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ABSTRACT
The recent global economic exchange and business trade has led to the growth of English for
Specific Purposes (ESP) courses in many Asian institutions. In Cambodia, there has been a
similar demand for ESP courses in the higher education context, mainly triggered by the
ASEAN economic integration in 2015, which introduced English as the working language of
the ASEAN member countries (DHE, 2014b). Despite the increasing need for the
development of such courses, only a limited number of courses have been developed within
the country without any systematic needs or situation analysis. Moreover, there has been
limited research in this ESP field, especially in the Cambodian higher education context,
either on designing, or evaluating ESP courses (Basturkmen, 2010; Macalister, 2007;
Macalister & Sou, 2006).
To address this gap, the current thesis aimed to develop a needs and situation analysis model
to assist in the ESP course design in the Cambodian higher education context. The study is the
first comprehensive large scale empirical research which analyses perceptions of both
academic and industry stakeholders on the necessity of ESP course design, the ESP course
content, scope, syllabus, challenges and measures needed for ESP course development.
A sequential explanatory mixed methods design, combining questionnaires and interviews,
was employed in the current study (Creswell & Plano-Clark, 2011). The research constitutes a
case study, focusing on a needs and situation analysis in the Faculty of Science at a
Cambodian university. Three hundred and forty-one participants were recruited in the
quantitative phase, thirty of which volunteered to be interviewed in the qualitative phase.
Unlike previous research, which included either academic or industry stakeholders, this
research combined both academic stakeholders, specifically undergraduate students, subject
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lecturers and English lecturers, and industry stakeholders, consisting of employed university
graduates and employers.
The findings confirm the stakeholders’ support for ESP course design in the Cambodian
context, thus supporting the 2014 initiatives of the Department of Higher Education. The
results also demonstrate stakeholders’ preferences for a narrow-angled ESP course for each
specialisation within the Faculty. In addition, the study reveals that stakeholders preferred
ESP courses to be a combination of English for Academic Purposes and English for
Occupational Purposes to reflect the current academic and professional needs of students. The
majority of stakeholders show a preference for these courses to be elective so as to match the
students’ interests and high study load. Several challenges are reported by the stakeholders,
which comprise the Cambodian EFL students’ low English proficiency, the lack of training
for ESP teachers and challenges in designing materials appropriate for the context.
The current study provides a model for and offers recommendations for ESP course design in
Science Faculties in the Cambodian higher education context. The findings and
recommendations from this study can also be used in other tertiary institutions in Asia, with
similar circumstances to Cambodia, especially those planning to develop an ESP course.
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CHAPTER 1
INTRODUCTION
This introductory chapter is divided into seven sections. Section 1.1 describes the background
of the study by discussing foreign language teaching and issues affecting English Language
Teaching (ELT) in the Cambodian higher education context, the context in which this
research was conducted. Section 1.2 establishes the research interest area and the gap in
research about English for specific purposes (ESP) is identified. Research into ESP and needs
analysis in ESP course design in general, and also into the Cambodian higher education
environment was undertaken in an attempt to reduce the size of this gap. Section 1.3 discusses
the rationale and justification for the study, explaining how it helps expand the research in the
field and thus lessen the gap. Section 1.4 explains the aims and the research questions of this
study. Section 1.5 summarises the methodology used and Section 1.6 explains the
significance of the study, especially showing how it contributes to theory and also practice.
Finally, section 1.7 outlines the structure of the thesis: after the introduction is the literature
review, methodology, quantitative and qualitative findings, discussion, and conclusion and
recommendations.
1.1 Background of the study
The context of the current study is ELT at the higher education level in Cambodia. To provide
a good understanding of the context, this section sets out the principal historical factors
affecting Foreign Language Teaching (FLT) and issues that currently affect ELT in
Cambodian higher education.
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1.1.1 Foreign Language Teaching in Cambodia
Foreign language teaching in Cambodia has a long history that can be traced back to 1863.
Based on political, economic and social changes in the country, the history of foreign
language as a formal reality can be categorised into five main periods: the French colonial
period (1863-1953), the Independence period (1953 - 1975), the Khmer Rouge period (1975 1979), the Vietnamese occupation period (1979 - 1989) and contemporary Cambodia (1989 the present).
Between 1863 and 1953, Cambodia was colonised by France so that the only foreign
language taught in formal education during that period was French. According to Rany, Zain,
and Jamil (2012), both general and higher education systems followed the French system. The
general education system consisted of four-year primary, four-year lower secondary and
three-year upper secondary schooling. Students who graduated from grade eleven could enrol
into French universities in France and Vietnam: there was no higher education institution in
Cambodia until the late 1940s. In 1949, in order to ensure that there were enough Frenchspeaking Cambodian scholars to serve the colonial civil service, the French established the
first Cambodian tertiary education institution, which they named the National Institute of
Juridical, Political and Economic Science (S. Clayton, 2008; Rany et al., 2012).
On 9th November 1953, Cambodia gained independence from the French. Between 1953 and
1975, English effectively became the second foreign language in Cambodia. In particular,
during the civil war 1970 and 1975, the Cambodian government or so-called Lon Nol
government, depended largely on aid from the United States of America where English was
the first language. In Cambodia, however, French was still the language of instruction in
tertiary education and was the working language of the government (S. Clayton, 2008). In
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addition, the main foreign language for international communication was French (T. Clayton,
1995).
After the five-year civil war ended on 17 April 1975, the Khmer Rouge regime toppled the
Lon Nol government and led the country from then to 1979. During this period there was no
formal education in Cambodia: that is, all schools and universities were closed. According to
Chamnan and Ford (2004), during this time, around 75% of university lecturers and 96% of
university students were killed. Sadly, there was no foreign language education in Cambodia
between 1975 and 1979. T. Clayton (1998) points out that during the regime of the Khmer
Rough, all foreign languages were prohibited in order to isolate the country and avoid any
influence from foreign ideologies.
On 7th January 1979, the Vietnamese troops conquered Cambodia. The period between 1979
and 1989 was named the Vietnamese occupation period (T. Clayton, 2002) and during this
time, the country adopted the USSR’s economic system, namely a centralised Soviet system
based on socialist ideology time (T. Clayton, 2000). During this period the Vietnamese and
Russian languages were taught in the Cambodian higher education system. Foreign language
policies favoured Vietnamese and Russian languages, and the teaching of other foreign
languages, especially Western languages such as English and French, was banned in order to
control Cambodians’ interactions with people from foreign countries (T. Clayton, 2002).
Even though English language instruction was prohibited and tightly controlled, a study in
1985 by the Quaker Service Australia revealed that there was a very positive attitude among
Cambodians towards learning English (S. Clayton, 2008).
In 1989 the Vietnamese troops withdrew from Cambodia. From 1989 to the present, there has
been a strong demand for English and other foreign languages, including French and Chinese,
to accommodate the political, social and economic changes taking place in Cambodia, and the
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rehabilitation of the country (T. Clayton, 2002). Noticeably, today only French and English
are the major foreign languages in the Cambodian formal education system and they are
studied from primary through secondary education. However, among Cambodian students in
secondary schools, English is the first choice between the two foreign languages (S. Clayton,
2008; T. Clayton, 2006; Saroeun, 2015). Foreign language instruction is offered in public
schools: it is offered in grades 5 and 6 of primary school and is a compulsory subject between
grades seven and twelve in secondary school education. Also, English instruction is offered
by many private institutions from grade 1 (I'mACE, 2014; Mab, 2015). By the time students
reach university they should, ideally, have reached the intermediate level of English
proficiency. However, Saroeun (2015) argues that students’ English proficiency varies from
beginner to upper-intermediate levels after finishing grade 12, largely depending on where
they had their education.
Article 30 of the Accreditation Committee of Cambodia (ACC) states that a foreign language
subject shall be included in the university undergraduate foundation or year one program in
addition to other subject areas, such as arts and humanities, mathematics, sciences and
computer technology, and social sciences (ACC, 2003). Each of these subject areas, including
the EFL subject, is worth at least 20% of the total credit required if a student is to receive a
certificate at the end of the year one undergraduate program.
Although French and English are the two main foreign languages in the Cambodian education
systems, English has evidently taken first place as the main foreign language and is now
becoming the second language in Cambodia (Moore & Bounchan, 2010). Out of 103 public
and private higher education institutions, only a few public universities, including the Institute
of Technology of Cambodia and the University of Health Science, have been offering dual
French and English language teaching (ITC, 2016; UHS, 2016). According to Chin & Gillette
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(T. Clayton, 2002), the existence of French language instruction at these universities is due to
sponsorship from the French government.

1.1.2 Issues affecting English Language Teaching in Cambodian higher education
As mentioned in the previous section, English is the main foreign language, and to learn it is
compulsory in Cambodian higher education. However, the Cambodian higher education
system generally, and particularly English instruction continues to face several significant
challenges.
First, despite the important role of English in the higher education sector, there is no clear
expectation that English should be offered in the Cambodian higher education institutions
(HEIs) and sometimes it is simply not offered at all. Although ACC’s policy clearly states the
inclusion of foreign language education, sometimes it is dependent on an HEI’s available
resources (T. Clayton, 2006; Moore & Bounchan, 2010; Saroeun, 2015). For example, foreign
language policies have been affected by the conditions of the donor countries, which can be
witnessed in the foreign language curricula of a few public (government-owned) universities.
Consider the cases of the Institute of Technology of Cambodia and the University of Health
Science, which receive technical support and funds from the French government and
incorporate both French and English language instruction in their institutions. Another
example is that English has been the only type of foreign language instruction implemented in
the private (privately owned) institutions since the first private higher education institution
was established in the 1990s.
Second, the structure of English language instruction has no uniformity among HEIs in
Cambodia (DHE, 2014b). The length of English language instruction varies from two to six
semesters, depending on the choices of each institution. The Cambodian Department of
5

Higher Education, or DHE (2014b) distinguishes between four Categories of university.
Category A universities (e.g., Pannasastra University of Cambodia, Zaman University,
Limkokwing University), which are the minority, provide bridging courses for students whose
general English proficiency has not reached the university standard which is measured
through the English entrance exam. While Category A universities are English medium
universities, Category B universities (e.g., Royal University of Agriculture, International
University, Institute of Technology of Cambodia) focus on teaching English for specific
academic purposes more than general English; then, Category C universities (e.g., Royal
University of Phnom Penh, Phnom Penh International University, Asia Euro University),
which combine general English and general English for academic purposes, account for the
majority among the four categories of university. Finally, Category D universities put more
emphasis on building general English than academic English (DHE, 2014b). Based on the
DHE’s (2014b, p.19) report, “HEIs under this category are those who do not have strong
management and administrative structure. They are purely profit-oriented, and do not have
strong investment in full-time staff or lecturers” and they constitute a minority.
Third, the English language curriculum has not yet been properly developed in many higher
education institutions in Cambodia. DHE (2014b) reports that the majority of universities,
including many universities in Categories B, C and D, design their English language
curriculum based on existing popular foreign textbooks. Only a few universities in Categories
B and C have established a curriculum committee for the purpose of evaluating the English
language syllabus periodically. Otherwise, many universities within the four categories have
developed their English curriculum based on teachers’ intuition and certainly not on research
(Davis & Harden, 1999; I. S. P. Nation & Macalister, 2010; Richards, 2001, 2013). This study
is among the very few that are based on empirical research and involves research into a needs
analysis for ESP course design of a university in Category C that comprises the majority of
6

universities among the four categories in Cambodia. Thus, it is expected that this study has
application to most HEIs in Cambodia because of the similarities in the problem they face:
namely English language courses that lack any needs analysis.
Finally, there has been an absence of ESP courses in many universities, and those that
currently have them do not follow a systematic and research-based approach in their course
design. DHE (2014b) reports that the majority of Cambodian universities provide general
English courses to their undergraduate students, but it is necessary for them to offer ESP
courses, to better respond to students’ needs. In addition, there have been recent initiatives
from DHE to provide training and technical support as well as planning to develop some
guidelines intended to assist HEIs with the design of the ESP courses which can complement
the existing general English courses (DHE, 2014a, 2014b); however, the guideline
development process is still in the consultation stage (personal communication, 13 October
2016). In practice, HEIs have been continuing to offer general English courses to their
undergraduate students because, it has been reported, staff in many universities have limited
capacity, heavy workloads and/or teaching schedules that prevent them from designing an
ESP course which is based on research findings (DHE, 2014b; Korm, 2011).
The research reported here emerged from the need to develop a systematic needs analysis
approach to assist HEIs in Cambodia in developing ESP courses which many of the ELT
trained teachers can expect to be involved in. The findings and recommendations are expected
to be helpful to the DHE in its attempt to develop a policy that assists HEIs in Cambodia in
their ESP course design.
To summarise, a number of major issues currently affect Cambodian ELT in tertiary
education, including an unclear policy on ELT, a non-uniform ELT curriculum, unsystematic
ESP course design and limited published research applicable to ESP course design. The
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current research addresses these issues by providing a comprehensive needs and situation
analysis in an attempt to address the significant gap evident because of the limited research
that has been carried out on Cambodian ELT, and to assist in the development of ESP
courses.
1.2 Research interest area
There is no doubt that English plays a crucial role in communication both as a lingua franca
and language of formal communication around the globe. In regard to its role as a language of
communication, English serves not only a lingua franca for Asia, but also an important
language internationally (Al-Tamimi & Shuib, 2010; Kirkpatrick, 2010). English is the
working language of the Association of Southeast Asian Nations (ASEAN) (Kirkpatrick,
2012). ASEAN is an organisation of ten South East Asian countries whose vision 2020 was to
establish an ASEAN economic community (AEC) in 2015 (Secretariat, 2008). The core
elements of AEC are to facilitate the free movement of goods, services, investment, capital
and skilled labour around the ten member states. For this to be achieved, mastery of the
English language is, without doubt, essential for students and professionals in the competitive
regional, as well as global, job markets (Minh, 2013).
To meet the need to develop the specific English language skills required by learners and
professionals, English for Specific Purposes (ESP) is called for: this is not, however, a new
phenomenon. The Cambodian government and HEIs have begun the process of introducing
ESP courses, but this is not being done systematically. According to Hutchinson and Waters
(1987), ESP refers to an English teaching approach which is a direct response to the specific
needs of students and the context. Throughout the 1950s, one of the main aims of ESP
courses was to help equip ESL/EFL learners for study in American and British universities
(Richards, 2001). More recently, ESP courses have come to be mainly developed to assist
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specific groups of students who have already mastered general English to acquire the specific
English language skills they need to use in professional, workplace or academic environments
(Basturkmen, 2010). Hyland (2006) categorises ESP into two main branches: English for
academic purposes (EAP) and English for occupational purposes (EOP). Examples of EAP
include English for academic writing and English for law studies, while examples of EOP can
be English for health science and English for hotel receptionists (Basturkmen, 2010;
Clapham, 2000; Dudley-Evans & St John, 1998). Unlike other studies, which incorporate
either EAP or EOP, the current study investigates students’ needs in both ESP branches in
order to provide a more holistic understanding of students’ needs and to address the needs of
a member nation of ASEAN.
To identify students’ language needs in either academic and for professional contexts, it is
crucial for course designers to conduct a needs analysis (Basturkmen, 2006, 2010; DudleyEvans & St John, 1998; Graves, 2000; Hutchinson & Waters, 1987; A. M. Johns & Makalela,
2011; Long, 2005; I. S. P. Nation & Macalister, 2010; Richards, 2001). Basturkmen (2010)
argues that a language course that responds to students’ needs and is relevant to them will
motivate and enable them to learn. A needs analysis approach is considered the first main step
to any language program; however, as Graves (2000) maintains, needs analysis is, in fact, an
ongoing process which can take place at any time in the course cycle because students’ needs
are dynamic and keep changing along the way. By involving relevant stakeholders in the
process, needs analysis is able to identify learners’ language needs and preferences in order to
establish learning goals and a syllabus that are relevant to students’ real world objectives and
lead to the successful implementation of an ESP course (Markee, 1997).
Given the importance of needs analysis in ESP course design, research into this field has been
widespread around the globe, especially in the last decade, and including in the field of
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science. In the academic setting, a number of needs analysis research studies have been
conducted for the purpose of assisting the design of EAP courses (e.g., Alastal & Shuib, 2012;
Chia, Johnson, Chia, & Olive, 1999; Jackson, Meyer, & Parkinson, 2006; Smith &
Thondlana, 2015). Needs analysis has also been conducted in the professional setting in order
to support the design of EOP courses and assist them with responding to what students need
(e.g., Bosher & Smalkoski, 2002; Bosuwon & Woodrow, 2009; Chew, 2005; R. Oliver,
Grote, Rochecouste, & Exell, 2013; Vo, Wyatt, & McCullagh, 2016).
The aforementioned empirical research studies show that there is a significant role for needs
analysis in language course design especially when there is an emphasis on ESP. Although
the research in the ESP field is slowly growing, scholars have ascertained the need for more
research in the field (Basturkmen, 2006, 2010).
In Cambodia, a limited amount of research in ELT, and in ESP in particular has been done.
The two prominent research studies into needs analysis in ESP course design were published
about a decade ago. First, Macalister and Sou (2006) sought perceptions from three groups of
academic stakeholders about students’ language needs in order to design an English elective
course for students at an urban university. Second, Macalister (2007) introduced a negotiated
syllabus in order to identify students’ language needs at the Institute of Technology of
Cambodia. The study sought perceptions from three academic stakeholder groups, including
an engineering department head, an English teacher and students from five engineering
disciplines. The two studies were both small-scale research projects that involved recruitment
of a small number of academic stakeholders. The present study is the first comprehensive
research undertaken, and involves a large number of participants; it investigates the views of
both academic and industry stakeholders on the English language needs and preferences of
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undergraduate students who are learning for the purposes of academic studies and future
careers.
1.3 Rationale and justification of the study
This section justifies why the study is worthy of investigation. Most importantly there is a
discussion on how this research addresses the gaps that are evident in the ESP literature.
Despite the centrality of ESP and the vital role needs analysis plays in ESP course design
around the world, there has been limited research in this field, particularly research that takes
into account contextual and social issues. A specific intention for this study is that it fills
some of this gap in empirical research on needs analysis and situation analysis so that
appropriate objectives of an ESP course can be set out (Basturkmen, 2006, 2010). For
example, in the Arab context (Abuklaish, 2014; Ghenghesh, Hamed, & Abdelfattah, 2011;
Kandil, 2009) and Asia (Mazdayasna & Tahririan, 2008; Vo et al., 2016), many language
researchers and practitioners have neglected to conduct needs analysis, in spite of its
theoretically crucial role in ESP course design. Moreover, undertaking research into needs
analysis before designing language courses is, in practice, widely absent in universities. For
example, Vo et al. (2016) argue that there is a lack of research into workplace communication
needs prior to or alongside the implementation of many courses in Vietnam. The aim with this
study is to address this gap in ESP research by conducting a comprehensive needs analysis
and situation analysis into English language skills for students at the tertiary undergraduate
level.
Second, although research into needs analysis and ESP has been presented in the literature
since the 1950s, most studies within the science domain have explored a single perspective –
either language for the academic needs or for the professional needs of the learners. While
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many studies have focused solely on academic language skills (see e.g., Alastal & Shuib,
2012; Atai & Shoja, 2011; Jackson et al., 2006; Macalister, 2007; Macalister & Sou, 2006;
Smith & Thondlana, 2015), other studies have investigated only workplace language tasks for
students (see e.g.,Bosher & Smalkoski, 2002; Bosuwon & Woodrow, 2009; Chew, 2005;
Crosling & Ward, 2002; Evans, 2012; R. Oliver et al., 2013; So-mui & Mead, 2000; Spence
& Liu, 2012; Vo et al., 2016). That is, the studies have involved either academic or industry
counterparts to identify skills and tasks for students. In the research reported here, both
academic and industry stakeholders were recruited to obtain views from both sides in order to
identify the required language skills for students’ academic studies and their future careers.
Third, there are few needs analysis research studies that employ a mixed methods approach.
Gollin-Kies, Hall, and Moore (2015) point out that mixed methods is an emerging research
trend in the field of language for specific purposes. Noticeably, the majority of existing
studies into needs analysis employed mainly quantitative methods (see e.g., Alastal & Shuib,
2012; Bosuwon & Woodrow, 2009; Chia et al., 1999; Crosling & Ward, 2002; Jackson et al.,
2006) but only a few employed qualitative methods (see e.g., Evans, 2012; Vo et al., 2016).
Quantitative research methods fail to provide in-depth understanding of a phenomenon,
whereas qualitative methods meet a requirement for deep understanding, even though they
lack the quality of generalisability. This study is a large-scale research project that uses an
explanatory sequential mixed method approach combining quantitative and qualitative
enquiry methods in order to obtain the advantages of both: that is, it is comprehensive, indepth and achieves valid findings (Creswell, 2011, 2014; Creswell & Plano-Clark, 2011).
The fourth important motivation for this research emerged from the lack of ELT research
generally, but particularly research on ESP in Cambodia. At present, the availability of
research papers is limited and can hardly be found in the journals. A few articles about
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Cambodian ELT are currently available in Language Education in Asia (e.g., Kea, Meng, &
Keuk, 2015) and two ESP articles are in Guidelines (e.g., Macalister, 2007; Macalister & Sou,
2006). Only two research studies have so far been conducted in the Cambodian higher
education context and they were based on the academic stakeholders’ perspectives only
(Macalister, 2007; Macalister & Sou, 2006). This study is the first comprehensive and largescale needs and situation analysis research in Cambodia that has involved the recruitment of
both academic and industry stakeholders.
Finally, in recent years Cambodia has experienced a shift from general English programs to a
demand for ESP courses in light of recent global and regional demands for English. The
demand for English usage has been expanding in both the public and private sectors in
response to the expansion and a growing number of multinational companies and
international nongovernmental organisations. Within the last decade, public and private
universities have developed ESP courses within the country, but many of these have not been
developed systematically and nor have they been based on informed needs analysis.
Additionally, a recommendation from a 2013 external quality review of the English language
program of a Cambodian HEI in the Category C universities indicated that, in addition to the
current English courses in the program, a design for ESP courses was needed in order to
enable the students to gain specific English language skills and competencies in their
specialisation (Macalister, 2013). This study attempts to address this gap by offering a model
in needs and situation analysis to assist in the design of ESP courses in the context of
Cambodian higher education.
1.4 Aims and research questions of the study
To help address the problem and also to contribute to the research gap in the field of ESP in
general, and needs analysis in particular, in this study needs and situation analyses were
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conducted in order to investigate the relevant stakeholders’ perceptions about the academic
and professional English language skills and competencies of undergraduate students, using
the case study of the Faculty of Science in a Category C university. In particular, the study
aimed to set out a needs analysis model that has the potential to be applied in ESP course
design in Cambodia. From the findings of the research, recommendations are offered for HEIs
in Cambodia and other countries too that have similar contexts.
To pursue to the aims of the current study, an overall research question was formed, and four
sub questions were explored.
Overall research question:

•

What are the professional and academic needs of Cambodian university students for
the development of an appropriate and relevant ESP course?

