as priorities for
the country’s development by the Chilean government – ; self-assessment and peer
review as key features of assessment quality; the involvement of public and private
agencies; the emphasis on self-regulation; and information access by users and
institutions for decision-making.

Table VII synthesizes the principal characteristics of the process and the current
methods for quality assurance in use today in Chile.

Different agencies provide information about the higher education system.
Examples are the publication INDICES from the Higher Education Council, the
web-based platform Future Employment (Futuro Laboral ) and the Information System
of Higher Education (SIES) of the Ministry of Education. The first delivers systematic
background about enrolment, tuition fees, vacancies and entrance requirements.
Future Employment provides information about the salary levels of graduates from
distinct professional undergraduate programs for the second and fifth year after
graduation. It also provides information about the “stock” of professionals available for
employment. SIES furnishes information about a number of institutions, enrolment,
graduates and scholarship programs for graduate studies. The three systems operate
without any integration.

4. Accreditation results
4.1 Accredited higher education institutions
Institutional and program accreditation represents the seal of quality by a public entity
and/or private institution, where in the latter case it has a long term vision which
consists of a commitment to excellence and guarantees regarding key aspects such as
the coherence of the curriculum, teacher quality and the trajectory of alumni. An
accredited professional career is a clear public indicator that the undergraduate
program represents a suitable choice of a career or program of study.

Table VIII describes changes in the regulatory system by type of higher education
institution in the 2000-2011 period. Interestingly, along with a reduction in currently
licensed institutions there is a significant increase in institutions that have full
autonomy. This leads to the conclusion that the regulatory system has been
strengthened over the years, principally explained by the consolidation of the university
system at the expense of professional institutes and technical training centers.

The situation in which the institutions find themselves regarding accreditation is
presented in Table IX. This Table shows, first, that during the last decade
accreditation uptake has been a gradual process. While 77 percent of the private
universities have been accredited, all CRUCH have been accredited by the CNA. On the
other hand, the majority of the professional institutes and technical training centers
have not requested institutional accreditation, which can be interpreted as a lack of
interest or that they do not possess the mechanisms and instruments to ensure the
quality of their teaching[3]. This fact can be explained by these institutions’ own
characteristics. Many, for example, are small entities that do not possess the human
and intellectual resources necessary to carry out robust self-evaluation processes.

QAE
21,1

28



P
ro

ce
ss

es
/m

et
h

od
s

G
oa

ls
F

oc
u

s
C

ri
te

ri
a

R
es

u
lt

s

L
ic

en
si

n
g

(C
S

E
)

C
on

tr
ol

an
d

p
ro

m
ot

io
n

of
q

u
al

it
y

an
d

au
to

re
g

u
la

ti
on

C
om

p
re

h
en

si
v

e
co

n
si

d
er

in
g

b
ot

h
in

st
it

u
ti

on
s

an
d

p
ro

g
ra

m
s

C
ri

te
ri

a
as

so
ci

at
ed

w
it

h
d

iv
er

se
ar

ea
s

(1
0-

12
),

li
n

k
ed

to
d

ev
el

op
m

en
t

of
in

st
it

u
ti

on
al

p
ro

je
ct

A
p

p
ro

v
al

of
in

st
it

u
ti

on
al

p
ro

je
ct

.
P

ro
g

re
ss

re
p

or
ts

.
A

u
to

n
om

y
or

cl
os

u
re

In
st

it
u

ti
on

al
A

cc
re

d
it

at
io

n
(C

N
A

)
V

er
ifi

ca
ti

on
an

d
p

ro
m

ot
io

n
of

q
u

al
it

y
at

in
st

it
u

ti
on

al
le

v
el

M
et

h
od

s
of

q
u

al
it

y
co

n
tr

ol
in

ar
ea

s
of

in
st

it
u

ti
on

al
m

an
ag

em
en

t,
u

n
d

er
g

ra
d

u
at

e
te

ac
h

in
g

an
d

ot
h

er
el

ec
ti

v
e

ar
ea

s

In
st

it
u

ti
on

al
m

is
si

on
an

d
g

oa
ls

.
D

es
ig

n
,

im
p

le
m

en
ta

ti
on

an
d

p
ol

ic
y

ad
ju

st
m

en
t.

M
et

h
od

s
of

q
u

al
it

y
as

su
ra

n
ce

S
el

f-
ev

al
u

at
io

n
an

d
ex

te
rn

al
ev

al
u

at
io

n
re

p
or

ts
.