Four sub questions:
1. What are the Cambodian academic and industry stakeholders’ perceptions about the
necessity for developing an ESP course for the undergraduate program in Cambodian
HEIs?
2. What are their perceptions about the scope, duration and syllabus of the ESP course?
3. What are their perceptions about the undergraduate students’ ESP needs?
4. What are their suggestions regarding the challenges and the measures needed to assist
in the ESP course design?
The term course is employed in this thesis for the context of Cambodian education. It is
possible that this course may include different proficiency levels and more than one progress
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level; a course may be offered to a discipline or more than one discipline. For more
explanation, see Section 2.2.1 (pp. 28-30).
1.5 Methodology of the study
The current research is, in its major respects and for practical purposes, a case study of a
university in Cambodia. A case study enables in-depth and holistic investigation of a single
entity that have well defined boundaries, for example an organisation or institution or similar
(Yin, 2014). Specifically, the Faculty of Science in a Category C university was chosen for
this study. A university in Category C was chosen because it represents the majority of
universities in Cambodia, and thus the findings should be widely applicable especially to
other Cambodian universities (DHE, 2014b). In this study, the perceptions of two groups of
stakeholders, namely academic group: undergraduate students, subject lecturers and English
lecturers, and industry group: graduate employees and employers, were investigated.
To explore their perceptions, the study employed an explanatory sequential mixed method
approach combining quantitative and qualitative phases. With a greater emphasis on
quantitative over qualitative enquiry in the explanatory sequential design, data were collected
sequentially in two phases, beginning with the quantitative data collection and then collecting
the qualitative data and using it to explain or elaborate on the quantitative findings (Creswell
& Plano-Clark, 2011). In the quantitative questionnaire phase, 341 participants returned the
questionnaires, comprising undergraduates (n = 252), subject lecturers (n = 43), English
lecturers (n = 16), graduate employees (n = 19) and employers (n = 11). To analyse the
findings of the quantitative phase, descriptive statistics (e.g., M, SD, Crosstabs) and
inferential statistics (e.g., Kruskal-Wallis test; Spearman’s Rho correlation) were calculated
with the help of the SPSS application. In the second phase of the study, qualitative interviews,
conducted as one-to-one semi-structured interviews, were completed with 30 volunteers who
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were participants in the first phase: the sample consisted of undergraduates (n = 6), subject
lecturers (n = 6), English lecturers (n = 6), graduate employees (n = 6) and employers (n = 6).
Thematic analysis was used to analyse the interview data. With the help of the Nvivo
application, the data were coded deductively and also inductively in order to explore both
predetermined and emerging themes (Boyatzis, 1998). Finally, the data were integrated in
order to answer all of the research questions.
1.6 Significance and contribution of the study
The study reported here is significant as it contributes to needs analysis research in the ESP
field in terms of both theory and practice.
First, this study contributes by responding to the call for additional needs analysis research in
the ESP field. The importance of needs analysis in ESP course design has been supported by
many scholars (e.g., Basturkmen, 2006, 2010; Flowerdew, 2013; Hutchinson & Waters, 1987;
Richards, 2001). Moreover, while many research studies into needs analysis have been
conducted globally, because it is a crucial step in designing ESP courses, yet more research is
still being sought to address contextual and social issues in needs analysis research
(Abuklaish, 2014; Vo et al., 2016), issues which at this time have not been adequately
explored.
The second contribution made by doing the present study is directly associated with its aim to
obtain information on the students’ needs and skills for both EOP and EAP fields. Unlike
previous research which has had a narrow focus on a single ESP domain (either EAP or
EOP), and focused on needs analysis for either EAP course design or EOP course design, the
present research is among the very few studies that has incorporated both academic and
industry stakeholders. Moreover, it provides evidence-based recommendations for hybrid ESP
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courses that integrate professional and academic skills, which at this time are in widespread
use and very popular in HEIs in Asia.
In addition, this study contributes to the improvement of the methodology in the field of
needs analysis and situation analysis. As mentioned earlier in the rationale, many research
studies into needs analysis are either quantitative or qualitative in nature (Alastal & Shuib,
2012; Bosuwon & Woodrow, 2009; Chia et al., 1999; Crosling & Ward, 2002; Evans, 2012;
Jackson et al., 2006; Vo et al., 2016). This study is among the very few studies that employ a
mixed methods design to investigate students’ needs. The benefits of using a mixed methods
approach are evident in the depth and comprehensiveness of the findings.
This research has significant implications for ESP course innovation in the Cambodian
context and also in other South East Asian countries faced with similar circumstances. The
process of regional economic integration, reflected in the promotion of the ASEAN Economic
Community (AEC) expects a free flow of skilled labour to occur around the ASEAN member
countries. To align with ASEAN English language skill reinforcement, many universities
have started developing ESP courses. This phenomenon has also begun in Cambodia, which
has seen many universities offer ESP courses without any systematic needs analysis research.
The initiative producing ESP courses is supported by the Department of Higher Education,
through the provision of technical support and training for HEIs in Cambodia for the last two
years (DHE, 2014a, 2014b). This study, the first comprehensive needs and situation analysis
research in Cambodia, has immense value in the development of the ESP courses in the
country. One additional aim is to provide a needs and situation analysis model in ESP course
design in the Cambodian context. The recommendations of this study can assist policy
makers, HEI administrators, curriculum designers and ESP providers in Cambodia in
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particular in designing appropriate curricula in the HE context; it can also be considered to
have relevance to other ASEAN countries aiming to improve their language programs.
1.7 Structure of the thesis
This thesis is organised into eight chapters. A brief overview of each chapter is given below.
First, this introductory chapter has introduced the background of the study, presenting the
history of foreign language education and the challenges affecting EFL in Cambodia,
followed by a description of the research area. It continued with a discussion of the rationale
for the present study, which led to the research questions. There was then a brief description
of the research design employed, and the significance of this research in the ESP field.
Finally, there is an outline of the structure of the thesis.
The literature review chapter defines the concepts employed in the study. It offers an
overview of ESP in general, the several major branches of ESP and current issues in ESP
research. It then discusses language course design, describing theoretical and practical
concepts in language curriculum design and development, and the main components of
language curriculum which include syllabus frameworks and approaches, testing and
assessment, teaching materials, and needs and situation analysis. Then the chapter reviews
empirical research that has been undertaken on needs and situation analysis, which is the main
focus of the current study. These are the concepts that form the conceptual and theoretical
framework for the study.
The methodology chapter begins with the methodological framework employed for the study,
consisting of the definition and explanation of characteristics of the mixed methods design, its
advantages and disadvantages. This is followed by the rationale for choosing the mixed
methods design and a justification for the choice of the explanatory mixed methods approach.
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There is also a discussion about the choice of instruments, including questionnaires for the
quantitative phase, and interviews for the qualitative. An explanation of the principles of
reliability, validity, practicality, and ethics as they apply to this study is provided and a
discussion of the data collection and data analysis processes is also incorporated into this
chapter.
The quantitative and qualitative findings (Chapters 4 and 5) present the results obtained from
the quantitative and qualitative phases. Chapter 4 begins with a discussion of the quantitative
findings, organised according to the schedule of questionnaire items. Then Chapter 5 presents
qualitative findings, organised using the interview question protocol. The findings of both
phases are integrated in the final section of Chapter 5.
A discussion of the results of the quantitative and qualitative phases is provided in Chapter 6.
The results discussion is set out based on the order of the research questions. The chapter
begins with a discussion of the perceptions of the five stakeholder groups about the necessity
for the development of ESP courses in the Cambodian HEIs. There is then a discussion of the
stakeholders’ suggestions about the scope, duration, and syllabus of the ESP course. An
examination of the perceived specific English language skills necessary for the undergraduate
students follows, before the final discussion on the stakeholders’ perceived challenges and
their suggestions for measures that would be appropriate and might be taken to address these
challenges.
The concluding chapter summarises the main findings and contributions of this study. It also
offers recommendations to educational administrators, policymakers and course designers,
recommendations that emerge from the study’s findings. In addition to providing
recommendations, this chapter also explains the limitations of this study, and how these can
be used to form the basis of future research.
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CHAPTER 2
LITERATURE REVIEW
This chapter has six sections. Section 2.1 defines English for specific purposes (ESP) and
offers an overview of the ESP field, the branches of ESP and research already undertaken into
ESP. Section 2.2 defines ESP program development: illustrating the theoretical and practical
perspectives in the curriculum; the components of language curriculum including syllabus
frameworks and approaches, testing and assessment; and the curriculum development process
itself. Sections 2.3 and 2.4 cover concepts and issues in needs analysis and situation analysis
relating to ESP curriculum design. Section 2.5 reviews empirical research into needs analysis
and situation analysis. Section 2.6 summarises the chapter’s main points and highlights the
gaps in the literature, which this research attempts to address.
2.1 Defining ESP

2.1.1 Overview of ESP
ESP has been defined similarly by most authorities in the field. The term was coined to refer
to an ESL or EFL language teaching and learning approach for groups of learners who have
specific needs (Basturkmen, 2010; Hutchinson & Waters, 1987; Paltridge & Starfield, 2013b;
Richards, 2001). Richards (2001) explains that ESP enables students to develop their English
language needs so that they can communicate with a group of people who have good English
or general English proficiency in a specific domain. This is reinforced by Basturkmen (2010)
who points out that one of the principles of ESP is to satisfy learners’ needs for a specific type
of English. A comprehensive list of the characteristics of ESP is offered by Dudley-Evans and
St John (1998). ESP is:
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•

designed to meet specified needs of the learners;

•

related in content (that is in its themes and topics) to particular disciplines,
occupations and activities;

•

centred on language appropriate to those activities in syntax, lexis, discourse,
semantics and so on, and [to] analysis of the discourse;

•

in contrast [to] ‘General English’.
Dudley-Evans and St John (1998, p. 3)

In this study, ESP refers to English language courses that are aimed at learners with specific
academic and professional needs.
ESP has a very long history with no identifiable start date. While several authors (e.g.,
Hutchinson & Waters, 1987; Richards, 2001) claim the birth of ESP in the 1950s, Swales
(1988b) argues that there is no clear ESP beginning and reviews the development of ESP in
the early 1960s. This is evident by the publication of the first ESP textbook in 1960 and
another textbook publication of English for Science and Technology in 1965 (Herbert, 1965).
After the 1960s, ESP evolved and spread across the world until the present.
A. M. Johns (2013) offers a comprehensive review of the history of ESP. The ESP research
history was divided into four sections by this author. The first phase was the early years from
1962 to1981 (from text-based counts to “rhetorical devices”), followed by the more recent
past between 1981 and 1990 (broadening the scope or introducing central concepts), then the
modern age from 1990 to 2011 (new international journals, genre and corpus studies take
centre stage), and finally the future, referring to the years after 2011.

22

2.1.2 Branches of ESP
Since the emergence of ESP in the 1950s, ESP has evolved into two main branches: English
for Academic Purposes (EAP) and English for Occupational Purposes (EOP) or English for
Professional Purposes (EPP) (see Table 1 next page). After the launch of the ESP Journal in
1980, EAP was considered one of the two main branches of ESP (Hyland, 2006). EAP
primarily aims to respond to students’ academic needs. To identify more specific domains of
EAP, two sub branches have arisen: English for General Academic Purposes (EGAP) and
English for Specific Academic Purposes (ESAP) (Basturkmen, 2010; Clapham, 2000). While
the examples of EGAP domains include English for science and technology, English for
academic writing, English for (academic) medical purposes and English for management,
finance and economics, ESAP domains can be English for liberal arts, English for law studies
and English for medical purposes (Basturkmen, 2010; Clapham, 2000; Dudley-Evans & St
John, 1998).
The second main branch of ESP, namely EOP emphasises English learning and teaching
courses that have as primary goals to enhance the language ability of the learners in the
workplace and focus on job-related communication tasks. Like EAP, EOP consists of two
specific sub-branches: English for General Occupational Purposes (EGOP) and English for
Specific Occupational Purposes (ESOP) (see Table 1 next page). English for airlines, for the
health care sector, for the hospitality industry and prevocational or vocational English are
domains of EGOP; English for pilots, English for air traffic controllers, nursing and hotel
receptionists are examples of ESOP’s domains (Basturkmen, 2010; Clapham, 2000; DudleyEvans & St John, 1998).
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Table 1 Branches of ESP
ESP branch

Sub branch

Domain
English for science and technology

EGAP

English for academic writing
English for (academic) medical purposes

EAP

English for management, finance and economics
English for liberal arts
ESAP

English for law studies
English for medical purposes
English for airline workers

EGOP/ EGPP English for the health care sector
English for the hospitality industry
Pre-vocational and vocational English
EOP/ EPP
English for pilots
ESOP/ ESPP

English for air traffic controllers
English for nursing
English for hotel receptionists
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Although there are many research studies into ESP, EAP and EOP, the theoretical motives
behind the adoption of ESAP, EGOP, ESOP or EGAP have not been clearly identified.
Hyland argues that EAP instruction should be discipline specific (see Hyland, 2006; Hyland,
2011). However, the issue of specificity remains controversial, especially among ESP
program stakeholders. For example, even when a needs analysis is conducted before course
design, students must still adapt what they acquire from their ESP classes into their specific
disciplines (A. M. Johns, 1988). Additionally, based on corpus studies in different genres, for
example, even a lab report for the Chemistry discipline differs from one in Biology
(Parkinson, 2013). For this reason, this study employs the terms EAP and EOP as the two
main components of ESP. This is also done because most stakeholders are familiar with these
terms rather than EGAP or ESAP. The present study also discusses the specificity issue in
designing the ESP course in the context of Cambodian higher education.

2.1.3 Research issues in ESP
Several research publications in ESP can be traced back to approximately 60 years ago. A. M.
Johns (2013) and Gollin-Kies et al. (2015) provide a comprehensive review of ESP research
from 1962 until 2011 and offers predictions about the future of ESP. The first and most cited
published ESP book, a compilation of research edited by Swales (1988a), reviewed ESP
research development from the early 1960s to the 1980s. At this early stage, ESP research and
publications focused on English for science and technology (see Barber, 1962; Herbert, 1965;
T. F. Johns & Dudley-Evans, 1980; Lackstorm, Selinker, & Trimble, 1972; Swales, 1971) and
this emphasis is still strong (Dudley-Evans, 2001; A. M. Johns, 2013). Science also forms the
interest area of this study, as it is a domain in which ESP is frequently applied.
In the 1960s, the research undertaken into ESP primarily involved text counts, namely
counting words and grammatical items within written texts or discourses. A. M. Johns (2013)
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comments that the ESP research focus in 1962 was mainly about counting grammar features
across several genres. However, this focus on grammatical features within texts was heavily
criticised. The effectiveness of this syllabus was questionable as it did not respond to the
learners’ genuine needs and did not enable students to perform real world tasks. Richards
(2001) argues that each individual group of learners has their unique needs in language
learning. In response, Hutchinson and Waters (1987), for example, suggested a switch of
focus from texts to students’ needs as the basis for designing ESP courses. To obtain
information about what students need, it was suggested that a needs analysis be conducted
before course commencement, and this is the main focus of this study. Needs analysis is
elaborated in Section 2.3.
The last two decades have highlighted a growing number of research studies and practices
into ESP, not only in Europe but also across the globe. This phenomenon is especially true in
countries demanding specialised language skills and economic improvement (Ashuja'a, 2011;
Ron Howard & Gillian Brown, 1997). A. M. Johns (2013) considers this period 1990-2011 as
the modern age in ESP and beyond 2011 as the future. The topics of ESP research
publications include discourse and genre analysis (e.g., Cheng, 2015; Hyland, 2015; Martín &
León Pérez, 2014), corpus studies (e.g., Grabowski, 2015; Hoekje, 2007) and needs analysis
(e.g., Bosher & Smalkoski, 2002; Chew, 2005; Chia et al., 1999; Crosling & Ward, 2002;
Elisha-Primo, Sandler, Goldfrad, Ferenz, & Perpignan, 2010; Evans, 2012; Gimenez, 2014;
Jackson et al., 2006; Lehtonen & Karjalainen, 2008; Smith & Thondlana, 2015; So-mui &
Mead, 2000; Spence & Liu, 2012; Xie & Adamson, 2015) in both academic and workplace
settings.
The main focus of this current research is on forming a needs analysis framework for ESP
course design; therefore, research relating to ESP needs analysis is reviewed.
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In recent years, to meet academic and workplace demands and the needs of global mobility,
ESP course development and research publications, especially in needs analysis, have been
widespread in Asia, particularly in higher education sectors. This is evident in the growth of
the number of articles published in several ESP journals such as The Asian ESP Journal,
English for Specific Purposes Journal, The Journal of English for Academic Purposes and
RELC Journal. Many of the ESP research articles published are from Taiwan (e.g., Chia et
al., 1999; Spence & Liu, 2012), China (e.g., Liang & Chen, 2011; Xie & Adamson, 2015),
Iran (e.g., Atai & Shoja, 2011; Moslemi, 2011; Zohrabi, 2011), Thailand (e.g., Bosuwon &
Woodrow, 2009), Hong Kong (e.g., Chew, 2005; Chien, Lee, & Kao, 2008; Evans, 2012; Somui & Mead, 2000), India (e.g., Lo, 2014), Palestine (e.g., Kumari & Rahman, 2012) and
Israel (e.g., Elisha-Primo et al., 2010).
The context of Cambodia has seen implementation of some ESP courses at the university
level, but there has been limited research in the field. Noticeably, Cambodia has seen a shift
from of general English programs to a demand for ESP courses, yet only a limited number of
courses have been developed and this was not doen systematically within the country by some
public and also some private universities. For example, to meet learners’ specialised English
language needs, Macalister (2007) conducted research into the specific English language
needs of the electrical engineering students at the Institute of Technology of Cambodia, for
the purpose of raising teachers’ awareness of students’ ESP needs based on students’ and
teachers’ perceptions. His research suggested the development of an ESP course at that
institution.
Several Cambodian private higher education institutions (e.g., Phnom Penh International
University, Chela University) have revised their English language curricula to respond to the
students’ needs and have adopted ready-made commercial ESP textbooks as curricula.
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However, there was no systematic course or curriculum development undertaken which
considered contextual factors and the specific needs of the student intake before
implementation of the different ESP courses. This has resulted in a very inconsistent approach
to the English curriculum at the different HEIs.
The adoption of foreign curricula and commercial textbooks can cause dissatisfaction and
doubts regarding the effectiveness of a program. What is perhaps even more surprising, is that
most Cambodian higher education institutions, despite the new situation and change in
demand, have still mainly been offering general English courses (DHE, 2014b).
The current study aims to address the lack of recognition given the process of ESP course
development in the Cambodian context by conducting a systematic needs and situation
analysis study in a prominent Cambodian higher education institution. The study also aims to
provide recommendations and a proposal for a framework of ESP course development for the
Cambodian higher education institutions in general.
The next section examines what ESP program development entails, to better inform the
theoretical and conceptual framework of the study.
2.2 Defining curriculum and course design
This section provides definitions of the terms curriculum and course. The term curriculum is
important in this study, as it is the basis for any course development. In this section there is
also a review of the components of the curriculum design process, theoretical frameworks and
also an explanation of the course components. It is anticipated that an appreciation and
understanding of the elements of the course can lead to the systematic development of
organised and purposeful systematic curricula in Cambodian universities.
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2.2.1 The curriculum development process
The introduction of the concept of a language curriculum developed alongside discussions of
ESP and the rise of communicative language teaching (CLT). In the 1960s, applied linguists
criticised the focus on acquiring and mastering the grammatical system in language teaching
and learning. This criticism led to the strong influence of CLT and the theory of
communicative competence on language curriculum design after the late 1960s and through
the 1970s and also the replacement of structural, situational and audio lingual approaches
(Canale, 1983; Canale & Swain, 1980). In the 1980s, the influence of CLT emphasised a
focus on the learners, which is evident in the work of Hutchinson and Waters (1987).
Language learning and teaching has, in many parts of the world, switched its focus from the
emphasis on grammatical rules to one heavily based on principles of meaning making
principles. This phenomenon has also led to a systematic procedure of analysing of learners’
needs and the context of the learning and teaching as the starting point for the development of
any language course. This seemed to be a more suitable approach to the ones existing at that
time, namely that of complying with a course designer’s presumptions of the learning goals,
nature and processes.
There seems to be no clear consensus among the authorities in defining the term curriculum
development. For example, there are differences apparent in terminology employed by
British-influenced ELT and North American influenced ELT (Graves, 2008). Schwab (1983),
a prominent curriculum theorist, offered a rather elaborate definition of the term curriculum:
Curriculum is what is successfully conveyed to differing degrees to different students,
by committed teachers using appropriate materials and actions, of legitimated bodies
of knowledge, skill, taste, and propensity to act and react, which are chosen for
instruction after serious reflection and communal decision by representatives of those
29

involved in the teaching of a specified group of students who are known to the
decision makers (Schwab, 1983, p. 240).
For the purposes of this thesis, the researcher employs the definitions by Graves (2008, p.
147) because she offers clear and practical definitions of a number of concepts. First, the term
course is defined as “a teaching/learning experience that occurs over a specific period of time
[perhaps even years] with a specific focus” and is suitable when talking about adults in
tertiary education. A program is all of the related courses or courses of study offered in a
particular institution or department. Programs and courses all require curriculum development
to take place. In general terms, the term curriculum refers to “the processes and products of
planning, teaching and evaluating a course of study or related courses” so curriculum
development covers all of these aspects that relate the design (Graves, 2008, p. 147). The term
course is employed in this thesis to refer to a curriculum taught to a cohort of students over an
extended period such as two or three semesters or more. It is an appropriate term for the
Cambodian context, as it can consist of different offerings and levels, and Cambodian
educators understand its meaning.
There is a general consensus that the term curriculum refers to a learning process relating to
teaching content and thus curriculum design involves work on several steps. In the past,
curriculum design was visualised as a linear process, but this concept has been abandoned. In
other words, the starting point of curriculum development can be any point in the process.
Curriculum design is considered by several authors (Graves, 2000, 2008; I. S. P. Nation &
Macalister, 2010; Richards, 2001) to be a process, which involves the following steps:
assessing needs, articulating teacher and learner beliefs, defining the context, formulating
goals and objectives, developing materials, designing the assessment plan, organising the
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course (developing the syllabus) and conceptualising the content (skills, tasks, genres) (see
Figure 1 next page).