P
u

b
li

c
ag

re
em

en
t

to
ac

cr
ed

it
at

io
n

fo
r

a
d

efi
n

ed
p

er
io

d
of

u
p

to
7

y
ea

rs
P

ro
g

ra
m

ac
cr

ed
it

at
io

n
(C

N
A

an
d

au
th

or
iz

ed
ag

en
ci

es
)

V
er

ifi
ca

ti
on

an
d

p
ro

m
ot

io
n

of
q

u
al

it
y

b
y

p
ro

g
ra

m
s

(u
n

d
er

g
ra

d
u

at
e,

g
ra

d
u

at
e,

sp
ec

ia
lt

ie
s

in
h

ea
lt

h
)

P
u

rp
os

e
an

d
p

ro
fi

le
of

g
ra

d
u

at
e.

P
ro

g
ra

m
q

u
al

it
y

,
in

p
u

ts
,

p
ro

ce
ss

es
an

d
re

su
lt

s

T
h

e
p

u
rp

os
es

an
d

p
ro

fi
le

of
p

ro
g

ra
m

s.
D

efi
n

ed
cr

it
er

ia
fo

r
ac

ad
em

ic
/p

ro
fe

ss
io

n
al

co
m

m
u

n
it

y

S
el

f-
ev

al
u

at
io

n
an

d
ex

te
rn

al
ev

al
u

at
io

n
re

p
or

ts
.

A
cc

re
d

it
at

io
n

ag
re

em
en

t
fo

r
7

(u
n

d
er

g
ra

d
u

at
e)

or
10

y
ea

rs
(g

ra
d

u
at

e)
In

fo
rm

at
io

n
(M

IN
E

D
U

C
)

T
ra

n
sp

ar
en

cy
an

d
ac

co
u

n
ta

b
il

it
y

In
fo

rm
at

io
n

fo
r

sy
st

em
m

an
ag

em
en

t
an

d
th

e
p

u
b

li
c

N
at

io
n

al
S

y
st

em
fo

r
In

fo
rm

at
io

n
of

H
ig

h
er

E
d

u
ca

ti
on

.
S

y
st

em
th

at
p

ro
v

id
es

in
fo

rm
at

io
n

ab
ou

t
th

e
re

su
lt

s
of

ac
cr

ed
it

at
io

n

S
o
u
rc
e
:

A
d

ap
te

d
fr

om
Z

ap
at

a
an

d
T

ej
ed

a
(2

00
9)

Table VII.
Process and methods for

quality assurance

Accreditation in
higher education

29



Table X shows the proportion of enrolments in accredited institutions taking all
eligible higher education institutions as base. These numbers show the importance that
accreditation has assumed by people when choosing where to study. Institutions have
become aware of the relevance of being accredited, since getting new students is
dependent on this. Accreditation is particularly important for new private institutions,
which, unlike traditional universities that have prestige gained during the last decades,
need to differentiate themselves from the rest so as to attract more enrolments.
Therefore, beyond the real motives that are behind the decision to engage in an
accreditation process, the current Chilean accreditation model has contributed to the
strengthening of the higher education system in the direction of better quality of

Universitiesa
Professional

institutes

Technical
training
centers Total

Situation 2000 2011 2000 2011 2000 2011 2000 2011

Licensing 19 2 17 4 43 23 79 29
Under examination 7 0 32 8 39 8
Under supervision 67 17 67 17
Autonomous * 38 58 11 32 6 33 55 123
Total 64 60 60 44 116 73 240 177

Note: aIncludes 16 State universities and nine private or evolved from those existing in 1981 that were
not incorporated to the examination or licensing process
Source: MINEDUC to December 2000 and MINEDUC (2011)

Table VIII.
Distribution of higher
education institutions
according to the different
stages of the regulation
system (2000-2011)

Institution 2004 2007 2010

State universities (CRUCH) 5 15 16
Private universities (CRUCH) 4 9 9
New private universities 3 19 27
Professional institutes (all private) 2 12 15
Technical training centers (all private) 0 8 12
Armed forces and police 0 1 5
Total 14 64 84

Source: Comisión Nacional de Acreditación, CNA (2010)

Table IX.
Number of Accredited
institutions by December
of each year (2004-2010)

Enrolment
Institutions Number % Number of institutions

Accredited 379,854 68 44
In process 63,829 11 16
Not accredited 62,186 11 9
Outside system 57,680 10 23
Total system 563,549 100 92

Source: Adapted from González and Torre (2006)

Table X.
Proportion of student
enrolment in accredited
and in process of
accreditation higher
education institutions
(2005)
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institutions. This is due to the fact that institutions, universities in particular, have had
to deploy specialized quality assurance units. As a consequence, processes and
procedures associated with institutional management and undergraduate teaching
have substantially improved.