Figure 1 Framework of course development processes (Graves, 2000, p.4)
Richards (2001), a prominent author on language curriculum design, believes in beginning the
curriculum design process from needs analysis, and uses the term situation analysis or
environment analysis, to refer to the institutional, social and political circumstances in which
the curriculum takes place. A sound ESP course is context-based. Chiarelott (2006) argues
that effective teaching and learning is contextually driven, and this needs to be recognised in
the curriculum development process. That is, the ultimate goals and values of a curriculum are
to provide learning experiences to students and the experience come from the context or
environment (Wiles, 2009). In addition to context, other components included in language
curriculum design are language acquisition research, which needs to be considered when
thinking of learner needs and teaching methodology; this aspect then needs to be aligned with
the syllabus and assessment within a specific course of study (I. S. P. Nation & Macalister,
2010).
Despite the many trends in curriculum implementation, there is a consensus among
researchers that curriculum design cannot be successful unless it is supported by higher
authorities such as the government (top down) but it also needs the support and involvement
of teachers and students (bottom up) (Graves, 2008; Markee, 1997; Stoller, 1997). Graves
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(2008, p. 175) elaborates “teacher involvement is critical to the success of a curriculum, but
teachers cannot alone and on their own create and sustain it”. The needs and situation analysis
conducted in this thesis involving students, teachers and employers contributes to one part of
the process, the bottom up aspect, which is often absent in a curriculum innovation process
(Graves, 2008).
The next sections discuss the theoretical framework and components of course design.

2.2.2 Theoretical frameworks in course design
The course is not merely a description of a course to be taught; considered also are relevant
theoretical and practical issues that are determined by the context of a specific learning and
teaching setting. Curriculum or course designers should be able to justify the implementation
of either a proposed or existing curriculum. A number of educational theoretical conceptions
have been introduced in curriculum design to ensure the curriculum content is useful and
relevant to the students and society. Chiarelott (2006), when looking at curriculum in context,
confirmed that course design should be based on six curriculum orientations developed by
Eisner (1979) and Eisner and Vallance (1974). Chiarelott (2006) argues that the first four
orientations are applicable for a context-based curriculum. The four orientations include
academic rationalism, development of cognitive processes, personal relevance and social
adaptation or reconstruction. Richards (2001), in the TESOL context, agrees with Chiarelott
(2006) on academic rationalism, personal relevance and social reconstruction. However,
Richards also incorporates two other theoretical considerations for the curriculum: social and
economic efficiency and cultural pluralism. These curriculum ideological concepts are
relevant to most ESP course design contexts, especially in the era of globalisation.
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A common philosophical orientation, which can influence a curriculum, is academic
rationalism. This term refers to a belief that an educated person is one who has mastered
academic content knowledge. By way of explanation, a good citizen might be a person
educated in several curriculum subjects. The role of the school is to promote a particular
cultural tradition and develop students’ intellectual capacities and critical faculties and this
done through the curriculum (Clark, 1987). However, this ideology of education has been
criticised for its lack of providing any response to the actual needs of learners and society
(Richards, 2001).
Personal relevance or learner centeredness must be considered a better means of responding
to the personal needs of learners, and placing emphasis on an individual students’ learning
needs and experience. This educational philosophy also sees learning as a process that
achieves by developing independent and responsible citizens. The learners are believed to be
able to select and evaluate what knowledge relevant is for them and be able to learn from their
own efforts. This philosophy aims at fostering self-reflection, awareness, critical abilities and
leads to an emphasis on process more than product. However, learner-centredness might not
be sufficient for a student because a responsible citizen must also be accountable to society,
which suggests other educational orientations might also be necessary (Richards, 2001).
Social reconstructionism contends that education should enable a student to both participate
in the society and analyse and address social injustice. According to the concept of cognitive
process development, a curriculum should aim to develop students to be lifelong learners. To
be a lifelong learner, it is believed that education should equip learners with a set of skills and
strategies that will assist them acquire content subjects but also metacognitive and critical
thinking skills development. Students are not simply objects of knowledge for they must find
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ways of resisting social control (Freire, 1972). However, its critics argue that teachers or
students cannot change the social system so easily.
Another curriculum ideology in evidence is socioeconomic efficiency. This ideology is based
on the efficiency model, that is, educated students are thought to be economic literates. In
other words, graduated students should have the necessary knowledge and skills to effectively
perform the tasks and jobs that come to them as they participate in today’s economy-based
societies. The response of foreign or second language instruction should be to equip student
with practical and functional skills. It is this type of thinking that has influenced several
curricula in language teaching, including the notional-functional and product-based or
competency-based syllabuses (Richards, 2001). For example, Canagarajah (1993) who did a
critical ethnography of a Sri Lankan tertiary classroom, found that students were motivated to
learn general English to perform in socioeconomic mobility although they had to learn
grammatical rules to pass the exam. This philosophy has been criticised as a reductionist view
and presupposes that knowledge is external to the learner.
Cultural pluralism is another philosophical framework that proposes that students should be
able to live happily in multinational and economically diverse societies. Multilingual,
multicultural communities are currently common across the globe as we are living in the era
of rapid growth in international business and globalisation. Thus, the recognition of cultural
pluralism entails teaching students cross-cultural skills.
These theoretical concepts have been identified as applicable to language education and their
curricula, specifically development of an ESP course curriculum. These educational
philosophies and ideologies need to underpin the mission statement, rationale and goals for
ESP course development, which is often not clearly identified in a curriculum project.
Understanding these theoretical and practical ideologies that lie behind language education
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enables curriculum developers to consider broader concepts along with language elements
when designing a language course. It is also important for authorities to take these into
account when designing policy and making recommendations for HEIs.
In this study, the design of the needs and situation analysis model is influenced by cultural
pluralism, learner centredness and social-economic efficiency, these being the main trends in
language education. The other two curriculum ideologies could also possibly be integrated in
the prospective course development through the teaching methodology, but this is beyond the
scope of this thesis.

2.2.3 Components of the language curriculum
The main curriculum components include needs and situation analysis, syllabus, objectives,
teaching methods, and teaching materials and evaluation. The design of the curriculum mainly
results from, and is based on, the needs and context of the learners. However, in practice, it is
frequently the case that stakeholder interests, learner needs and context are not given
sufficient priority. In Cambodia, as in other countries, the situation is less than ideal. To offer
a clear picture of a curriculum is also an aim of this research, so this section elaborates its
main components.
2.2.3.1 Syllabus approaches
The notion of syllabus is related to but generally confused as synonymous with the term
curriculum. Curriculum incorporates syllabus (Ewing, 2010; Wiles, 2009), but a syllabus is
just one element of a curriculum (Richards, 2001). Graves (2008) defines a syllabus as plan
for a specific course in a content area for students to learn. A language syllabus consists of a
set of objectives, content and assessment as a guide for a language course (Feez, 1998;
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Graves, 2000). Selecting an appropriate syllabus framework is one of the main tasks in
organising a course, and this is investigated in this study.
There are several syllabus frameworks referred to in the literature and each has its own
strengths and weaknesses. The principal ones include grammar (structural) syllabus, lexical
syllabus, functional syllabus, situational syllabus, topical or content-based syllabus,
competency-based syllabus, skills-based syllabus, task-based syllabus and genre or text-based
syllabus (Ellis, 2004; Feez, 1998; Halley & Austin, 2004; I. S. P. Nation & Macalister, 2010;
Richards, 2001).
The first two common traditional syllabus frameworks include grammatical and lexical
syllabi. A grammatical syllabus describes a course whose content is based on grammatical
forms, whereas a lexical syllabus refers to a syllabus that promotes the learning of vocabulary
and this constitutes the main course content. However, both grammatical and lexical syllabi
have been criticised for representing only partial components of communicative language
skills (Richards, 2001) and over-emphasising “accuracy at the expense of meaningful
communication” (Ur, 2012, p. 187).
Both functional and situational syllabi assist in filling the gaps of grammatical and lexical
syllabi by focusing on the use of language rather than on a micro element of language
(Richards, 2001; Richards & Rodgers, 2001). While a functional syllabus aims to assist
students to master a set of language functions such as negotiating and requesting, a situational
syllabus, by comparison, organises the course content based on a set of contexts where
language is applied, such as at the market or doctor’s office. Even though both functional and
situation syllabi are considered more complete in terms of language content covered, than are
either the grammatical or lexical syllabus, they have also been criticised for emphasising
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language fluency while ignoring language accuracy (Richards, 2001). They are also regarded
as focusing on limited and specific aspects of communication competence.
Another type of syllabus is the content-based syllabus, known also as content-based
instruction (CBI) in language learning and teaching, is often applied in immersion in bilingual
schools. CBI has been influenced by the input hypothesis (S. D. Krashen, 1992), which
emphasises meaning rather than forms in acquiring integrated language and content
instruction. CBI is often considered appropriate for discipline specific students in ESP
classes. For example, CBI curricula have been practiced from primary to tertiary level around
the world in content subject classes such as science, integrated ESL, and also in content
learning and teacher education courses in Asia, which includes Cambodia (Lyster &
Ballinger, 2011; Stoller, 2004)
However, one of the major weaknesses of CBI is that there have been complaints from
teachers about their lack of discipline specific language, or limited language proficiency
(Halley & Austin, 2004). Lyster and Ballinger (2011, p. 285) argue that there is a need for
professional development to assist teachers in CBI to deal with these challenges because they
have been trained to teach either language or content subject, “but not both”.
Another syllabus that is popular for ESP courses, especially EOP classes, is a competencybased syllabus, referred to as competency-based language teaching (CBLT). CBLT draws on
the theoretical framework of economic efficiency, as it prepares students to perform tasks in a
particular context (Richards & Rogers, 2001). CBLT is an outcome-based approach and
competencies can include skills, knowledge, attitudes and behaviours for the performance of
real world tasks. CBLT describes the objectives of the course based on a set of competencies
that students must master. This syllabus is well known for integrating real world tasks into the
language instruction (Bensah, Ahiekpor, & Boateng, 2011). It has, however, been criticised
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because its competency specifications are often based on intuition rather than research
(Richards, 2001). It is also difficult to break down tasks into discrete competencies.
Another popular syllabus for ESP classes and one commonly in use is the task-based syllabus
which describes a course around tasks that students can perform using the target language
(Ellis, 2004). Nunan (2004, p. 1) summarises task-based language teaching as:

•

a needs-based approach to content selection

•

emphasising learning to communicate through interaction in the target language

•

introducing authentic texts into the learning situation

•

providing opportunities for learners to focus not only on language but also on the
learning process itself

•

enhancing the learner’s own personal experiences as important contributing elements
to classroom learning

•

linking classroom language learning with language use outside the classroom

A task-based syllabus allows students to practice the target language when doing assigned
tasks in the language classroom (Ellis, 2004). The earlier version of the task-based syllabus
favoured natural acquisition and rejected focus on form instruction. However, the new taskbased syllabus has integrated focus on form with pre-task and post-task phases. For example,
R. Oliver et al. (2013) employed this syllabus in teaching indigenous students in a vocational
education and training program in Australia. However, task-based language teaching is not
widely used by non-native speaker teachers, especially in the EFL context, as it demands high
proficiency level teachers or native-speaker teachers (Richards, 2001). Also it has been
suggested that students in task-based language teaching need to have good general English
proficiency. This syllabus type is more applicable to high proficiency students than students
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with low English proficiency (Richards & Rodgers, 2015). In addition, the grading and
sequencing of tasks in a syllabus is regarded as a major challenge for designers.
Another frequently used syllabus, especially for EAP classes, is the skills-based syllabus.
With this syllabus, the course is organised around skills such as listening, reading, speaking
and writing. The skills-based syllabus is a popular approach in teaching language skills.
However, it has been criticised because of its focus on an individual discrete macroskill,
without integrating all the macroskills that real world tasks specifically require (Ellis, 2004;
Richards, 2001).
Finally, a text-based or genre-based syllabus analyses texts and samples of discourse that the
students will encounter in their academic or professional setting. Feez (1998, p. 5)
summarises the basic principle of the genre-based syllabus:

•

language is a resource for making meaning

•

the resource of language consists of a set of interrelated systems

•

language users draw on this resource each time they use language

•

language users create texts to make meaning

•

texts are shaped by the social context in which they are used

•

the social context is shaped by people using language

Within the text-based syllabus, the students go through four stages of learning (Feez, 1998)
focusing on introducing texts within their social context. The first stage called ‘building
knowledge in the field’ involves students and teachers developing awareness of a particular
genre, such as narrative, report etc, building awareness of the social purpose of the text, and
the role of the writer/reader/speaker in shaping the text. In the second stage, ‘modelling of
text’, students and teachers are involved in “discussions of the cultural and social purposes of
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genre and the sharing of experience within that context, followed by a model text.” (Burns,
2001, p. 202). During the modelling of the text, students are engaged in activities learning
about the appropriate lexical and grammatical features which achieve the social purposes of
the text (Butt, Fahey, Feez, & Spinks, 2012). During the third stage, students and teachers
work collaboratively in ‘joint construction of text’, before they begin working independently
in the last stage during ‘independent construction of the text’. The aim of the last stage is to
build students’ confidence and skill by engaging them in producing their own targeted-genre
(Hammond, 1992). The criticisms of the text-based are similar to those of the competencybased syllabus (Richards, 2001). As with the competency-based syllabus, this syllabus is
criticised for its heavier focus on product than the process of learning. Students are expected
to acquire the language better in process-based learning, and they can be assisted with use of
appropriate scaffolding. In addition, the text-based is criticised for its intensive study and
analysis of model texts and construction of texts based on the models, which produced
imbalance in the concentration of the four macroskills (Richards & Rodgers, 2015).
Each syllabus framework mentioned above has its own strengths and weaknesses and “the
complexity of learning languages in classrooms is such that no one approach can be fully
responsive to learners’ needs” (Graves, 2008, p. 161). Then, there is a call, for the integration
of these syllabuses. Krahnke (1987) argues that to address the complex goals of a language
course, combining different types of syllabuses is needed. That is, an integrated syllabus
(Richards, 2001, p. 164), mixed or multi-strand syllabus (Ur, 2012, p. 190), or mixed-focus
model (Finney, 2002, p. 76) is organised to respond to priorities and the changing or
perceived needs of the learners.
However, the students’ needs and priorities that are continually changing in response to
workforce demands are often neglected and unidentified in many ESP course situations
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(Abuklaish, 2014; Feez, 1998; Graves, 2000; I. S. P. Nation & Macalister, 2010; Richards,
2001; Vo et al., 2016), thus making it difficult to have an established syllabus. Additionally, a
sound decision on the choice of syllabus needs to involve the participation of relevant
stakeholders, but particularly the teachers and students who, in practice, often have little input
into such matters as syllabus design.
For the above reasons, the present study seeks to investigate stakeholders’ recommendations
about the appropriate syllabus for an ESP course. This includes input from both teachers and
students as well as other academic and industry stakeholders.
2.2.3.2 Testing and assessment
Testing and assessment constitute other essential component of a language course. The terms
testing and assessment are different. Assessment is an ongoing process that incorporates
various methods, including testing. Assessment is a combination of all kinds of formal and
informal judgements and findings inside or outside the classroom (Mihai, 2012). Testing is
tests that are generally techniques of assessment measuring students’ performances (H. D.
Brown & Abeywickrama, 2010; I. S. P. Nation & Macalister, 2010; Nunan, 1988). Tests are
double-edged swords, that is, they can either benefit or harm the learning and teaching. To
reduce the harmful effects of tests, an appropriate assessment is needed to determine the
outcomes of a language course, taking into account the purpose of assessment and the
approach.
Within assessment literature, there are two well-known forms of assessment: formative and
summative. Formative assessment refers to an evaluation of students’ learning to assist them
to progress in their learning process and achieve their learning outcomes (Hughes, 2003).
Formative assessment focuses on providing informal and formal teacher feedback. Formative
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assessment can take place using traditional assessment methods constructively. Checklists,
observations essays, tests, portfolio, self-assessment are examples of formative assessment.
Summative assessment measures what students have learned from a course and usually occurs
at the end of the course (H. D. Brown & Abeywickrama, 2010). Examples of summative
assessment can be final exams, midterm exams and quizzes. According to a study by H. D.
Brown and Abeywickrama (2010), formative assessment better informs students’ learning
than summative assessment. Black and Williams (1998) also suggest that teachers can convert
a summative assessment into a more formative assessment by making summative assessment
a form of feedback on the students’ learning process. In response, both pre- and in-service
teachers must be well trained and be assessment literate; in many cases they are not. For
example, Tao (2014) examined assessment literacy among English lecturers in Cambodia and
found that they lacked this kind of literacy, and this, she noted, had a negative impact on their
actual assessment implementation.

In the Asian context, particularly in Cambodia, an appropriate approach to language
assessment must be considered to assess students’ actual performance. Even though
traditional assessment such as final exams, midterm exams and quizzes, is still common and
preferred in some parts of the world, particularly in Asia, alternative or innovative assessment
such as a presentation or debate, which is more performance-based and authentic, offers a
better reflection of a student’s actual performance (H. D. Brown & Abeywickrama, 2010).
Additionally, innovative assessment enables teachers to provide more useful feedback to
students, and to motivate students in their learning process, over its counterpart, traditional
assessment. The issues around assessment are part of the enquiry into the context of the ESP
course design that is investigated in this study.
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2.2.3.3 Teaching materials
Another main component of curriculum is the teaching materials. One main teaching material
challenge, which teachers often debate, is between authentic and inauthentic materials.
Materials can include both texts (in paper-based, audio, or visual form) and tasks in teaching
and learning (Harwood, 2010). Many EFL or ESL teachers, in particular non-native English
speakers, value authentic texts or materials in language teaching and learning. Authentic
materials refer to materials designed for and used by general audiences, but are meant not for
teaching and learning purposes (Jordan, 1997). However, other teachers tend to prefer using
commercial textbooks, which are often inauthentic. Not only do they contain inauthentic
materials but lack authentic and real life communication tasks. Inauthentic materials and
pedagogically prepared tasks have been criticised, as they do not respond to students’ real life
needs. Bell and Gower (1998) argue that teachers should regard a commercial textbook as a
resource, not a course. Many materials writers agree with Carter (1998) that a curriculum is
formed by a mixture of authentic and pedagogically prepared materials as well as a synthesis
of semi-authentic and authentic tasks (Harwood, 2010).
The teaching materials also need to be carefully evaluated (J. D. Brown, 1995; Graves, 2000;
Richards, 2001). Dudley-Evans and St John (1998, p. 173) suggest strategies for selecting and
adapting teaching materials as follows:

•

select appropriately from what is available.

•

be creative with what is available.

•

modify activities to suit learners’ needs.

•

supplement by providing extra activities (and extra input)
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The science and technological era has generated the employment of CALL materials
alongside traditional teaching and learning materials. CALL, or computer-assisted language
learning, incorporates tasks and activities from websites, software and courseware to produce
materials for language teaching and learning. Reinders and White (2010) summarise the
advantages of CALL materials into organisational and pedagogical advantages. While the
organisational advantages include convenient access, storage and retrieval of learning
behaviour records and outcomes, sharing and recycling, and cost efficiency, the pedagogical
advantages of CALL materials are authenticity, interaction, situated learning and monitoring
and recording of learning behaviour and progress. Chapelle (2001) offers several criteria for
selecting appropriate CALL materials for a particular course: language learning potential,
learner fit, meaning focus, authenticity, positive impact and practicality.
This study considers the teaching and materials by investigating how relevant stakeholders
perceive what should be appropriate materials for the ESP courses.
2.3 Defining needs analysis
As already mentioned, needs analysis is discussed in this section separately because it is one
of the main aspects of the current study. Needs analysis is defined as a process of gathering
relevant information about the needs of group of students, including their language skill needs
(Graves, 2000; Richards, 2001). Curriculum developers incorporate needs assessment or
analysis as the first stage of the curriculum development process in order to attempt to
directly fulfil the needs of particular groups of students. Regarding ESP, language course
designers regard needs analysis as an important starting point in language curriculum
development given the foundation of the student-based principle.
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The term needs has been variously defined. First, needs has been seen as desires,
expectations, motivations, demands, constraints or requirements (Brindley, 1984). Richards
(2001) argues that needs is not a thing that exists but rather, it is constructed and based on
individual judgements of different stakeholders. Teachers, learners and employers may have
different views on language learners’ needs. To triangulate their opinions about learners’
needs, it is important to involve them in the course design project.
The concept of needs analysis has been crucial in language generally, and specifically to ESP
course design, but it is also of concern to those responsible for course delivery. In response to
this importance, several books in this area have been published in order to help the ESP
course designers (Basturkmen, 2006, 2010; Gollin-Kies et al., 2015; Huhta, Vogt, Johnson,
Tulkki, & Hall, 2013; Long, 2005; Paltridge & Starfield, 2013a). Additionally, many journal
articles in ELT journals such as English for Specific Purposes Journal, English for Academic
Purposes, and RELC Journal have also published research indicating similar thinking about
English language course design, noting the benefits of employing needs analysis.
Course designers identify and refine the results of the needs analysis to form the content of a
language course. As students progress through the courses, their needs might also be
changing. Graves (2000) suggests that needs analysis should be an ongoing process in
determining the course content that is appropriate for students. In this thesis, needs analysis
refers to a systematic procedure used to collect information about students’ needs and
preferences before an ESP course design. Due to time and scope limitations, this needs
analysis model can be conducted before course design, but it is recommended in the final
chapter that the needs analysis process be continued throughout the course implementation.
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1. Deciding
what
information to
gather and why

2.
Decide
when,
from
whom,
and how
to gather
it

6. Evaluate
the effects
of the
action

3. Gather
information

5. Act
on it

4.
Interpret
it

Figure 2 The needs assessment cycle (Graves, 2000, p. 100)
This study adopts Graves (2000) needs assessment cycle as seen in Figure 2. Deciding what
information to gather and why is the first main step of needs analysis and it is aimed at
ensuring that the ESP course content areas are appropriate for the students. In an ESP
situation, learners have specific professional/academic needs. Language course content that
does not appear directly relevant to their real world objectives can easily de-motivate the
students. Basturkmen (2010) emphasises the importance of investigating students’ perceived
wants, the wants that motivate learners in the learning process, because the students should
have some awareness about their needs (Hutchinson & Waters, 1987). Students are more
likely to maintain a high level of motivation when the ESP courses fulfil their interests and
needs, and this provides some of the justification for this current study. Steps 2, 3, 4, 5 and 6
are discussed in the Methodology chapter.
The three concepts of Hutchinson and Waters (1987) - necessities, lacks and wants - have
been commonly employed in needs analysis research. First, necessities refers to objective
needs indicating ESP learners’ language journey or priority and the language skills and
subskills, such as speaking, reading, writing and vocabulary that they must acquire. The
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second concept, lacks, or deficiency refers to the outcomes of analysis of students’ current
language proficiency. Lacks is not applicable in this study because students’ lacks are usually
assessed through a diagnostic assessment, which can indicate students’ language strengths
and weaknesses. I. S. P. Nation and Macalister (2010) claim this can be done through
interpreting results of a placement test, and placement tests can be administered by
Cambodian universities. As mentioned in the introduction chapter, students’ English
proficiency at universities is multilevel and each institution addresses these issues differently.
Finally, wants, or strategies analysis, explores learners’ preferences such as learning styles,
strategies, or teaching methods. The present study incorporates the concepts of necessities and
wants to analyse students’ language priorities and stakeholders’ preferences for teaching
methods and other relevant issues in ESP course design.
2.4 Defining situation analysis
In addition to conducting a needs analysis, environment or situation analysis is also
considered important in ESP course design. Some researchers consider it as an extension of
the concept of needs analysis (Graves, 2000). Situation analysis refers to an analysis of
factors in the context of a planned or present curriculum project, that is made to assess their
potential impact on the project (Basturkmen, 2010; Graves, 2000; Long, 2005; I. S. P. Nation
& Macalister, 2010; Richards, 2001).
A range of factors can influence the implementation of the curriculum; these factors include
societal, institution, teacher, learner, community, and adoption factors (Richards, 2001).
Societal factors mainly examine the views of the community and the stakeholders regarding
the curriculum. This is also addressed in the present study. Project factors relate to the range
of resources and staff who are available knowledgeable and can be involved in the course.
Teacher and learner factors include students’ and teachers’ language proficiency, their skills,
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training qualification, beliefs and principles and teaching styles. Finally adoption factors ask
questions such as what advantages does the curriculum offer and how compatible is it with
the institution? The present study addresses some of these societal and practical issues in
relation to the ESP course design. Specifically, they include teachers’ qualification, teachers’
lack of disciplinary knowledge, students’ low English proficiency and teaching materials.
Factors in a curriculum project can be either positive or negative. An example of a positive
factor is when a project consists of qualified teachers who are willing to contribute to the
implementation of the new curriculum (I. S. P. Nation & Macalister, 2010; Richards, 2001).
However, lack of qualified ESP teachers is considered to be one of the main challenges in
ESP course implementation. ESP teachers generally lack knowledge of the learners’ subject
field, and this issue has been raised as a main challenge in ESP course design (Dudley-Evans
& St John, 1998; Kim, 2008; Tudor, 1997). For example, Parkinson (2013) points out that
many ESP teachers, who are not familiar with their students’ field of studies find it hard to
expose students to the discipline’s discourse community. That is, ESP teachers find discipline
discourse very diverse and complex (Spack, 1988). The issue of ESP teachers is also
investigated in the current study, as it is a common challenge in ESP curricula.
Besides teachers’ limited knowledge of students’ specialisation, another challenge indicated
in the field is the collaboration between ESP and subject-specific teachers. Collaboration
could occur in the forms of cooperation, peer coaching and mentoring, and team-teaching
(Almagro Esteban & Vallejo Martos, 2002; Lo, 2014). In this form, subject-lecturers and ESP
teachers can work together to design the syllabus, prepare the teaching materials and co-teach
the ESP classes. Although there has been literature indicating the benefits of this approach,
which include helping students’ learning and narrowing the gaps between discipline-specific
knowledge and language learning, research has also highlighted challenges in implementing
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this approach which include conflicts between both the two parties regarding field focus,
approach (methodology), teaching timetables and attitudes (Ahmed, 2014; Almagro Esteban
& Vallejo Martos, 2002; Arnó-Macià & Mancho-Barés, 2015; Barron, 2003; Chien et al.,
2008; Dudley-Evans & St John, 1998; Dugan & Letterman, 2008; Horn, Stoller, & Robinson,
2008; Lo, 2014; Voogt et al., 2011). The differences result from their different perceptions
and beliefs, including their roles, foci in teaching, their attitudes and willingness to
collaborate, as well as power relationships (Lo, 2014). The issue of collaboration between
content lecturers and English lecturers was examined in this study.
In addition to teachers’ issues, students’ issues to be taken into account include their general
English proficiency and an indication of student enrolment. First, students’ low general
English proficiency is a challenge in ESP course design. Zohrabi (2011) pointed out that the
issue of low general English proficiency is common to both students and graduate employees.
For example, Atai and Shoja (2011) reported ESP teachers’ complaints about students’ low
general English proficiency in ESAP courses in the Iran undergraduate context. In many
cases, to comprehend the reading texts, teachers were requested to translate vocabulary and
terminology of the target language into L1, requests which indicated the low proficiency of
the students (Mazdayasna & Tahririan, 2008). Regarding student enrolment, Basturkmen
(2010) discusses a case of an ESP course, in which teachers had speculated that the course
would interest students, but after the implementation, only a few students enrolled into the
course. Therefore, involving relevant stakeholders especially students in foreseeing the future
enrolment rates and expressing their interest in enrolling in such a course can assist course
designers in deciding whether the course is worth pursuing.
Designing appropriate teaching materials that correspond to the students’ needs has been
reported as another challenge for ESP course designers, which requires expertise in the field
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and is time consuming. However, Kim (2008) argues that ESP course designers do not need
to be experts in the field. Their intended role is to select and evaluate the available readymade materials such as commercial textbooks. In other words, available materials can be
adapted to meet the students’ needs. Alternatively, Orr (2010) recommends ESP specialists
work with faculties from the specialised departments to discuss the criteria and English
language skills that are appropriate and necessary for the targeted students. Aligning with
suggestions from the literature, this study investigated stakeholders’ opinions about the design
of ESP teaching materials.
Other challenging factors in course design include time and resources. Ferguson (1997) warns
that the successful innovation of a curriculum is time consuming, as it is an ongoing process.
Wedell (2009b) similarly argues that curriculum development goes through a long process,
which includes four hierarchically arranged levels: familiarisation, socialisation, application
and integration. In addition to the burden of time, financial and human resources also need to
be in place during the process of implementing a new curriculum. In other words, a new
feasible curriculum must be supported financially and politically within an institution or the
government (Waters & Vilches, 2001). The current study addresses such issues as time
factors, institutional constraints and measures to address these limitations.
2.5 Research into needs and situation analysis in ESP course design
Many empirical research studies into needs and situation analysis relating to ESP course
design have been conducted in the two main ESP branches (English for academic purposes
and English for occupational purposes) within various specialisations (science, engineering,
hospitality and business) around the globe. This section begins with a review of published
articles in needs and situation analysis in ESP course design research around the globe,
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including ASEAN countries and two on Cambodia, with an emphasis on science, technology
and engineering fields, as science is the main focus of this present study.
In South Africa, Jackson et al. (2006) examined the writing and reading tasks assigned to
undergraduate science students at the University of KwaZulu-Natal. Questionnaires were
employed with 47 academic staff from 14 disciplines including Agriculture, Biochemistry,
Biology, Botany, Chemistry, Computer Science, Dietetics, Geography, Geology,
Microbiology, Mathematics, Physics, Statistics and Zoology. The findings revealed that
laboratory report writing was a common genre for writing assignments; however, it was found
that there was a mismatch between assigned reading and written assignments. That is,
students were assigned to read textbooks, but they were asked to write laboratory reports. The
study sought a single perspective only from the academic staff but not students and industry
stakeholders. In the research reported here, two perspectives: academics and professionals are
considered, which make the study richer.
In the UK, Smith and Thondlana (2015) investigated the tasks demanded of international
students in performing a group project to determine the EAP skills and academic
competencies the students need. Content analysis was used to examine the project documents
and two senior lecturers were also interviewed. The findings revealed a range of skills and
competencies that students need, including skills in teamwork, reading, speaking, listening
and writing. The reading tasks include briefing the project and guidelines, research in
recommended readings, library and websites and critical reading. Speaking and listening are
needed for group discussions, negotiations, meetings, intercultural communications,
presentations and flexible thinking. Writing tasks comprise writing minutes, reports and
PowerPoint presentations. This research helps form the conceptual framework of the present
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study regarding the academic competencies needed for the science undergraduate students in
Cambodia.
In Palestine, Alastal and Shuib (2012) investigated the target needs of the academic English
undergraduates of the Faculty of Applied Science at Al-Aqsa University with 180 students
from six departments: Chemistry, Physics, Biology, Technology and Applied Sciences,
Mathematics and Computers. The needs analysis framework of Hutchinson and Waters
(1987) was used to design the questionnaires to investigate undergraduates’ present academic
English language proficiency, the academic English skills necessary for their academic study
and the English skills they desired to learn. The findings revealed that reading was the main
necessary skill. Other necessary microskills identified include reading textbooks, general
reading comprehension and note taking. The needs analysis framework used by Alastal and
Shuib (2012) was helpful in developing the needs analysis framework that is used in this
study.
In Taiwan, Chia et al. (1999) identified the English language needs of medical college
students at Chung Shan Medical College. The questionnaire was completed by 349 medical
students and 20 faculty members. The findings show that English language was perceived as
important for students’ academic studies and for their future professions. While a mixture of
both English and Chinese were found to be used in the classroom, the most important
macroskill identified was reading, followed by listening, writing and speaking in this order.
Reading skills include improving reading speed and comprehension of textbooks and journal
articles in English. The preferred listening skill was comprehension of medical terms in
lectures and reports and research papers were reported as necessary written tasks. Students
were found to possess limited vocabulary, particularly medical terminologies. The study
revealed that the preferred materials for the course were incorporation of discipline specific
52

materials such as medical field genres, medical research journals and reports and other
materials relevant to subject matter studies. The research is relevant to the context of the
current study as English is important for both undergraduate students’ current studies and
future jobs in Cambodia.
In the US, Bosher and Smalkoski (2002) conducted a needs analysis to develop a course in
healthcare communication for immigrant students enrolled in the Associate of Science degree
nursing program, in response to what had been identified as students’ area of difficulty. To
gather the information, researchers interviewed five faculty members and five ESL nursing
students and also observed four students. The study found that ESL nursing students had the
most difficulty in being assertive with clients, colleagues and nursing instructors, using
appropriate paralinguistic features of communication and non-verbal communication skills,
making small talk and understanding cultural differences. The research focuses on students’
workplace communication but not academic skills so is of limited relevance to this study.
In Iran, Mazdayasna and Tahririan (2008) investigated medical science undergraduate
students’ foreign language needs in faculties of nursing. The study recruited three groups of
stakeholders: 681 undergraduate students, 168 subject-specific instructors and 6 EFL
instructors. The data were collected through interviews and questionnaires. The findings
showed students’ preferences of mastering the foreign language before attending their
specialised courses. Other issues found included students’ dissatisfaction with the class size,
teaching methodology, assessment and textbook’s content. The findings also revealed subjectspecific instructors’ dissatisfaction over their students’ low language proficiency. The study
suggested the existing ESP courses’ goals are unrealistic and do not equip students with
necessary language skills to be able to deal with their specialised discipline; thus, there was a
need for consultation and collaboration among relevant stakeholders, including the discipline
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departments, to identify students’ needs. This practice has been absent in many such cases in
Iran which have led to dissatisfaction of relevant stakeholders, particularly teachers and
students on issues such as teaching methodology, teaching materials and students’ low
English proficiency, which the present study investigated (Mazdayasna & Tahririan, 2008).
In Australia, R. Oliver et al. (2013) conducted a Task-Based Needs Analysis (TBNA) at a
vocational education and training program for Australian Indigenous students to identify the
actual language and literacy tasks that students are likely to encounter in various workplace
settings. Non-participant observation, unstructured interviews and document analysis were
used to collect data. R. Oliver et al. (2013) found that students need to further develop their
oral language skills to communicate with non-Aboriginal supervisors, colleagues and clientele
or members of the public. Oral language skills for engaging socially at work were also found
to be essential for students. Overcoming feelings of shame is another skill students lacked
when interacting with non-Aboriginal people at work.
Another study in Australia was conducted within the workplace setting. Crosling and Ward
(2002) investigated the workplace oral communication needs and uses of business employees
who graduated from Monash University. The questionnaire was completed by 24 employers
of the various companies employing Monash graduates. They found that the regular forms of
oral communication included informal work related discussions such as building team
relations, following instructions and discussion in meetings. These two studies assisted in
forming a picture regarding employees’ workplace skills for this present study.
In China, Xie and Adamson (2015) evaluated two EOP training programs in the Chinese
workplace context. They found that although there were adequate textbooks and
supplementary materials for training students in oral and written communication skills, the
programs lacked supplementary materials on professional terminology and lack of authentic
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workplace documents. The course content that responded to students’ needs was found to be
the integration of authentic materials, note taking, daily and email communication with
customers, conference calls, report writing, professional vocabulary and skills in participating
in technical training overseas.
In Taiwan, Spence and Liu (2012) analysed the tasks of engineers at a semiconductor
manufacturing company. The findings revealed that engineers needed to read a lot of daily
emails, office documents, project documents and writing instructions but fewer professional
texts and manuals. The most frequent writing tasks include memos, PowerPoint presentations,
project proposals, minutes and business letters. The main tasks for speaking and listening
were found to be meetings, presentation, teleconferencing and seminar, telephone
communication and face-to-face communication.
A few research studies have been conducted in the workplace setting. In Hong Kong, the
study conducted by Chew (2005) investigated the communicative tasks in English and
Chinese that were required for new graduate employees in various departments in four banks.
Sixteen employees were interviewed and completed the questionnaires. The findings reveal
that the communicative tasks that graduate employees were required to perform in English
were written communication and translation, reading and oral communication with nonChinese speakers. Written and translation tasks included memos, minutes of meetings,
reports, rules and regulations for bank customers and opinion and complaint letters from
customers. Reading tasks involved gathering information from research reports, brokers’
reports and technical and computer manuals. Interestingly, the results revealed the strongest
support for on speaking skills, which include presentation, oral English for daily use and
social interaction, negotiation skills and business communication skills.
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Another study in Hong Kong conducted by Evans (2012) investigated email tasks in the
Special Administrative Region’s industries to design email tasks for the business English
classroom that narrow the gap separating the office and the classroom. Thirty hours of
interviews with English-using Chinese professionals and analyses of four case studies and
fifty email chains were conducted. The findings showed that the internal emails were simple
and straightforward and that the emails with clients tended to be rather formal. The study
suggested integrative teaching of the four macroskills because they are interdependent and
embedded in email communication.
So-mui and Mead (2000), in Hong Kong again, explored the workplace English needs of
textile and clothing merchandisers who communicate in the international market places. Data
were collected through questionnaire surveys, telephone interviews, analysis of authentic
correspondence and visits to the workplace. The findings revealed that written communication
often is the following up measure on an order such as advising order status and clarifying
order queries. Another interesting finding was the different focus between employees and
employers. That is, graduate employees wanted grammatical accuracy, whereas the employers
prioritised correctness of content and appropriate tone. The other skills reported were
presentation of message, paraphrasing, grammatical accuracy such as incomplete sentences,
tone and business jargon. From the findings, teaching and learning materials were designed
for the business English course to suit the context and needs of the workplace. The
communication tasks found in the studies by Chew (2005), Evans (2012) and So-mui and
Mead (2000) are also applicable to other Asian contexts, including Cambodia especially in
multinational workplace settings.
The above-mentioned empirical research studies involved either academic stakeholders such
as students and teachers, or industry stakeholders such as employers. In other words, the
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studies either explored tasks students needed to perform in their academic studies, or tasks
they would be encountering in the future. However, there is limited research in ESP course
design in the fields of science and technology that integrates the perspectives of both
academics and industry, so this presents a good reason to carry out for this present research.
Both academic and industry stakeholder groups were included in this project to obtain views
from both sides.
2.6 Research into needs and situation analysis in ASEAN countries
In the context of the ASEAN member countries, empirical research into ESP course design is
limited. Among the ten countries, published ESP research is only available in a few, including
Thailand, Vietnam and Cambodia. In Thailand, Bosuwon and Woodrow (2009) conducted a
needs analysis to design a problem-based reading course for undergraduates at the University
of the Thai Chamber of Commerce. A questionnaire, based on a content analysis of 13
business communication textbooks, was delivered to 102 graduate students, 16 instructors and
245 employers and employees in the fields of airline, hotel and tourism. The findings reveal
that various topics had prominence, including business etiquette and business communication.
These were the topics that were used to design the course objectives and contents reflected in
the textbooks. However, this study lacked depth, as the questionnaire findings were not
further investigated. The current study addresses this type of weakness by following up on
questionnaire items with a qualitative data analysis.
Vo et al. (2016) conducted a small-scale research project on a Vietnamese university
investigating the English communication needs of IT graduate employees in a multinational
setting. The study employed a qualitative enquiry combining semi-structured interviews,
observations and post-observation discussion with 14 IT graduate employees. The study
revealed that there was a mismatch between English instruction including materials and
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methods at the university and communication in at the workplace. The study recruited only
academic stakeholders, especially English or ESP teachers and students were not recruited.
Still, there is a lack or absence of ESP course design research in most ASEAN countries,
especially any that addresses needs and preferences of stakeholders before the
commencement of an ESP course (Vo et al., 2016). Large scale studies of these matters are
absent. This means that this literature gap relating to ESP course design in the ASEAN
context should be addressed.
Similar to other ASEAN member countries, Cambodia lacks published research studies into
ESP course design. In the higher education context, there have only been two small scale
studies and of limited scope on needs and situation analyses; each had placed emphasis on the
fields of science and technology. However, both studies recruited a small number of
participants from the academic setting, whereas this present study incorporates many
participants from both the academic and industry fields.
Macalister (2007) explored students’ language needs in order to design an appropriate ESP
course for students at the Institute of Technology of Cambodia. The research was a case study
of a negotiated syllabus among three groups of stakeholders: an English teacher, the head of
an engineering department and students from five different engineering majors: food
technology, electrical, rural, industrial and mining and civil engineering. The findings
revealed that the English teacher was unwilling to take the role of an ESP teacher. He justified
this by stating that he was “an English teacher, not an engineering teacher” (Macalister, 2007,
p. 38). Interestingly, the findings show that the department head had no idea about the
necessary language skills for the students. The findings, from the students’ group discussion
however, highlighted the need to incorporate several topics that were related to their
disciplines into the course. From the findings, the researcher concluded that since there was
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overlap in topics, the teacher did not need to design five separate ESP types, one for each of
the five disciplines. The study shows the importance of incorporating various stakeholders in
situation and needs analysis before any course design is embarked on.
The second needs and situation analysis research in the Cambodian higher education context
is a course design project, jointly organised by language teachers from the Faculty of Science,
Royal University of Phnom Penh and Victoria University of Wellington. Macalister and Sou
(2006) conducted needs and situation analysis to design an elective course of English for
Science and Technology. The researchers analysed existing syllabus documents; employed
structured interview with a seven-item questionnaire with eight lecturers from five university
departments; and used the seven-item questionnaire with by 15 upper-intermediate students
from seven different specialisations. Most teachers and students identified reading and writing
in English as priorities for the new course. The results also revealed the participants’ concern
about improving students’ technical vocabulary and critical thinking skills. Another matter of
concern found was that English lecturers were not sufficiently qualified to teach the EST
courses, as they lacked specialist subject knowledge. The environment analysis also showed
that, although English teachers were qualified, having either relevant undergraduate or
postgraduate degrees to teach English as a foreign language, they lacked the time and
confidence to prepare their own materials, thus a commercial textbook was preferred.
In Cambodia, these two studies sought perceptions only from the academic stakeholders. The
present study is the first comprehensive research that has recruited both academic and
industry stakeholders to conduct needs and situation analysis of ESP course design in the
Cambodian higher education context. It is also the first study of its kind to recruit a large
number of participants and investigates their preferences on several aspects of ESP course
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design, such as syllabus, scope, tasks, skills and challenges in the Cambodian HEI context.
This study has wider application to other Asian contexts in similar situation.
From the relevant literature reviewed above, the conceptual framework of the present study is
formed (see Figure 3 next page). The conceptual framework is used to design the instruments
of this study. This is further explained in the Methodology chapter as it relates to
questionnaire and interview design.
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English language skills and tasks for
academic purposes:
> Speaking: presentation, debate, group
discussion
> Listening: lectures, notetaking, strategies
> Reading: textbooks, journal articles, strategies
> Writing: assignments, lab reports, summary
> Vocabulary: specialist terminology, strategies
> Grammar: passive voice, logical connectors,
relative clauses, verb tenses