The number of students enrolled in accredited institutions, or institutions in the
process of accreditation, CRUCH and private universities amounted to 90 percent of
total student enrolment in 2005. These proportions are approximately 72 percent for
professional institutes and 88 percent for technical training centers.

4.2 Accreditation of undergraduate and graduate programs
There was sustained growth in the number of accredited undergraduate programs
between 2001 and 2008. Of the total of undergraduate programs accredited in 2008,
CRUCH universities taught approximately 90 percent versus 8 percent offered by new
private universities (Table XI). Here a critical point of the Chilean quality assurance
system is revealed, since new private universities are well behind CRUCH universities
with respect to the accreditation of their undergraduate programs. The reason for this
lies in the fact that, for new private universities, institutional accreditation has become
more important than career accreditation because with the former they are able to
ensure more enrolments. Regarding career accreditation, it can be said that these
institutions have only been concerned about the accreditation of mandatory
undergraduate programs (medicine and teaching careers).

In 2008, education related courses led the incorporation by discipline into the
accreditation process (89 percent) when compared to other areas. This can be explained
by the Law of Quality Assurance, which makes accreditation obligatory for education
as it does for medical courses and programs (see Table XII).

There are currently 11,007 undergraduate programs offered in Chile. Of this total,
one in four of each of the programs is in the process of closing as a result of oversupply
and/or failing to meet the level of quality requirements essential for accreditation (see
Table XIII). Data shows that the current Chilean accreditation system has had effective
results in terms of the closure of undergraduate programs that do not possess
minimum quality standards.

It is important to emphasize that to carry out graduate degree assessments,
15 permanent Area Committees were formed in 2008 to support the work of the CNA
(Comisión Nacional de Acreditación, 2008b). The members of these committees are

Institution 2001 2005 2008

State universities (CRUCH) 3 79 155
Private universities (CRUCH) 126 177
New private universities 13 35
Professional institutes 5
Technical training centers
Armed forces and police 1 2
Total 3 219 374

Note: The numbers of programs refer to those with current accreditation (accumulated data) at
December of each year
Source: Registry CNA-Chile.

Table XI.
Accredited

undergraduate programs
by type of institution

(2001-2008)
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renowned scholars in their respective areas. This was done with the objective of
strengthening graduate program evaluation by knowledge area through establishing
clearer criteria for the development of self-evaluation processes and consequently to
improve the quality of the programs.

According to the latest available data (see Table XIV), three out of four graduate
programs were accredited by the CNA (80 percent of doctorates and 74 percent of
masters). However, if the analysis is limited by type of institution, the CRUCH
universities dominate with 84 percent of master courses and 87 percent of
doctorates. In contrast, for the new private universities, only 59 percent of masters

Programs within the
process

Area Total programs n %

Administration and commerce 488 35 7.2
Art and architecture 278 24 8.6
Natural science 121 25 20.7
Social science 241 45 18.7
Law 91 10 11
Education 467 416 89.1
Humanities 96 7 7.3
Natural resources 176 40 22.7
Health 261 73 28
Technology 668 115 16.7
Total 2,907 790 27.2

Source: Comisión Nacional de Acreditación, CNA (2008a)

Table XII.
Undergraduate programs
in the process of
accreditation by
disciplinary area (2008)

Operating Closing
Institution n % n %

Universities 3,763 890
Professional institutes 2,845 1,471
Technical training centers 1,791 247
Total 8,399 76 2,608 24

Source: MINEDUC (2011)

Table XIII.
Undergraduate programs
in operation and in
closure process by
institution (2010)

Masters Doctorate Total

University
Programs

(total)

Programs
(accredited)

(%)
Programs

(total)

Programs
(accredited)

(%) Programs

Programs
(accredited)

(%)

Council of rectors 445 84 118 87 563 85
New private 281 59 14 21 295 57
Total 726 74 26 80 858 75

Source: CNED (2009)

Table XIV.
Offer of masters and
doctorates by institution
and accreditation regime
(2008)

QAE
21,1

32



and 21 percent of doctorates (CNED, 2009) are accredited. This is another critical
point of the Chilean quality assurance system.

An examination of the accreditation of graduate programs by disciplinary area
shows that technology, law and agriculture dominate with more than 85 percent of
the programs accredited. At the other extreme, in the area of education, only one in
every two graduate programs has been accredited. At the master’s level, there is a
clear predominance in the areas of technology, agriculture, science and law, while at
the doctorate level the areas of law, humanities and technology predominate with
over 90 percent of the offering accredited (see Table XV).