English language skills and tasks for
occupational purposes:
> Business communication: formal and informal
langauge, business meetings, telephone
interactions, conversation skills, report writing,
letter writing, email writing, communication
with customers and colleagues
> Cross cultural awareness: cultural knowledge,
politeness in different cultures, asking
questions in different cultures, cultural
stereotypes, taboo langauge, agreement and
disagreement in different cultures, avoid
miscommunication

Needs and
situation
analyses
Course's component issues:
> Scope: speciFicity (narrowed, wide angled),
domain (EAP, EOP), elective or compulsory
> Duration: one semester, two semesters, three
semesters
> Syllabus: skill-based, task-based, competencybased, functional, integrated
> Assessment: traditional, alternative or
innovative, summative, formative

Challenges and measures in course design:
> Teacher issues: lack of specialist knowledge of
the Field, motivation issues
> Students issues: low proFiecieny, mixed
ability, enrolment
> Institutional issues: positive or negative
attitudes towards innovation
> Implementation issues: resources, facilities,
materials

Figure 3 Conceptual framework of the study
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2.7 Summary
In this chapter the conceptual and theoretical frameworks of the study are discussed. The
chapter began with an overview of the ESP field, including its definitions, characteristics and
branches. Then the chapter discussed curriculum, and ESP course design components and
process, including several elements, such as syllabus, needs analysis, situation analysis,
theoretical orientation, assessment, teaching materials and evaluation. Then, the study’s
contribution to needs and situation analyses in the ESP course design in Asia, specifically
Cambodia, is also presented.
The study proceeded to define needs and situation analyses as two essential components of
ESP course design (Richards, 2001). The chapter explained how the concepts of needs and
situation analyses were employed in this study. Finally, the last section reviewed research on
need analysis in the field and in the Asian context. The review revealed that most needs and
situation analysis studies are small scale and either focused on students’ academic or
professional ESP needs (e.g., Macalister, 2007; Vo et al., 2016). This is one of the major
contributions of the present research to the ESP literature. It also revealed the need for a
comprehensive needs analysis in the HEI Cambodian context that can be applied in Asian
contexts planning to develop ESP courses. The studies reviewed also help form the
conceptual framework of this study.
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CHAPTER 3
RESEARCH METHODOLOGY
This chapter consists of five sections. Section 3.1 discusses the methodological framework for
the study, which employs a mixed methods design. It defines the characteristics, and
discusses the advantages, limitations and ends with the rationale for the choice of this design.
Section 3.2 offers a justification for the choice of research instruments and describes the
participants and research site for the quantitative and qualitative phases. Section 3.3 describes
data collection in both phases. Section 3.4 discusses the analytical techniques in processing
the data. Section 3.5 concludes with a summary of the chapter.
3.1 Methodological framework
As mentioned in the introduction and literature review chapters, one of the contributions of
this study to the field is its combination of quantitative and qualitative methods in needs
analysis studies. The mixed methods design has recently gained much prominence in the field
of language teaching research and especially in language for specific purposes(Gollin-Kies et
al., 2015). The section below discusses its definition, the main features and types of mixed
methods design.

3.1.1 Characteristics of the mixed method design
A mixed methods research approach is defined as a procedure involving the collection and
analysis of both quantitative and qualitative data to answer a research problem (Creswell &
Plano-Clark, 2011): it has its own unique characteristics.
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A research approach is considered to be a mixed methods design when the researcher:

•

collects and analyses persuasively and rigorously both qualitative and quantitative
data (based on research questions);

•

mixes (or integrates or links) the two forms of data concurrently by combining them
(or merging them), sequentially, by having one build on the other, or embedding one
within the other;

•

gives priority to one or to both forms of data (in terms of what the research
emphasises)

•

uses these procedures in a single study or in multiple phases of a program of study;

•

frames these procedures within philosophical world views and theoretical lenses; and

•

combines the procedures into specific research designs that direct the plan for
conducting the study (Creswell & Plano-Clark, 2011, p. 5).

This research employed both qualitative and quantitative data collection methods, as specified
in the discussion above. It mixed the data by utilising a specific mixed methods design
systematically, which will be discussed below.

3.1.2 Strengths and limitations of the mixed methods design
While the mixed methods design has its advantages over a single method applied alone, it is
important to make note of its benefits and limitations in this research. One of the well-known
advantages of mixed methods research is that a research problem or question can be more
clearly explored by the use of both qualitative and quantitative methods than by either one
used alone (Creswell, 2012). In other words, when either qualitative or quantitative data
cannot adequately answer the research questions, the mixed methods design is to be
conducted. Another strength is that each method reinforces and cross-validates the other and
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provides the most informative, complete, balanced and useful research results (J. D. Brown,
2011; Fraenkel, Wallen, & Hyun, 2012). For example, qualitative data can be used to
triangulate or explain quantitative significant results, outlier results, or surprising results.
However, the mixed methods design also has its limitations. The notorious weaknesses are
that is it both time consuming and resource demanding (Creswell & Plano-Clark, 2011;
Fraenkel et al., 2012). In addition, Fraenkel et al. (2012) suggest that researchers should have
experience in both quantitative and qualitative research methods in order to conduct this type
of design accurately and appropriately. To complete this research project, the researcher
received training to employ this design and had allocated sufficient timeframe and funds.

3.1.3 Types of mixed methods design
Researchers of the educational field employ different types of the mixed methods. According
to Creswell and Plano-Clark (2011), there are four basic mixed methods designs, which are
typically employed by educational researchers, namely the convergent parallel, explanatory
sequential, explanatory sequential and embedded designs (see Figure 4). This section
discusses the four basic mixed methods designs and Section 3.1.2 justifies the choice of
design employed in the current study.
In a convergent (or parallel) mixed methods design, both quantitative and qualitative data are
collected independently and analysed separately, and both datasets are compared to see
whether they support or contradict each other (Creswell, 2012). Both quantitative and
qualitative datasets are often equally valued by convergent mixed methods researchers. One
of the main advantages of this research design is that while the quantitative data offers
generalisability, qualitative data inform the research context or setting. However, the
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researchers might find it difficult to merge and separate the quantitative and qualitative
datasets.
The next mixed methods design, explanatory sequential design (or a two-phase model),
according to Creswell and Plano-Clark (2011), is a mixed methods approach in which the
researchers begin by conducting a quantitative phase and follow up on specific results with
the qualitative phase. In other words, quantitative and qualitative data are sequentially
collected in two phases, beginning with quantitative data collection and then collecting
qualitative data to explain or elaborate the quantitative findings (Creswell, 2012). One of the
main advantages of this design is that the quantitative and qualitative phases are identified
clearly. Nonetheless, it might be challenging for researchers to formulate qualitative questions
because they are supposed to further explore specific findings from the quantitative phase.
Another challenge is that it is labour-intensive, requiring the researchers’ expertise to collect
both quantitative and qualitative data (Creswell, 2012).
Another mixed methods design is the exploratory sequential design. This design is the exact
opposite of the explanatory sequential design in terms of the sequence of data collection
phases. The exploratory researchers emphasise and collect qualitative data first and then
quantitative data (Creswell, 2012). This research design helps researchers obtain grounded
data from the participants first rather than use a pre-determined set of variables. However, the
process of this design is time consuming, requiring extensive time for designing and testing
the instrument. Another difficulty is that the researchers may find it difficult to select certain
qualitative findings to be included in the quantitative phase (Creswell, 2012). In other words,
to generalise the qualitative findings, the researchers need to choose a number of findings
from the qualitative phase to test with a larger sampling size.
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(a) The convergent parallel design

Quantitave + qualitative
data collection and
analysis

Compare or relate

Interpretation

(b) The explanatory sequential design

Quantitative data
collection and
analysis

Follow up with

Quantitative data
collection and
analysis

Intepretation

(c) The exploratory sequential design

Qualitative data
collection and
analysis

Builds to

Quantitative data
collection
analysis

Interpretation

(d) The embedded design

Quantitative (or qualitative) data
collection and analysis
________________________________
Quantitative or qualitative data
collection and analysis
(before, during, or after)

Interpretation

Figure 4 Types of mixed methods design (Adapted from Creswell and Plano-Clark (2011, p.
69))
Embedded design is the last basic type of mixed methods design, which is similar to both the
parallel and the sequential design, but it is also distinct from both (Creswell, 2012). As with
the parallel and sequential designs, embedded researchers might collect quantitative and
qualitative data simultaneously or sequentially, but separately analyse the two datasets, and
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the two forms of datasets answer different research questions. This research design offers
researchers to the advantages of both quantitative and qualitative data. For example, the
experimental data can be collected through quantitative data collection, while individuals’
experience type data can be effectively obtained through qualitative data collection. However,
the researchers may find it challenging to compare the two forms of data since they are
intended to answer different research questions.
To select the most appropriate type of mixed methods design the researcher consulted the
literature. According to Creswell and Plano-Clark (2011), the explanatory sequential design is
one among the most popular mixed methods approaches. To better understand the explanatory
sequential design, the next subsection sets out its main principles and the rationale for the
choice of this design type in this research project.

3.1.4 Rationale of explanatory sequential mixed methods design
An explanatory sequential design (or a two-phase model), according to Creswell and PlanoClark (2011), is a mixed methods approach in which the researchers begins by conducting a
quantitative phase, and follows up on specific results with the qualitative phase. That is,
quantitative and qualitative data are sequentially collected in two phases, beginning with
quantitative data collection and then collecting qualitative data to explain or elaborate on the
quantitative findings (Creswell, 2012). This study follows the procedure in the diagram below
(see Figure 5).
The explanatory sequential design was employed because it had more strengths than
weaknesses in terms of answering this study’s research questions. Creswell (2012) considers
this design type as the most popular mixed methods approach in educational research. The
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Quantitative

Qualitative

• Instrument: Questionnaires
• Sampling technique: Census and snowball sampling
• Participants (341): 252 undergraduates, 43 subject lecturers, 16 English lecturers,
19 graduate employees, and 11 graduate employers
• Data analysis: descriptive statistics (e.g., M, SD, Crosstabs) and inferential statistics
(e.g., Kruskal-Wallis test; Spearman’s Rho correlation)

• Instrument: Semi-structured interviews
• Sampling technique: Purposive sampling
• Participants (30): 6 undergraduates, 6 subject lecturers, 6 English lecturers, 6
graduate employees, 6 graduate employers
• Data analysis: Thematic analysis: deductive (predetermined themes) and inductive
(emerged theme) approach (Boyatzis, 1998; Willis, 2010)

Figure 5 The explanatory sequential design diagram and procedure for the present study
popularity of this design is due to its efficiency compared to the other types of mixed methods
design.
The implementation of this reduces the need for a team of researchers because each of the two
phases is executed separately (Creswell & Plano-Clark, 2011). In other words, the data of the
quantitative phase are collected before the collection of the qualitative data. Another strength
is its explanatory nature. The quantitative findings can be explained and explored using the
qualitative phase, which makes the findings less susceptible to bias that can enter with the
quantitative approach. This design is ideal when some findings of the quantitative phase need
explanation, and this can be done in the qualitative phase. It was evident that the sequential
data collection process would be most suitable for this project. Moreover, it was recognised as
a method that enabled exploration of the topic, and this was achieved in the qualitative phase.
However, determining which quantitative findings are to be explained in the qualitative phase
can be a challenge for the researcher. To overcome this challenge, Creswell and Plano-Clark
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(2011) suggest a number of options. First, it is important to examine the quantitative findings
that are unclear and need further exploration. Another option is to select statistically
significant or unexpected results. Overall, the explanatory sequential mixed methods design
was appropriate in addressing the research questions within the timeframe of this research.
For this study, some interview questions aimed to elaborate the quantitative findings.
Moreover, the unexpected quantitative findings were also used as guidance in designing other
interview questions to be explored in the qualitative phase. See Section 3.2.1.2 for the
description of the questionnaire, and 3.2.2.2 for the description of the interview questions.

3.1.5 Case study approach
As explained in the literature, a contextual approach was clearly the most appropriate method
for this study. Thus, the researcher employed a case study research design. Creswell (2007)
defines a case study research as an investigation of an issue or a phenomenon in-depth using
single or multiple cases within a real-world context. A case study has been a popular research
method in a number of fields, including education and psychology, because this method
enables an in-depth and holistic exploration of a case such as a small group of people or an
organisation (Yin, 2014) and using multiple sources of data to address challenging research
questions (Remenyi, 2012).
Researchers distinguish among four types of case study designs: single-case (holistic), singlecase (embedded), multiple-case (holistic) and multiple-case (embedded). Each design type has
its own strengths and limitations. Yin (2014) offers a comprehensive rationale for these four
case study types. After reviewing all the strengths and weaknesses of each case study design,
single-case (embedded) case study is the most appropriate for the present study. The singlecase (embedded) design refers to an investigation of many embedded variables or subunits
within a case (Remenyi, 2012). In the study reported here, the aim was to obtain the
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perceptions of multiple stakeholders about the development of an ESP course. The case study
involved multiple stakeholders (subunits), within a Cambodian HEI and specifically the
Faculty of Science (case study). The only stakeholders who could be considered “outsiders”
were employers, whereas all other stakeholders were part of the institution. According to Yin
(2014), the subunits enhance the insights into the single case. In addition, to the collection of
rich and in-depth data, the explanatory sequential mixed methods design (see Section 3.1.4)
was employed and the recruitment of multiple research stakeholders (see Section 3.2.4) in this
study was used to obtain appropriate data for the case study.
3.2 Research design
To elaborate the explanatory sequential mixed methods design, this section discusses research
instruments and participants for the quantitative and qualitative phases.

3.2.1 The quantitative phase
A variety of instruments can be used in the quantitative phase for needs and situation
analyses, including document analyses, questionnaires, self-checklists, structured
observations, structured interviews, achievement tests and aptitude tests (Basturkmen, 2010;
Huhta et al., 2013; Long, 2005; Richards, 2001). Fraenkel et al. (2012, pp. 125-130) offer
comprehensive descriptions of each instrument. Among all the instruments, the questionnaire
is the most appropriate tool for this study; Section 3.2.1.1 offers the rationale for the choice of
the questionnaire, and Section 3.2.1.2 discusses the questionnaire construction.
3.2.1.1 Rationale for the choice of questionnaires
Questionnaires were chosen as research instruments for the quantitative phase. According to
J. D. Brown (2011, p. 6), questionnaires refer to “any written instruments that present
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respondents with a series of questions or statements to which they are to react either by
writing out their answers or selecting from among existing answers”. For needs analysis into
second language research studies, questionnaires are among the most common instruments
employed (Long, 2005; Mackey & Gass, 2005; Richards, 2001) because of their advantages.
One of the well-known benefits is the inexpensive administration of the questionnaires (L.
Cohen, Manion, & Morrison, 2011; Dornyei, 2003; Gillham, 2008; Kumar, 2014; Long,
2005; Walter, 2010). That is, the data collection process is one that saves the researchers’ time
and money because they can meet a large number of participants within a particular venue
and time. For example, the researcher needs to spend money for their travel only once in order
to administer the questionnaires to many participants.
Additionally, questionnaires offer anonymity. When asking research participants about
sensitive questions, the researchers tend to obtain accurate answers from the participants
because participants are advised and know their identity is kept confidential (Kumar, 2014).
Gillham (2008, p. 6) offers a comprehensive list of advantages of the questionnaires, which
includes:

•

Low cost in time and money

•

Easy to get information from a lot of people very quickly.

•

Respondents can complete the questionnaire when it suits them.

•

Analysis of answers to closed questions is straightforward.

•

Less pressure for an immediate response.

•

Respondents’ anonymity.

•

Lack of interviewer bias.

•

Standardisation of questions (but true of structured interviews).

•

Can provide suggestive data for testing a hypothesis.
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Although questionnaires offer quite a large number of advantages, their limitations were also
considered. One of the notorious disadvantages of questionnaires is a low response rate
(Gillham, 2008; Kumar, 2014). The findings might not represent the target population if the
responses are few or when the participants who return the questionnaires have different views
from the ones who do not return the questionnaires (Mackey & Gass, 2005). Kumar (2014)
comments that sometimes the return rate can be as low as twenty per cent. However, when
questionnaires are administered to a large group of participants, the response rate is usually no
longer an issue (Kumar, 2014). To attract participants to complete the questionnaires,
Richards (2001) suggests that researchers follow good questionnaire design principles. This
researcher reduced the possible downside of a low return rate by administering the
questionnaire onsite himself for the undergraduate students, subject lecturers and English
lecturers and by following up with the participants through phone calls and text messages.
Another limitation to questionnaires is lack of depth in an investigation of issues (Dornyei,
2003). Some findings in the quantitative phase may need further exploration, but the
questionnaires do not offer this opportunity (Kumar, 2014). This challenge was resolved
through implementation of semi-structured interviews in the second phase (Kumar, 2011;
Seidman, 2006). To obtain in-depth information, the researcher probed some quantitative
findings further in the qualitative phase. The use of triangulation counterbalanced the
disadvantages of both instruments.
3.2.1.2 Description of the questionnaires
The design of the questionnaire was based on a number of principles. First, an appropriate
length was considered in addition to the time required to fill it in. This was based on the
suggestions of Dornyei (2003) suggesting the questionnaire length be of no more than thirty
minutes. The design of the questionnaire was another important consideration. The
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questionnaire followed an orderly design organised in sections and offering a variety of
questions (Dornyei, 2003).
In the design of questionnaires of the present study, a combination of Likert scale, multiple
choice and open-ended questions was employed. Likert scale is common type of attitude scale
used in educational research, used to measure participants’ preferences by asking them to
choose from a number of statements, whereas Multiple choice questions measure participants’
opinions, by offering them several choices to choose from (Fraenkel et al., 2012). However,
Fraenkel et al. (2012) point out that the choice options that accurately represent participants’
opinions might be missing, so adding an “other” option and open-ended questions allow
participants to write down their individualised opinions, which usually the researcher have not
anticipated.
The questionnaires consisted of five sections, comprising twenty-seven items (see Appendices
E, F, G and H). After the questionnaire title and brief overview of the research study, Section
A aimed to gather the demographic data of the participants including gender, department, year
level, and graduation year. Section B sought participant perceptions of the importance of the
existing English program and the prospective ESP course, consisting of five items (B1 to B5).
Section C covered the language skills that the students needed for their academic studies and
future careers, comprising nine items (C1.1 to C1.7 and C2.1 to C2.2). Section D, containing
thirteen items (D1 to D12), assessed ESP course-related issues, including preferred domains,
duration, syllabus, assessment, challenges and measures needed in designing the course.
Section E asked for the contact details of those who were willing to participate in the
qualitative phase.
Each questionnaire section responded to specific research questions. Sections B and D
addressed the first research question. Section C addressed the third research question, and
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section D addressed the second and fourth research questions. Specifically, questionnaire
items B1 to B4, D8 and D9 measure the participants’ opinions about the necessity of ESP
course development. Questionnaire items C1.1 to C1.8, C2.1 and C2.2 measure undergraduate
students’ ESP needs. Questionnaire items D1 to D5 and D8 measure ESP course scope.
Questionnaire items D6 and D7 measure ESP course syllabus, testing and assessment.
Questionnaire items D10 to D12 measure the challenges and the measures needed in
designing an ESP course.
The questionnaires were developed based on the framework of this study (see Figure 3, p.
58). Specifically, questionnaire items A1 and A2 in Section A were adapted from the
questionnaire of the study of Huhta (1999). Questionnaire items B1 to B4 in Section B were
adapted from the research questionnaire conducted by Chia et al. (1999) and Al-Tamimi and
Shuib (2010). Questionnaire items C1.1 to C1.6 and C2 in Section C were adapted from the
questionnaire of Al-Tamimi and Shuib (2010) and Gravatt, Richards, and Lawis (1997).
Questionnaire items C1.7 and C1.8 were adapted from Roberts (1998) and Martin and
Nakayama (2013) and questionnaire item C1.8 was adapted from Huhta (1999) and Huhta et
al. (2013). Questionnaire items D1 to D12 were adapted from the questionnaire of Kim
(2008). Finally, E1 and E2 in Section E were adapted from the questionnaire of Gravatt et al.
(1997). The use of questionnaire items from other studies improved the validity of the
questionnaire (Dornyei, 2003).
The questionnaire consisted of two versions, one in English and the other in Khmer (the
official language of Cambodia). The questionnaires in Appendix E (English version) and F
(Khmer version) were for academic stakeholders, namely undergraduate students, subject
lecturers and English lecturers, whereas the questionnaires in Appendix G (English version)
and H (Khmer version) were for industry stakeholders, namely graduate employees and
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employers. Based on the data collection, all the English lecturers chose to answer the English
version; whereas the other four stakeholder groups, namely undergraduate students, subject
lecturers, graduate employees and employers selected the Khmer version.
To establish the reliability and validity of the questionnaires, they were piloted, tested and
polished (Dornyei, 2003; Vaus, 2002). The questionnaires were piloted with ten English
lecturers, one subject lecturer and five graduate employees. The pilot results assisted in
polishing the questionnaires, including revision of the word choices, which helped ensure that
the final versions are reliable and valid. For example, the pilot participants suggested keeping
some English terminology in the Khmer questionnaire version such as verb tenses: present
simple; syllabus types: skills-based; testing and assessment types: quizzes. Additionally, they
suggested adding examples for some terms, including listening and vocabulary strategies. In
addition, to avoid ambiguity, negative constructions and double barrelled questions, several
potential hazardous words such as “only” and “all” were carefully examined (Dornyei, 2003).

3.2.2 The qualitative phase
Several instruments can be used in the qualitative phase for needs and situation analyses,
including interviews, observations, expert intuitions, language audits, text-based analysis, and
document or audiovisual materials analysis (Basturkmen, 2010; Creswell, 2007; Huhta et al.,
2013; Long, 2005; Richards, 2001). Each of these data sources has their own strengths and
weaknesses; thus, a triangulation of methods has been recommended in order to complement
the limitations of each data source as well as to elaborate on different needs analysis methods
(Creswell & Plano-Clark, 2011; Dörnyei, 2007; Huhta et al., 2013; Long, 2005). To
triangulate the data, this study employed the mixed methods approach, combining quantitative
and qualitative methods to identify the ESP needs for the undergraduate students. Based on
time considerations, and the bottom up consideration of this study, interviews were
76

considered as the most appropriate qualitative tool for the present study, and the rationale for
this selection is elaborated in Section 3.2.2.1, while the description of interview questions is
discussed in Section 3.2.2.2.
3.2.2.1 Rationale for the choice of semi-structured interviews
There are several types of interviews; they can be categorised into three main types:
structured, in-depth and semi-structured interviews. The structured interview refers to an
interview that asks closed questions, whereas in-depth interview refers an interview which is
guided by general themes rather than pre-set questions (Travers, 2010). The structured
interview is a common survey research instrument (Bryman, 2012), while in-depth and semistructured interviews are extensively used as qualitative tools to explore social meaning
(Travers, 2010). In this study, the semi-structured interview was the most appropriate type of
interview due to its ability to obtain qualitative data based on a set of general questions in an
efficient manner. The interview offered the opportunity of further triangulating the
quantitative data and based on the sequential mixed methods design, to further explain the
findings and trends in the quantitative phase.
A semi-structured interview refers to an interview in which the researcher prepares a set of
guiding interview questions, but still has freedom to probe further for more information from
the participants (L. Cohen et al., 2011; Mackey & Gass, 2005). The semi-structured interview
is a popular instrument in qualitative design and is widely employed in the field of social
science including linguistics (L. Cohen et al., 2011; Long, 2005). In addition, the semistructured interview is the most favoured type of interview in educational research because it
allows the researcher to ask follow up questions, clarification questions and achieve in-depth
responses (Basit, 2010; Kvale & Brinkmann, 2008).
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However, semi-structured interviews also have their drawbacks. The first main limitation is
the lack of generalizability of findings from the data obtained. The findings may not be
generalisable to the target population because information is sought from a small number of
people (Travers, 2010). Another main challenge is high cost in time and money in its
administration. According to Kumar (2014), the interview is time consuming and expensive
when the research is scattered in different geographical locations. To reduce the
administration challenge, the researcher employed face-to-face and telephone interviews
(Kumar, 2014; Richards, 2001). The qualitative interviews aimed to elaborate and confirm the
quantitative findings and provide depth in this research.
For face-to-face interviews, on the one hand, the researcher could take notes about the
interview atmosphere including participant facial expressions and circumstances (Walter,
2010). Telephone interviews, on the other hand, offered the researcher and participants
flexibility (L. Cohen et al., 2011). For example, the participants could be interviewed
anywhere that had telephone coverage, making this practice inexpensive and fast (Gillham,
2008; Walter, 2010). Gillham (2008) argues that beside the lack of visual observation of the
participants, a telephone interview offers the same quality as the face-to-face interview.
Moreover, a telephone interview provides more opportunity for follow-up and additional
sensitive answers, which the participants might not reveal in face-to-face interviews (Fraenkel
et al., 2012). To capture perspectives from a range of stakeholders, and offer them choices
and flexibility, face-to-face and telephone interviews with each individual stakeholder were
utilised in this research.
3.2.2.2 Description of the interview questions
In a sequential explanatory mixed methods design, the interview questions were based mainly
on the questionnaire items and the quantitative findings. The interview questions were
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designed after the analysis of the quantitative data. The topics of interviews comprise the
prioritised content areas and tasks for an ESP course, the importance of business
communication, teaching methodology, the objectives of the Faculty ESP course, the course
status, teaching syllabus and stakeholders’ suggestions about assessment and measures
assisting ESP course design.
There were two editions of interview questions; one was for the academic stakeholder groups
and graduate employee group (see Appendices I and J) and another for the employer group
(see Appendices K and L); both had English and Khmer versions. For interview questions in
Appendices I and J, question 1 sought participants’ opinions about the prioritised skills and
tasks for the undergraduate students. Interview question 2 asked the participants about the
importance of business communication for the ESP course as this topic was found the least
preferred based on the quantitative results. Question 3 asked participants’ opinions about the
main objectives for the Faculty ESP course. To validate the quantitative findings regarding
the ESP course syllabus, interview question 4 asked participants about teaching methods,
activities and assessment types. Question 5 asks participants to elaborate the ESP course
status. Question 6 asked participants to explain any anticipated challenges in designing an
ESP course. The last four questions (7-10) sought participants’ suggestions about measures to
solve the challenges in ESP course design. These two questions were not asked to the industry
stakeholders, as they may not have been familiar with the institutional constraints.
For the interview questions for the employer groups, as shown in appendices K and L,
question 1, 2 and 3 asked participants about the tasks the graduate employees perform and
abilities they lack in their workplace, as well as the importance of these tasks and skills for
the ESP course. Like interview question 4 in the academic stakeholder groups and graduate
employee group, questions 4 and 5 of the employer group asked participants’ opinions about
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the teaching methods, activities and assessment for the ESP course. Questions 6 and 8 of the
employer group are exactly the same as the interview questions 2 and 5 of the academic
groups and graduate employee group.
To ensure the clarity of the wording, the interview questions were pilot-tested with one
lecturer of English, one undergraduate and one graduate employee. Similar to the process
with the pilot questionnaires, the pilot interview results assisted in reformulating the questions
for clarity. For example, many participants in the pilot interview stage suggested the
researcher and participants use a mixture of English and Khmer and English language in the
interview questions as well as answers, especially the language teaching terminology. For this
reason, the researcher who was competent in both languages code-switched between the two
languages when necessary.

3.2.3 Research site
The Royal University of Phnom Penh (RUPP) was chosen as the research site. The first
rationale for choosing this university was that the RUPP English program review in 2013
recommended incorporating ESP into its existing English courses (Macalister, 2013). This
recommendation had been incorporated into the university strategic plan 2014-2018. Second,
RUPP shares many similar characteristics with other Cambodian universities with respect to
the English curriculum policy for undergraduate students. As mentioned earlier in the
introduction chapter, RUPP is a Category C university, which is the biggest university group
planning to develop ESP courses. Second, RUPP is a current member of the ASEAN
University Network (AUN), which makes this university a suitable case study site for
investigation. Being an AUN member, RUPP acts as a role model for other universities in
Cambodia. The last reason is that the researcher worked in this institution, thus it would
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facilitate the data collection process. The findings from RUPP are expected to provide a
model for ESP course design for other HEIs in Cambodia.
RUPP is the oldest public university in Cambodia and is a full member of the AUN. The
university offers both undergraduate and graduate programs in the fields of science,
humanities and social sciences, as well as foreign languages. Like other Cambodian HEIs,
English language instruction is compulsory, with the exception of foreign language majors or
disciplines other than English at the Institute of Foreign Languages (RUPP, 2015). That is, in
these departments there is no English instruction in programs such as Bachelor of Arts in
French and Bachelor of Arts in Chinese.
Each English course comprises four sessions a week, which consist of eighty minutes per
session, approximately twenty weeks per semester. To identify students’ English levels,
placement tests are conducted for first year undergraduate students. Students who have
completed an intermediate level of English can attend elective courses including English for
general academic purposes courses such as Academic reading, Speaking skills, Essay writing
and Introduction to research skills, and English for other purposes courses such as
Methodology of English teaching, English for employment (resumés and application letters),
TOEFL iBT Preparation and South East Asia Studies. However, there are no ESP courses that
address English language for the undergraduate students’ specific disciplines (Macalister,
2013). To assist the development of the ESP course in RUPP and other Cambodian HEIs, this
study conducted a comprehensive needs analysis research into ESP course design.
To refine the scope of this thesis, this research selected the Faculty of Science (FoS) as a case
study. To do so enabled an in-depth and holistic exploration of a case such as a small group of
people or an organisation (Yin, 2014). The inclusion of other faculties would have made this
study unmanageable.
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The faculty comprises six disciplines, namely Departments of Biology, Chemistry, Computer
Science, Environmental Science, Mathematics and Physics. The selection of this faculty was
also consistent and in line with the RUPP English program management team’s suggestions.
They justified their decision based on the prioritised professions of ASEAN, which include
science and engineering. The science program has also been the prioritised field in the
government’s policy in the Ministry of Education, Youth and Sport’s Policy on Higher
Education Vision 2030 for HEIs in Cambodia (MoEYS, 2014). The choice of the FoS was
also motivated by the fact that science and engineering have become global disciplines (Orr,
2010). In particular, to help students to cope with their studies, as well as international
conference attendance, publications and future careers, the English language curricula in
RUPP have been reformed continuously in the last few years, making FoS the appropriate
choice for this needs analysis research.

3.2.4 Research participants
3.2.4.1 Quantitative participants
The target population of this study consisted of two main stakeholder groups - academic and
industry. According to Creswell (2012), a target population (or a sampling frame) is a group
of individuals with some common defining characteristics that the researcher can identify and
study. In needs analysis studies, Long (2005) and Gollin-Kies et al. (2015) asserts that the
data from different stakeholders should be triangulated. Many needs analysis studies have
explored perspectives from different groups of stakeholders (e.g., Bosuwon & Woodrow,
2009; Cowling, 2006; Crosling & Ward, 2002). These studies revealed some mismatched
perceptions, and more precise information from one particular group of stakeholders than the
other. To triangulate the perceptions and obtain a comprehensive understanding of
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stakeholder perceptions, this study sought perceptions and attitudes from both academic and
industry stakeholder groups from the science disciplines and English lecturers.
Academic stakeholder groups comprise three stakeholder groups, namely undergraduate
students, subject lecturers and English lecturers. Gollin-Kies et al. (2015) points out that
needs analysis allows students to contribute their opinions on curriculum and forms an
important aspect of the bottom up approach to curriculum design.
For undergraduate students, second and third year students in the FoS were selected.
However, year 1 and 4 undergraduates were not selected for this study. First, year 1
undergraduate students are considered to lack adequate background knowledge about what
English language support they need for their major field of studies because they are beginner
learners. According to Long (2005), unreliable data can be obtained by learners with little
professional experience even when highly educated. Year 4 undergraduates were also not
chosen for the study, because during the period of the current study data collection, they were
on the three weeks of exam preparation break and exit examination.
The undergraduate students’ career paths were varied and were based on their specialty and
discipline of study. First, Biology students are expected to become professionals in medical
and agricultural laboratories, plant breeding farms, beer brewing or food production plants
or/and industries or teachers (RUPP, 2017a). Second, Chemistry students can choose to be
researchers, technicians in chemical laboratories in the industrial sector, or become teachers
of Chemistry (RUPP, 2017b). Third, graduates from the Computer Science department can
work in IT-related fields such as client services, web development, network operations,
program structuring, data structuring and object-oriented programming (RUPP, 2017c).
Fourth, graduates from the Department of Environmental Science can work as scientists,
activists and researchers at either governmental or non-governmental agencies (RUPP,
83

2017d). Fifth, graduates from the Department of Mathematics are expected to become
statisticians, scientific managers, actuaries, system analysts, teachers and have science related
careers (RUPP, 2017e). Finally, Physics graduates’ career goals include researchers in either
pure or applied Physics and teachers of Physics (RUPP, 2017f).
Second and third groups of academic stakeholders are subject lecturers and English lecturers
in the FoS. All of them were selected. While subject lecturers may know what their students
need in their specialisations, English lecturers know how to design language materials in
ELT. Subject lecturers held the following qualifications: masters and PhD in Science from
either local or international universities. English lecturers, consisting of both local and
expatriates, had at least a Bachelor and a Masters qualification in TESOL and some of them
had PhD from either Cambodian universities or universities overseas.
Industry stakeholder groups comprised graduate employees and employers specialising in the
study fields of the FoS. Graduate employees, on the one hand, are former undergraduate
students, who graduated from FoS and at the time of the research conducted, had been
working in various workplaces relating to their specialisation (Crosling & Ward, 2002). Their
workplaces included either public or private upper secondary schools and universities,
national and international organisations, and companies. Employers held management roles
and employed the graduate employees, as mentioned earlier in this paragraph. They were
supervisors, managers or team leaders in the organisations. This thesis defined industry
stakeholders, based on the careers identified on RUPP online database. All graduate
employees needed to have been Faculty of Science graduates, and employers needed to
specialise in one of the 6 science disciplines. In this thesis, teachers and principals were
considered industry stakeholders. According to Robertson (2003) education is broadly
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considered a service industry if it is a possible career pursuit for graduates of a faculty and
this is how it was employed in this thesis.
To recruit participants for the quantitative phase, census and snowball sampling techniques
were employed. According to Lodico, Spaulding, and Voegtle (2010), census sampling refers
to a sampling technique of the whole population without drawing a random sample from the
population. Census sampling is used when the realistic population is not too large. In other
words, researchers use census sampling when they only obtain data from one context school.
In this study, census sampling was used to recruit graduate students, subject lecturers and
English lecturers, due to the case study nature of the study.
Snowball sampling refers to a technique used to identify potential participants for the research
(Biernacki & Waldorf, 1981). Kumar (2014) maintains that researchers employ the snowball
sampling technique when the potential participants are difficult to reach. This study employed
snowball sampling to recruit industry stakeholders, as this was the most appropriate strategy
and it encouraged identification of more stakeholders.
Regarding the number of participants that can be representative of the target population, this
study aimed to select five hundred participants. Creswell (2012) suggests that educational
researchers base the number of participants on the sample size tables of published books. He
estimates the sample size of a survey study to be around 350 participants, which reaches a 95
per cent confidence level of 5000 population, according to the sample size table of (L. Cohen
et al., 2011). Similarly, Lodico et al. (2010) suggest a sample size of between 350 and 500 to
be adequate when the population is as large as 5000 or more. Although there is some variation
in terms of the appropriate sample size between several researchers, many of them seem to
agree on the principle that the larger the sample size, the less potential for errors. However,
the sample size needs to be within the resources and available time of the researchers.
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This research aimed to obtain a sample size of 500 by recruiting 330 undergraduates, 70
subject specific lecturers, 17 lecturers of English, 50 graduate employees and 33 employers.
However, the overall response rate of the present study was 68.2 per cent (341 out of 500)
(see Table 2). According to Kumar (2014), the response rate of the questionnaires can be as
low as 20 per cent, and obtaining a 50 per cent response rate is considered fortunate.
Moreover, this number meets the suggestion of the author mentioned above (L. Cohen et al.,
2011; Creswell, 2014; Lodico et al., 2010).
Table 2 Demographics of participants in the quantitative phase
Academic stakeholders
Undergraduate Subject

Industry stakeholders
English

Graduate

Lecturers

Employees

Employers

Discipline Students

Lecturers

Bio

40

4

6

1

51

Che

43

9

2

1

55

Com

29

15

2

3

49

Env

44

3

5

4

56

Mat

60

7

2

1

70

Phy

36

5

2

1

44

Eng
Total

Total

16
252

43

16

16
19

11

341

Note: Bio: Biology; Che: Chemistry; Com: Computer Science; Env: Environmental Science;
Mat: Mathematics; Phy: Physics; Eng: English
To increase the response rate of the participants, Dornyei (2003) suggests that the researcher
pay close attention to every step of the data collection process. That is, a quality questionnaire
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administration procedure could improve the number of responses. To obtain a quality
questionnaire administration, the researcher adapted some suggestions by Dornyei (2003),
adjusted to the Cambodian context.
Before the data collection began, the researcher had an informal communication with the
Dean of FoS, the head of English Language Support Unit, and participants through face-toface, telephone, email, or Facebook about an overview of the study. Advanced notice of the
research allowed the potential participants to realise the significance of their contribution to
the research findings, and helped increase the response rate. Moreover, the researcher also
obtained a letter of approval from the rector of RUPP, as well as notes from the heads of FoS
and ELSU asking the lecturers to help complete the questionnaires. Additionally, to remind
the research participants to complete and return the questionnaires, follow up correspondence
with each participant was also implemented through email, text and Facebook messages and a
number of personal reminders. These steps abided by the ethical considerations of this study.
3.2.4.2 Participants in qualitative phase
To select the participants in the qualitative phase, this study adopted the suggestions of
Seidman (2006). In interview studies, Seidman (2006) argues that a large number of
participants are a statistical concept, which is prohibitive in an in-depth exploration. However,
in order to ensure that there were enough participants to obtain sufficiency and saturation of
information, thirty interview participants were recruited (Seidman, 2006; Teddlie & Yu,
2007). Seidman (2006) warns researchers to select the participants based on the practicality
principle, which includes time, money, and other resources. This study adopted the criteria of
sufficiency and saturation information principles to recruit the participants for the qualitative
phase.
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To ensure sufficiency and saturation of information, a purposive sampling technique was
employed to select thirty participants from the quantitative phase, who volunteered to
participate in the qualitative phase (see Table 3). A purposive sampling refers to a nonTable 3 Demographics of participants in the qualitative phase
Academic stakeholders
Undergraduate Subject

Industry stakeholders
English

Graduate

Lecturers

Employees

Employers

Discipline Students

Lecturers

Bio

1

1

1

1

4

Che

1

1

1

1

4

Com

1

1

1

1

4

Env

1

1

1

1

4

Mat

1

1

1

1

4

Phy

1

1

1

1

4

Eng
Total

Total

6
6

6

6

6
6

6

30

Note: Bio: Biology; Che: Chemistry; Com: Computer Science; Env: Environmental Science;
Mat: Mathematics; Phy: Physics; Eng: English
probability sampling technique, in which participants are selected based on various criteria
including the participants’ knowledge of the research issue, and willingness to participate in
the research (Basit, 2010; P. Oliver, 2006). In addition, to obtain representativeness of
perceptions, at least one representative from each group of stakeholders was selected. The
selection of six English lecturers enabled in-depth perspectives of the main implementation
agents of the ESP course. English lecturers would be involved in the ESP course design and
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teaching of the course, and they were well aware of the resources of the existing English
program and are knowledgeable about current trends in language teaching more than other
stakeholders. According to Brindley and Hood (1990), in a decentralised model of the adult
ESL curriculum innovation, involving teachers in the course design process fosters the
exchange of views in defining and negotiating the students’ learning goals.