5. Conclusions
The Chilean higher education system has experienced significant growth in recent
decades, as shown by the geographical expansion of higher education institutions and
the increase in the number of enrollments, especially in the private sector. In this
framework, the system of quality assurance has had significant impact, ensuring
orderly growth and providing better guarantees for users, as long as most higher
education universities are accredited. It has also encouraged the development of the
information available across the country about institutions and courses. Equally it has
improved the conditions of access, admission and graduate employability, essential for
the different participants in higher education to make informed choices. The ÍNDICES
publication, the Information System of Higher Education (SIES), Future Employment
(Futuro Laboral ) and the CNA web page have all contributed to this.

For higher education institutions, the implementation of accreditation has led to
the creation of offices for strategic planning, institutional analysis and assessment,
normally with specialized units. This confirms the importance that accreditation has
acquired in attracting more students, particularly in the case of new private
institutions. Moreover, they are now using criteria and quality standards in many
different processes. Higher education candidates have also begun to use these
indicators to evaluate the strengths and weaknesses of the institutions to which
they apply. Similarly, higher education institutions are monitoring both learning
outcomes of graduates and their impact in professional labor markets by following
their employment path and seeking the opinions of employers (CINDA, 2007).

The process of quality assurance has established certain minimum standards of
institutional performance, which has directly or indirectly resulted in the closure of
institutions, either by choice or as a result of decisions by the relevant accreditation
agencies. This is presented in Table XIII.

For State universities accreditation has raised awareness of the importance of
greater efficiency in the use of public resources. For private universities there is an
understanding that they must provide an adequate service to their students and so
they need to reinvest more of their profits in educational programs. Moreover, for
both kinds of institutions, accreditation is necessary to access competitive and
student credit funds (Espinoza, 2010). Accreditation now has greater weight within
higher education institutions and to meet this demand there has been the important
addition of private agencies, which are certified by the CNA as part of the
accreditation system. CNA’s regulatory role is still incipient and there are
difficulties still to be worked out. To date, no parameters have been established to
determine the quality of services. Undoubtedly, the accreditation of undergraduate
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Graduate programs
according to disciplinary
area, type and
accreditation regime
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and graduate programs provides more detailed information to users and helps to
improve the efficiency of training and professional performance of graduates.

Increased program offers do not always bring proper standards, in either
undergraduate or graduate programs. This situation can be explained, in part, by
the increasing number of branches being opened and the growth of non-traditional
programs and special modalities (distance education and part time courses). While
some of these courses are serious offerings, there is the suspicion that a number
have been created only to develop cash flow for the institutions. This partly
explains the opening and closure of courses and programs.

In addition to the results observed, there are number of challenges that should be
addressed in the short term. For the system as a whole, it is necessary to increase
awareness that self-evaluation and accreditation are interventions with the
long-term purpose of promoting continuous quality improvement at all levels.
Thus, there should be a more fluid dialogue between the CNA and the private
accreditation agencies so that criteria and procedures are similar, coherent and
trustworthy for all. There should be clear criteria for the selection of evaluators to
guarantee transparency and equity to institutions and programs that are being
evaluated. In particular it is important to improve criteria and standards for the
professional careers and to consider using the opinions of students, academics,
employees and key informants. It is essential to develop a national and unified
qualification framework in order to establish the necessary skill levels for
professionals. This will facilitate job placement, as well as student mobility between
institutions. There is also the need to strengthen the accreditation of institutions
with international agencies which will facilitate the possibility of further studies in
other countries. The simplification of validation and recognition processes for
degrees from other countries will encourage greater professional exchanges and
allow the possibility of work across national boundaries. Thus higher education
quality assurance can contribute to the acceptance of internationally recognized
standards. In this regard, a goal for higher education quality is to ensure that
Chilean higher education and training is internationally recognized. Finally, the
situation of a large number of technical training centers without accreditation must
be addressed, not least because this type of institution cater for lower income
groups for whom higher education is vital for social mobility.

It is important to develop and strengthen an institutional culture that practices
continuous self-evaluation, with the implication that these practices must include all
university functions. Thus, information systems must be improved, both by
becoming more comprehensive and constructing indicators that, efficiently,
represent the real situation and so allow participants to take timely decisions
based on accurate, dependable information. Equally there should be improvements
in the evaluation of academics’ performance. Among all participants, there should
be greater recognition of the value of teaching, together with improved student
outcomes as a criterion for accreditation.

Notes

1. Chile’s own internal accreditation process has been helped by the management of
international networks such as RAUI, RIACES, INQUAAHE, from which it has learned
about different experiences in distinct countries.
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2. Universities in Chile provide both awards and titles which allow professional habilitation
(exequatur).

3. The CNAP issued decisions regarding 65 institutions in 2005 made up of 44 universities
(around two thirds of the currently existing universities), ten professional institutes and
eight technical training centers. It should be noted that over the last decade 15 universities
and professional institutes have been closed.
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