3.2.5 Reliability, validity and practicality
Reliability, validity and practicality were taken into serious consideration in this study. I. S. P.
Nation and Macalister (2010) suggest that all researchers consider the reliability, validity and
practicality of the procedure of needs analysis. To obtain reliable results, systematic
standardised tools including observation checklists and questionnaires need to be carefully
developed (I. S. P. Nation & Macalister, 2010). To obtain reliable findings, this study adopted
the explanatory sequential mixed methods design by combining questionnaires and semistructured interviews, which were systematically developed and reviewed.
To ensure the validity of the study, the researcher took a number of measures. A valid needs
analysis gathers relevant and necessary information, which provides enough results for a
course development decision (I. S. P. Nation & Macalister, 2010). First, the mixed methods
approach that was employed in this study aligned with the research design employed in
previous studies into needs analysis and ESP course design, which was one form of
improving the validity of this study’s research design. Both instruments were piloted with
stakeholders to ensure clarity and appropriateness of questionnaire items and interview
questions, and which improved the validity of findings. In addition, to achieve valid results,
this study employed reliable data analysis techniques and sought perceptions from relevant
stakeholders in both the quantitative and qualitative phases.
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Another issue that the researcher took into account was practicality. A practical needs analysis
involves an inexpensive procedure that does not consume too much of the learners’ and
teachers’ time (I. S. P. Nation & Macalister, 2010). To ensure that research participants’ time
was used wisely, the instruments were carefully pilot-tested and revised prior to data
collection. To complete the questionnaire, each participant needed about twenty minutes,
whereas the semi-structured interview lasted around thirty minutes. Finally, face-to-face
interviews and telephone interviews were employed to allow flexibility.

3.2.6 Ethical considerations
In addition to reliability, validity and practicality considerations, it was necessary to comply
with the principles of research ethics. According to Habibis (2010), ethical research involving
humans is governed by ethical principles and values. In quantitative, qualitative or mixed
methods designs, Kumar (2014) points out that various stakeholders in the research need to be
appropriately considered and well informed about the purposes of any research projects.
These stakeholders include participants, the researcher and the funding body. First, the
research participants should be informed about the overview of the study, which was also
stated in the participant information sheet and be offered an informed consent by filling in and
sign the consent form prior to their participation in any research (see Appendices A, B, C and
D). Also, the participants should be allowed to withdraw from the research at any time
without any harm or feeling of discomfort. In addition, any risks relating to their physical and
psychological welfare need to be avoided. Their identities also need to be kept confidential
through employing coding techniques or pseudonyms. Second, like the research participants,
the foreseen risks for the researcher must be avoided or minimised through certain measures.
Additionally, the researchers need to be neutral by not being biased or inaccurate. Finally,
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with regard to the sponsoring organisation, imposing restrictions or misuse of information
should be avoided when it comes to reporting the research findings.
In Australia, any research projects including theses that deal with humans must be approved
by the human research ethics committee (HREC) of that institution. Prior to collecting data,
this research was approved by the University of Canberra (UC) HREC (see Appendix N). In
addition, each participant in the study was informed about the research project through the
participant information sheet (see Appendices A and B). The participant information sheet
offered a description of the research, the participant role, confidentiality, anonymity and data
storage. Prior to completing the questionnaires and interviews, each participant was briefed
about the research project and their role as a research participant.
To ensure the anonymity and confidentiality of the participants, this study employed
systematic data management and storing techniques. How data are recorded and stored affects
the participants’ anonymity and confidentiality (Habibis, 2010). According to Habibis (2010),
anonymity involves the protection of the identities of the research participants, whereas
confidentiality is based on the principle that the participants’ contribution cannot be
identified. The research abided by these principles to ensure an ethical process.
3.3 Data collection
This section describes the data collection procedures for both the quantitative and qualitative
phases. The quantitative data collection (3.3.1) involved administration of the questionnaires,
and the qualitative data collection (3.3.2) employed individual semi-structured interviews.
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3.3.1 Quantitative data collection
In the first phase, the researcher delivered the questionnaires to all stakeholder groups. For
undergraduates and lecturers of English, the researcher obtained the ID lists from the English
language program office. Then the researcher delivered the questionnaires to them at the
beginning of their English classes. Before delivering the questionnaires, students and lecturers
were informed about the research project orally and information sheets were distributed to
them. The participants were also informed that they could choose not to answer any questions
or withdraw from the research at any time. To allow the participants to ask about the research
project, the researcher and his supervisors’ contact details were also included on the
information sheet. To save the participants learning and teaching time, they were asked to
complete and return the questionnaire to the researcher later. For the undergraduate students,
they were asked to return the questionnaire to their English lecturers. Then the English
lecturers gave their own and their students’ questionnaires to the researcher in English
Language Support Unit’s office room, where the lecturers worked.
For subject lecturers, the researcher obtained permission and their contact lists from the Dean.
The researcher delivered the questionnaires to them and collected them from, each discipline
office. This procedure allowed flexibility and time for lecturers to express their views.
The data collection with the industry stakeholder groups was done online. For graduate
employee groups, the researcher obtained their contact lists from the Quality Assurance
Office. The researcher called and invited all of them to participate in the research. To ensure
that their details were accurate, they were asked to verify and update their information. The
questionnaires were emailed to them. According to Kumar (2014), online questionnaire
administration is commonly used in the era of information technology. For the employer
group, the researcher obtained their contact details from the graduate employees. The data
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collection method for this group was the same as the employee group, as both graduate
employees and employers of each specialisation were working in the same workplace.
The timeframe to complete and return the questionnaires to the researcher was two weeks for
all stakeholder groups. Regarding the mean of returning the questionnaire and consent form,
all academic stakeholder groups returned them in person, whereas all the industry
stakeholders returned them via email and other electronic means, including google drive link
and Facebook messaging.

3.3.2 Qualitative data collection
Thirty participants from the quantitative phase, who agreed to participate in the second phase,
were invited for individual semi-structured interviews. Two forms of individual interview
were employed including face-to-face and telephone interviews. English lecturers, subject
lecturer and undergraduate students were interviewed face-to-face, whereas graduate
employees and employers were telephone interviewed.
Before each interview began, every participant, once again, was given an overview of the
study and ethical issues mentioned on the participant information sheet and consent form
attached with each questionnaire. This is a recommended process called briefing where the
researcher explains the purpose of the study, asks the participant if they have any questions
before the interview (Kvale & Brinkmann, 2008). The interviews were conducted in English
with lecturers of English due to their preference to speak English, whereas the other
stakeholders were interviewed in the Khmer language to avoid miscommunication due to the
low English proficiency level of some of the participants. Although all participants agreed to
have the interviews recorded, they were informed before the recording to relax and respond to
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each interview question sincerely for validity and reliability of the research results, and that
their identity would not be revealed in the thesis and any other forms of report.
The quality of the interview recording was also considered. Face-to-face individual interviews
took place in a booked room at RUPP, whereas individual telephone interviews occurred in
the researcher’s study room with a Do not disturb sign placed on the doors. In addition, a
computer-assisted recording application, QuickTime Player was used to record and maintain
the high quality of the interview sound for both face-to-face and telephone interviews, and a
quality speaker for the telephone interview. It is common that telephone interview is assisted
by the computer because the researcher can read the questions, write notes, and record the
interviews during the interviewing (L. Cohen et al., 2011). According to Travers (2010),
recorded interviews ensure the safety of the data. Each recorded interview lasted around thirty
minutes.
3.4 Data management

3.4.1 Quantitative data management
To ensure the confidentiality and anonymity of the participants, the quantitative raw data were
processed and cleaned. To ensure the raw data are free from inconsistencies and
incompleteness, they need to be edited (Kumar, 2014). In editing the raw data, the researcher
screened each questionnaire by screening for the signed consent form and its completeness.
When any signed consent forms were missing and the first section of the questionnaire
remained blank, those questionnaires were discarded.
Coding was the next step of data processing (Kumar, 2014). Coding the questionnaires also
helped the researcher clean the data (Dornyei, 2003). In coding the questionnaires, the
researcher sorted and coded all the questionnaires based on a coding system. The codes
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started with a capital letter, followed by three-digit numbers. For example, an undergraduate’s
questionnaire was coded U001. After coding the questionnaires, the researcher separated the
consent forms from the questionnaires so that the participants’ identity was removed before
inputting the data into the SPSS. Separating identifying information such as contact details
from the raw data ensures the confidentiality and anonymity of the participants (Habibis,
2010). The researcher cleaned the raw data again by inputting the data into the SPSS, and ran
frequency output in order that any odd numbers would appear, which were then rechecked.
The researcher saved time by only double checking specific questionnaires and verified the
answers to specific data entry columns. Screening and cleaning the data helped improve the
reliability of the research findings (Dornyei, 2003).

3.4.2 Qualitative data management
The confidentiality of the participants in the qualitative phase was also maintained. To hide
the participants’ identity, Seidman (2006) suggests establishing a coding system in place prior
to the interviews. The coding system for this study consists of letters, followed by numbers.
Table 4 displays the coding of the thirty interview participants that was used in this thesis.
Additionally, all the interviews were transcribed and translated by the researcher. First, all the
recordings were transcribed verbatim. Then the Khmer transcripts were translated into
English by the researcher. Then transcripts were checked and edited by the researcher’
supervisors to eliminate any grammatical or vocabulary inconsistencies.
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Table 4 Interview participant codes (A)
Academic stakeholders

Industry stakeholders

Undergraduate Subject

English

Graduate

Employers’

Students’

Lecturers’

Lecturers’

Employees’

Code

Discipline Code

Code

Code

Code

Bio

UBi

LBi

GBi

EBi

Che

UCh

LCh

GCh

ECh

Com

UCo

LCo

GCo

ECo

Env

UEn

LEn

GEn

EEn

Mat

UMa

LMa

GMa

EMa

Phy

UPh

LPh

GPh

EPh

Eng

EnL1-EnL6

Note: Bio: Biology; Che: Chemistry; Com: Computer Science; Env: Environmental Science;
Mat: Mathematics; Phy: Physics; Eng: English Lecturers

3.4.3 Data storage
The anonymity and confidentiality of the research participants also involves storing the data.
In Australia, based on the National Statement on Ethical Conduct of the National Health and
Medical Research Council, in any research involving humans, the following actions must be
taken.

•

remove identifying material from records at the earliest possible time

•

only collect personal information where it is absolutely necessary for the research

•

use coding procedures

•

store separately any data containing personal information
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•

[avoid] stor[ing] personal information on their hard disk

•

dispose of the personal information as soon as possible; for example, destroy contact
information once data collection is complete (Habibis, 2010, pp. 103-104).

To maintain the confidentiality of the interview participants, Seidman (2006) suggests that the
researchers keep the participants’ identity records including contact information sheets,
informed consent forms, and audiotapes in a secure place. For this research, the raw data of
both quantitative and qualitative phases were stored in a locked cabinet, a password protected
computer and a backup external hard drive. In addition, based on the UCHREC, the data will
be destroyed five years after the research project is completed. Only the researcher and his
supervisors could access, process and analyse the data.
3.5 Data analysis
Based on the nature of the explanatory sequential mixed methods design, quantitative data
were analysed first, before the analysis of the qualitative interview data.

3.5.1 Quantitative data analysis
To help analyse the quantitative data, SPSS was employed. According to Patman (2010), in
an academic setting, the most commonly used software in analysing quantitative data might
be SPSS because of its main ability to analyse large data sets. To analyse the quantitative
data, this research used SPSS for calculating descriptive and inferential statistics. Descriptive
and inferential statistics calculate frequencies, means, standard deviation, significant values
and correlation scores (Morgan, Leech, Gloeckner, & Barrett, 2004).
To analyse the questionnaire items in section B, mean score, standard deviation, and KruskalWallis ANOVA were computed. To analyse the questionnaire items in section C1, cross97

tabulation was used to compare frequencies between each of the stakeholder groups. To
analyse questionnaire items in section C2 inferential statistics, namely Spearman’s Rho
correlation, was calculated to identify the order of importance of the ESP course eight content
areas. The results of statistical analysis are presented in tables, charts and graphs (see Chapter
4: Quantitative findings). Tables and other coloured visual aids help clarify what the
researcher meant and summarise the key points, which make the presentation of the findings
easy to understand and reader friendly (Fraenkel et al., 2012).

3.5.2 Qualitative data analysis
To analyse the interview data, thematic analysis techniques were used in this study.
According to Boyatzis (1998), thematic analysis is a process for encoding qualitative data and
interpreting them into themes. The presence of themes in the data could be both
predetermined and emerged (Willis, 2010). Theme generation involves an explanation and
interpretation of an investigated issue (Green et al., 2007).
The thematic analysis could be helped with a computer-assisted software called NVivo
(Kumar, 2014; Willis, 2010). To help the researcher manage and organise the qualitative
interview data and coding, NVivo for Mac was used. However, Willis (2010) warns that the
software does not analyse and transcribe the data, which is the role of the researcher. In
identifying the main themes that emerged from the data, Kumar (2014, p. 318) suggests four
steps: “identifying the main themes,” “assign codes to the main themes,” “classifying
responses under the main themes,” and “integrate themes and responses into the text of the
report.” These steps were followed in this research as they provided a systematic approach.
To identify the predetermined and emerged themes, the coding of the interview data involved
deductive (or a priori) and inductive coding techniques, which the researcher employed in this
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study. Deductive coding refers to the codes developed by the researcher through the review of
the literature, whereas inductive coding is a coding process in identifying themes that emerge
from the data (Boyatzis, 1998; Willis, 2010). To code the data, the researcher read the thirty
transcripts line by line and coded the themes using the NVivo application. To avoid the
misinterpretation of the participants’ intention, their speech was quoted in this thesis, and was
carefully edited by the two academic supervisors of the researcher. That is, the themes were
checked, rechecked and discussed for validity purposes. The results were presented in themes
and based on interview questions and supported by quotations from the participants.
3.6 Summary
This chapter offered a detailed description and justification of the research methodology of
this study. The sequential mixed methods design was employed in this study because it was
found that its strengths outweigh the weaknesses and it can better answer the research
questions, than either quantitative or qualitative methods alone. This approach is consistent
with recent trends in ESP research. Questionnaires were chosen as the research instrument for
the quantitative phase and semi-structure interviews were adopted with thirty participants
selected from the quantitative phase. The strengths of the instruments complement each other
in dealing with the weaknesses. To recruit the participants in both phases, purposive, census
and snowball sampling techniques were used.
In this research, a case study was considered appropriate because it provided in-depth and a
holistic picture of the needs analysis for the ESP course. By considering the constraints of one
institution, the case study could provide insights into ESP course design in other Cambodian
HEIs. The case study included stakeholders from one HEI in Cambodia and specifically the
Faculty of Science. The Science faculty was chosen, as it has been a prioritised field by the
Cambodian government and in ESP field. In addition, to ensure the research complied with all
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the ethical principles required by the University of Canberra, the ethical approach to research
was explained. The chapter concluded with a description of the data management in both
phases.
The next chapter, Chapter 4, presents the findings of the quantitative phase of this research.
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CHAPTER 4
QUANTITATIVE FINDINGS
This chapter is divided into five sections, based on the sections used in the questionnaire.
Section 4.1 shows the participants’ demographic information, including the number of
participants in each stakeholder group. Section 4.2 shows the results of questionnaire section
B, which sought participants’ perceptions about the necessity for the existing English subject
and the prospective ESP course. Section 4.3 presents the findings of the questionnaire section
C, which identified language skills and competencies for students’ academic and occupational
purposes. Section 4.4 reports the results of the questionnaire section D, which identified ESP
course-related issues, including preferred course domains, syllabi, challenges and measures in
assisting the ESP course development. The final section (4.5) summarises the chapter by
highlighting the main findings of the quantitative phase.
4.1 Participants in the quantitative phase
Information about the participants has already been presented in the Methodology chapter
(Chapter 3), but it is worth mentioning again in this chapter because the findings are better
comprehended and more meaningful when there is a clear picture of who the participants
were. There were 341 participants from the different stakeholder groups participating in the
quantitative phase (see Figure 6). The stakeholder groups were divided into two main
categories: academic and industry stakeholders. The academic stakeholder group, on the one
hand, consisted of 252 undergraduate students, 43 subject lecturers, and 16 English lecturers.
The industry stakeholders, on the other hand, were 19 graduate employees and 11 employers.
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Undergraduate
students, 252
Total,
341
Graduate
employees, 19

Subject
lecturers, 43
English
lecturers, 16

Employers, 11

Figure 6 Participants in the quantitative phase sorted by stakeholder
The 341 participants from the two main stakeholder groups came from seven disciplines or
departments: Biology, Chemistry, Computer Science, Environmental Science, Mathematics,
Physics, and English (see Figure 7). The six department or discipline participants were from
the Faculty of Science (FoS), comprising 51 participants from Biology, 55 from Chemistry,
49 from Computer Science, 56 from Environmental Science, 70 from Mathematics, and 44
from Physics. The stakeholder groups were made up of 40, 43, 29, 44, 60, 36 undergraduates,
4, 9, 15, 3, 7, 5 subject lecturers, 6, 2, 2, 5, 2, 2 graduate employees, and 1, 1, 3, 4, 1, and 1
employer respectively. The last stakeholder group consisted of 16 English lecturers.

16

English lecturers

44

Physics Department

Total

70

Mathematics Department

Employers

56

Environmental Science
Department

Graduate employees

49

Computer Science Department

Subject lecturers

55

Chemistry Department

Undergraduate students

51

Biology Department
0

20

40

60

80

100

Figure 7 Participants in the quantitative phase sorted by department or discipline
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4.2 Participants’ general perceptions about English and ESP
This section shows participants’ perceptions about the importance of the existing English
subject, the importance of building skills in English for occupational purposes, the importance
of developing skills in English for academic purposes and the necessity for future ESP course
development for undergraduate students of FoS. The results are reported through the mean
scores and standard deviations, derived from the results of the five-point Likert scale [1
(totally disagree) to 5 (totally agree)], which were converted from the questionnaire section B
(see questionnaire in Appendix E). There is also a comparison of the mean scores among the
seven discipline stakeholder groups. In this chapter, the term “undergraduates” is used
interchangeably with “undergraduate students”, and refers to the undergraduate students of
FoS: the term “departmental or department” refers to discipline or specialisation at RUPP.

4.2.1 The importance of English as a subject
Questionnaire item B1 asked participants for their opinions on the importance of the English
language subject for undergraduate students (see Appendix E).
Figure 8 shows the perceptions of the seven discipline groups of the importance of the
English language subject. The overall mean score is 4.7918 and standard deviation SD =
0.46721. In addition, the mean score of each stakeholder group has a similar value ranging
from 4.7273 to 4.9107 and the standard deviation ranges from 0.28774 to 0.69428.
The high mean score indicates that the majority of the stakeholder groups had very positive
attitudes about the importance of the English subject for undergraduate students. Among the
seven groups, the Environmental Science stakeholders showed the highest positive attitude,
which is evident through the mean score M = 4.9107 and standard deviation SD = 0.28774;
they were followed by the stakeholder groups of lecturers of English (M = 4.875; SD =
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0.34157), Chemistry (M = 4.8364; SD = 0.37335), Computer Science (M = 4.7755; SD =
0.42157), Biology (M = 4.7451, SD = 0.56011), Mathematics (M = 4.7286, SD = 0.44791),
and Physics (M = 4.7273, SD = 0.69428).

Total
English lecturers
Physics
Mathematics
Environmental Science

0.46721
0.34157
0.69428
0.44791
0.28774

Computer Science

0.42157

Chemistry

0.37335

Biology

0.56011

4.7918
4.875
4.7273
4.7286
4.9107

SD
Mean

4.7755
4.8364
4.7451

Figure 8 The importance of English as a subject
However, a Kruskal Wallis ANOVA indicated that there were no statistically significant
differences among the mean scores across the seven stakeholder groups of Biology (Mean
Rank = 166.80), Chemistry (Mean Rank = 176.26), Computer Science (Mean Rank = 165.95),
Environmental Science (Mean Rank = 188.87), Mathematics (Mean Rank = 157.99), Physics
(Mean Rank = 168.57), and English lecturers (Mean Rank = 182.81), H (corrected for tires) =
7.874, df = 6, N = 341, p = 0.247 (see Table 5).
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Table 5 Kruskal-Wallis Test for the importance of English as a subject
Ranks
Department
Biology
Chemistry
Computer Science
Environmental Science
Mathematics
Physics
English lecturers
Total

N
51
55
49
56
70
44
16
341

Mean Rank
166.80
176.26
165.95
188.87
157.99
168.57
182.81

Test statisticsa,b
Importance of English subject
Chi-Square 7.874
df
6
Asymp. Sig. .247
a. Kruskal Wallis Test
b. Grouping variable: department

4.2.2 The importance of developing skills in English for occupational purposes
Questionnaire item B2 surveyed participants about the importance of developing skills in
English for occupational purposes for undergraduate students (see Appendix E).
Figure 9 shows the perceptions of the seven stakeholder groups towards the importance of
developing skills in English for occupational purposes for undergraduate students’ future
jobs. The overall mean score is 4.6862 and SD = 0.50708; the mean score of each stakeholder
group is high and similar, ranging from 4.5909 to 4.7818; and the standard deviation ranges
from 0.45644 to 0.62201.
The high mean score indicates that the majority of participants had very positive attitudes
towards the importance of developing English skills for the undergraduate students’ future
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jobs. Among the seven stakeholder groups, the Chemistry stakeholders had the highest
positive attitude towards the importance of building English skills for undergraduate students’
future jobs, which was shown by the mean score M = 4.7818 and SD = 0.4591. This group
was followed by other stakeholder groups: Computer and Environmental Sciences (M =
4.7143; SD = 0.45644; and M = 4.7143; SD = 0.56292), Biology (M = 4.7059; SD =
0.46018), English lecturers (M = 4.6875; SD = 0.47871, Mathematics (M = 4.6143; SD =
0.49028, and Physics (M = 4.5909; SD = 0.62201).

Total

0.50708

English lecturers

0.47871

Physics
Mathematics
Environmental Science
Computer Science
Chemistry
Biology

0.62201
0.49028
0.56292
0.45644
0.4591
0.46018

4.6862
4.6875
4.5909
4.6143
4.7143

SD
Mean

4.7143
4.7818
4.7059

Figure 9 The importance of developing skills in English for occupational purposes purposes
However, a Kruskal-Wallis ANOVA indicated that there were no statistically significant
differences among the mean scores across the stakeholder groups: Biology (Mean Rank =
172.29), Chemistry (Mean Rank = 187.29), Computer Science (Mean Rank = 173.71),
Environmental Science (Mean Rank = 178.83), Mathematics (Mean Rank = 156.81), Physics
(Mean Rank = 159.38), and English lecturers (Mean Rank = 169.19), H (corrected for ties) =
6.286, df = 6, N = 341, p = 0.392 (see Table 6).

106

Table 6 Kruskal-Wallis Test for the importance of developing skills in English for
occupational purposes
Ranks
Department
Biology
Chemistry
Computer Science
Environmental Science
Mathematics
Physics
English lecturers
Total

N
51
55
49
56
70
44
16
341

Mean Rank
172.29
187.29
173.71
178.83
156.81
159.38
169.19

Test statisticsa,b
Importance of developing skills in English for occupational purposes
Chi-Square 6.286
df
6
Asymp. Sig. .392
a. Kruskal Wallis Test
b. Grouping variable: department

4.2.3 The importance of developing skills in English for academic purposes
Questionnaire item B3 surveyed participants about the importance of building academic
English skills for undergraduate students (see Appendix E).
Figure 10 shows the perceptions of the seven stakeholder groups towards the importance of
developing skills in English for academic purposes. The overall mean score is 4.5894 and SD
= 0.56496; the mean score of each stakeholder group is high and similar, ranging from 4.4571
to 4.7500 and the standard deviation ranges from 0.49031 to 0.61237.
The high mean score indicates that the majority of stakeholder groups agreed that building
English skills for the undergraduate students’ academic studies was important. Among the
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seven stakeholder groups, the English lecturers had the highest positive attitude towards the
importance of developing English skills for undergraduate students’ academic studies; this is
shown by the mean scores M = 4.75 and standard deviation SD = 0.57737. English lecturer
group is followed by other stakeholder groups: Biology (M = 4.6863; SD = 0.58276),
Environmental Science (M = 4.6607; SD = .58081, Chemistry (M = 4.6182; SD = 0.49031),
Physics (M = 4.5227; SD = 0.50526), Computer Science (M = 4.5714; SD = 0.61237), and
Mathematics (M = 4.4571; SD = 0.58199).

Total

0.56496

English lecturers

0.57737

Physics

0.50526

Mathematics

0.58199

Environmental Science

0.58081

Computer Science

0.61237

Chemistry
Biology

0.49031
0.58276

4.5894
4.75
4.5227
4.4571
4.6607

SD
Mean

4.5714
4.6182
4.6863

Figure 10 The importance of developing skills in English for academic purposes
However, a Kruskal-Wallis ANOVA indicated that there were no statistically significant
differences among the mean scores of department stakeholders of Biology (Mean Rank =
189.09), Chemistry (Mean Rank = 172.35), Computer (Mean Rank = 170.01), Environmental
Science (Mean Rank = 184.32), Mathematics (Mean Rank = 149.16), Physics (Mean Rank =
156.32), and English lecturers (Mean Rank = 201.03), H (corrected for ties) = 12.084, df = 6,
N = 341, p = .060 (see Table 7). need not be given a high priority in an ESP course
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Table 7 Kruskal-Wallis Test for the importance of developing skills in English for academic
purposes
Ranks
Department
Biology
Chemistry
Computer Science
Environmental Science
Mathematics
Physics
English lecturers
Total

N
51
55
49
56
70
44
16
341

Mean Rank
189.09
172.35
170.01
184.32
149.16
156.32
201.03

Test statisticsa,b
Importance of developing skills in English for academic purposes
Chi-Square 12.084
df
6
Asymp. Sig. .060
a. Kruskal Wallis Test
b. Grouping variable: department

4.2.4 The necessity for prospective ESP course development
Questionnaire item B5 surveyed participants about the potential for ESP course development
for undergraduate students (see Appendix E).
Figure 11 shows the perceptions of the seven stakeholder groups about the necessity for the
establishment of an ESP course. The overall mean score is 4.5103 with SD = 0.65353, and the
mean score of each stakeholder group is high and similar, ranging from 4.375 to 4.6471 and
the standard deviation ranges from 0.48264 to 0.82091.
The high mean score indicates that the majority of stakeholder groups showed strong
agreement about the necessity for ESP course development for the FoS undergraduate
109

students. Among the seven stakeholder groups, the Biology stakeholders had the highest
positive attitude towards the necessity for ESP course development for undergraduate
students, which is shown by a mean score M = 4.6471 and standard deviation SD = .48264.
This group was followed by Chemistry (M = 4.6182; SD = 0.52673), Environmental Science
(M = 4.4821; SD = 0.71328), Physics (M = 4.4773; SD = 0.82091), Mathematics (M = 4.4571;
SD = 0.65244), Computer Science (M = 4.4286; SD = .73598), and the English lecturer
stakeholders (M = 4.375; SD = 0.50000).

Total
English lecturer
Physics
Mathematics

0.65353
0.5

4.5103
4.375

0.82091
0.65244

Environment

0.71328

Computer

0.73598

Chemistry

0.52673

Biology

0.48264

4.4773
4.4571

SD
Mean

4.4821
4.4286
4.6182
4.6471

Figure 11 The necessity for prospective ESP course development
However, a Kruskal-Wallis ANOVA indicated that there were no statistically significant
differences between the mean scores of the Biology stakeholders (Mean Rank = 186.26),
Chemistry (Mean Rank = 283.24), Computer (Mean Rank = 162.59), Environmental Science
(Mean Rank = 169.88), Mathematics (Mean Rank = 162.23), Physics (Mean Rank = 173.52),
and English lecturers (Mean Rank = 141.38), H (corrected for ties) = 5.930, df = 6, N = 341, p
= .431 (see Table 8).
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Table 8 Kruskal-Wallis Test regarding the necessity for prospective ESP course development
Ranks
Department
Biology
Chemistry
Computer Science
Environmental Science
Mathematics
Physics
English lecturers
Total
Test statisticsa,b

N
51
55
49
56
70
44
16
341

Mean Rank
186.26
283.24
162.59
169.88
162.23
173.52
141.38

Necessity for future ESP course development
Chi-Square 5.930
df
6
Asymp. Sig. .431
a. Kruskal Wallis Test
b. Grouping variable: department
4.3 Participants’ perceptions about undergraduate students’ needs
Section C1 in the questionnaire surveyed 341 participants about their opinions regarding the
content areas of the ESP course, and Section C2 explored the correlation among the content
areas (see Appendix E). In other words, this section shows the participants’ preferences with
regard to the eight skills or topics included in the ESP course for undergraduate students, and
the correlation among the eight components. The eight topics include speaking, listening,
reading, writing, vocabulary, grammar, cross-cultural awareness, and business
communication. For questionnaire items from C1.1 to C1.8, participants could mark more
than one option.
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The presentation of the findings of each topic comprised the overall participant perceptions by
the seven departmental stakeholder groups, namely the English lecturer stakeholder group and
the six departmental FoS stakeholder groups of Biology, Chemistry, Computer Science,
Environmental Science, Mathematics, and Physics. These preferences provide guidance for
developing a suitable curriculum for an ESP course at RUPP. In addition, other universities
developing ESP programs may find the results useful, as the results pertain more widely to
the context of Cambodia.

4.3.1 Speaking skills
Questionnaire item C1.1 explored participant opinions about which speaking skills and tasks
should be included in the content of an ESP course (see Appendix E). The speaking skills
included presentation, group discussion, debate, pronunciation skills and an other option.
Figure 12 shows the overall perceptions of the seven stakeholder groups in regard to speaking
skills. Among the speaking skills, presentation was the most popular option selected by the
majority of the seven stakeholder groups (74.9%) and was considered to be the most
important skill to be included in the ESP course. In particular, 87.5% of English lecturers who
completed the questionnaire prioritised presentation skills. In excess of 81.3% of English
lecturers also selected debate and group discussion as key skills to be incorporated within an
ESP course. Debate was similarly chosen by many Environmental Science stakeholders, who
accounted for 80.4% of the positive responses. Overall, however, pronunciation was
considered the least important skill being selected by only 37% of participants. That other
speaking skills should also be incorporated into the ESP course was the perception of 4.3% of
stakeholders; the other skills included communication, conversation and speaking contest
skills. In sum, these results indicate that presentation and debate should be prioritised
speaking skills in the ESP course.
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Figure 12 Speaking skills in the ESP course

4.3.2 Listening skills
Questionnaire item C1.2 explored stakeholders’ ideas about which listening skills should be
included in the content for the ESP course (see Appendix E). The listening skills indicated in
the questionnaire included listening strategies, understanding a variety of accents, note-taking
skills, understanding main ideas on TV and radio, comprehending messages from
conversations, reports and presentations, listening to instructions, listening to lectures, and an
other option.
Figure 13 shows the overall perceptions of the seven departmental stakeholder groups
regarding listening skills. Among the listening skills, listening strategies were preferred by the
majority of the seven groups, accounting for 75.1% responses (256 out of 341) participants.
Therefore, listening strategies must be considered the most important skill to be included in
the ESP course for Cambodian students. Another skill, one supported by a little more than
half of all participants, was comprehending messages, which was chosen by 53.1% (181 out
of 341) of participants. It is interesting to note, however, that 93.8% of English lecturers
prioritised note-taking skills, and 68.8% of them selected comprehending the messages. In
113

addition, the other listening skills, including understanding accents, understanding main ideas,
listening to lectures, and listening to instructions, were considered to be of lower priority, and
accounted for 37.5, 36.4, 25.5, and 21.1% of participating stakeholders respectively. Of the
participants 0.9% added listening for details and watching movies in English. In short, the
results indicate that listening strategies should be a prioritised listening skill in the ESP
course.
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Figure 13 Listening skills in the ESP course

4.3.3 Reading skills
Questionnaire item C1.3 explored the stakeholders’ views about the reading skills that should
be included in the content of the ESP course (see Appendix E). The reading skills
incorporated reading strategies, speed reading, general comprehension, reading specialist
texts, reading textbooks, reading technical journal articles, reading technical manuals, reading
instructions, reading authentic texts, and an other option.

114

Figure 14 shows overall and individual departmental perceptions of the seven departmental
stakeholder groups in regard to the incorporation of reading skills in ESP. The majority of the
participants, accounting for 71.8% (245 out of 341), preferred that reading strategies be
incorporated into the ESP content of reading. The other two skills that had similar overall
scores, around half of the total participants, were reading specialist texts (50.4%) and reading
technical journal articles (47.8%). Figure 14 also shows the desire for general comprehension
and reading authentic texts among the English lecturers (75% and 56.3%). This indicates the
importance of comprehending texts in general, for overall comprehension in reading. It was
noted by 1.8 per cent of participants that there was a need for the incorporation of reading
internet-based content, and understanding and evaluating the reliability of reading sources. In
summary, the results indicate that a priority should be placed on reading strategies as a
reading skill in the ESP course, with an emphasis also on reading specialist texts and
technical journal articles.
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Figure 14 Reading skills in the ESP course
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4.3.4 Writing skills
Questionnaire item C1.4 examined stakeholders’ preferences for writing skills in the ESP
course (see Appendix E). The writing skills suggested in the survey comprised writing
laboratory reports, writing field-trip reports, writing assignments, writing emails, writing
different text types, writing summaries, note-taking skills and an other option.
Figure 15 displays overall and individual departmental perceptions of the seven departmental
stakeholder groups towards writing skills. A majority of all the stakeholder groups preferred
by far, writing assignments, which accounted for 74.2% (253 out of 341) of participants.
Apart from writing assignments, almost half of the participants considered writing laboratory
reports and writing field-trip reports important (49.3 and 43.7% respectively). This suggests
that most participants saw the immediacy of writing skills for academic purposes.
Figure 15, overall, shows similar preferences by all of the seven discipline participants for
writing assignments. This indicates the importance of writing assignments for undergraduate
students throughout the six departments. The Chemistry participants’ group, in particular,
focused on writing laboratory reports, which accounted for 76.4% (42 out of 55) of Chemistry
group participants. This shows the perceived necessity for laboratory report writing skills for
Chemistry undergraduate students.
Figure 15 reveals another interesting finding too, of the Environmental Science stakeholder
group’s preference for writing field-trip reports in addition to writing assignments. Writing
field-trip reports was selected by 64.3% (36 out of 56) of Environmental Science
stakeholders. Another noticeable finding was that almost half of the Computer Science
stakeholders considered writing summaries necessary. This suggests that there is a diversity
of writing genres; some of which are discipline specific. Option other, which was selected by
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1.8% of stakeholders, included writing of theses and reaction papers, and job related
applications such as résumés, cover letters and letters of inquiry. This indicates a preference
for academic and job application writing genres.
In summary, overall, most Faculty of Science stakeholders focused on writing assignments,
with the emphasis on laboratory reports for Chemistry and field-trip reports for
Environmental Science stakeholders. The findings also reflect the necessity of writing skills,
such as note-taking and writing summary skills, for the writing tasks of the undergraduate
students.
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Figure 15 Writing skills in the ESP course
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4.3.5 Vocabulary subskills
Questionnaire item C1.5 investigated participants’ preferences regarding vocabulary topics in
the ESP course (see Appendix E). The vocabulary topics included vocabulary strategies,
using vocabulary in context, learning specialist vocabulary, word formation and family,
pronouncing specialist vocabulary and an other option.
Figure 16 illustrates the overall and departmental perceptions of the seven departmental
stakeholder groups towards vocabulary topics. Around half of all stakeholders considered the
five vocabulary topics equally important, with vocabulary strategies (64.3%), word formation
and family (56%), using vocabulary in context (53.6%), learning specialist vocabulary
(50.3%) and pronouncing specialist vocabulary (44.6%).
These results indicate a similar emphasis was needed for the five vocabulary subskills for the
undergraduate specific academic disciplines. In addition, more than 80% of English lecturers
prioritised learning specialist vocabulary (93.8%), using vocabulary in context (87.5%) and
vocabulary strategies (81.3%). The other option, which was mentioned by 0.9% of
participants, included translation of specialist terminologies. In short, the findings indicate the
importance of incorporating vocabulary strategies, with an emphasis on specialist vocabulary,
and using vocabulary in context, as the important vocabulary subskills in the ESP course
content.
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Figure 16 Vocabulary subskills in the ESP course

4.3.6 Grammar subskills
Questionnaire item C1.6 asked for stakeholder opinions about the grammar topics, which are
needed for the ESP course (see Appendix E). The grammar topics suggested incorporated
present simple, past simple, present perfect, reported speech, passive voice, logical
connectors, relative clauses and there was an other option.
Figure 17 shows the seven departmental stakeholder groups’ preferences for grammar topics.
Around half of all stakeholders considered the seven grammar topics, namely relative clauses
(61%), logical connectors (54.2%), reported speech (52.4%), present perfect (50%), passive
voice (49.7%), present simple (46.1%), and past simple (39.6%) as similarly important. The
majority of English lecturers were particularly interested in relative clauses. Other grammar
topics, which accounted for 7.7% of participants, included common mistakes of Cambodian
speakers when they translate directly, all verb tenses, parts of speech, articles and
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determiners, prepositions and other more advanced grammar points, such as types of clauses.
Among the seven stakeholder groups, it is interesting to note that the English lecturers’ group
seemed to have the highest interest in all the grammar topics, and they are the most
experienced in identifying grammar topics. These results might indicate similar perceptions of
the importance of grammar topics among the six Faculty of Science disciplines.
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Figure 17 Grammar subskills in the ESP course

4.3.7 Cross-cultural awareness
Questionnaire item C1.7 investigated stakeholder preferences about cross-cultural awareness
as topics in the ESP course (see Appendix E). The cross-cultural awareness topics comprised
politeness in different cultures, asking questions in different cultures, cultural knowledge,
cultural stereotypes, taboo language, agreement and disagreement in different cultures,
avoiding miscommunication, and an other option.
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Figure 18 shows preferences for cross-cultural awareness topics being included in an ESP
course indicated by the seven stakeholder groups. More than half of the participants preferred
cultural knowledge (72.3%) and politeness in different cultures (59.3%). Interestingly, fewer
than 50% of participants were interested in other topics, including avoiding
miscommunication (41.9%), asking questions in different cultures (37.5%), agreement and
disagreement in different cultures (36%), cultural stereotypes (31%), and taboo language
(24.5%). However, most English lecturers emphasised avoiding miscommunication (87.5%).
This indicates that all stakeholders see the importance of teaching students to be aware of the
need to communicate with people of different cultures. Other aspects of cross cultural
awareness topics, which were selected by 1.2% of participants, were differences in cultural
values, use of communication technology in different cultures, and comparing foreign
cultures and Cambodian culture. More aspects will be further explored in the qualitative
phase.
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Figure 18 Cross-cultural awareness in the ESP course
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4.3.8 Business communication
Questionnaire item C1.8 sought the perceptions of stakeholders on business communication
topics in the ESP course (see Appendix E). The business communication topics included
differences in formal and informal language, communication in business meetings, language
for presentation, language for self introductions, language for telephone interactions,
conversation skills, business report writing, business letter writing, business email writing,
and an other option.
Figure 19 shows the seven participant groups’ preferences regarding business communication
skills. Overall, the majority of participants emphasised differences in formal and informal
language as the most significant topic, which accounted for 71.6% (244 out of 341) of
participants. The other two business communication topics preferred by more than 50% of the
total number of participants included language for presentations (54%) and business report
writing (53.4%). These topics were also emphasised in the other questionnaire items about
speaking and writing (see subsections 4.3.1 and 4.3.4). Few participants preferred
communication in business meetings (46.9%), conversation skills (44.9%), business letter
writing (41.6%), business email writing (39.6%), language for self-introductions (31.4%), and
language for telephone interactions (26.7%). In particular, it should be noted that a large
number of English lecturers’ preferences were for conversation skills (87.5%), differences in
formal and informal language (81.3%) and language for presentations (81.3%). Option other,
which accounted for 0.9 % of participants, incorporated negotiation skills, so it would seem
that negotiation skills need not be given a high priority in an ESP course.
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Figure 19 Business communication in the ESP course

4.3.9 Order of importance of the ESP course content areas
Questionnaire item C2 asked participants to rate the eight ESP course content areas in terms
of importance in the EAP and EOP fields. A Spearman’s Rho was run to identify the
preferred order of topics by comparing both EAP and EOP skills.
Table 9 (p. 109) shows Spearman’s Rho correlation coefficients between the importance of
the eight content areas for academic purposes and the same eight areas for occupational
purposes. The eight content areas include speaking skills, listening skills, reading skills,
writing skills, vocabulary subskills, grammar subskills, cross-cultural awareness and business
communication. The Spearman’s Rho correlation coefficient scores reveal the order of
importance; the highest score is interpreted as the most important course content area,
whereas the lowest score is interpreted as the least important content area for the ESP course.
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Table 9 Spearman’s Rho correlation scores of the eight ESP course content areas
For occupational purposes
Speaking

For

Speaking

academic

Listening

purposes

Reading

Listening

Reading

Writing

Vocab.

Grammar

Cross

Business

culture

comm.

.448**
.472**
.500**

Writing
Vocab.

.549**
.511**

Grammar
Cross-

.492**
.565**

culture
Business

.401**

comm.

Ns = not significant (p > .05), *p < .05, **p < .01, ***p < .001
Based on the statistical analysis, the order of importance among the eight ESP content areas
is: cross-cultural awareness (rs = .565), writing (rs = .549), vocabulary (rs = .511), reading (rs
= .500), grammar (rs = .492), listening (rs = .472), speaking (rs = .448), and business
communication (rs = .401). It is logical that listening, speaking, and business communication
are the three content areas that have similarly low coefficient values. English is a foreign
language in Cambodia, so most of the time the Khmer language is used for communication. In
addition, while business communication might be useful for undergraduates’ future jobs, they
possibly are not very useful for their current academic studies. However, there was only a
slight difference between each score, making it challenging for ESP course designers to
directly meet these expressed needs of the stakeholders. Therefore, these results were further
explored in the qualitative interview phase.
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4.4 Participants’ perceptions about the integration of the ESP course in the
undergraduate program
Questionnaire items D1 to D13 surveyed 341 participants’ opinions about issues in an ESP
course (see Appendix E). Questionnaire item D1 explored participants’ perceptions about the
focus of the ESP course.
Figure 20 shows that the majority of the participants preferred a discipline specific ESP
course: this was the view of 71% (235 out of 341) of participants. In other words, each ESP
class should target undergraduate students from the same specialisation. This demonstrates
that an ESP course is needed that addresses the undergraduate students’ specific needs as
determined by each Faculty of Science department. Notably, more than 68% of the graduate
employees suggested one ESP course for all Faculty of Science departments. In addition,
option other, which was selected by 3.3% of participants, included both general English and
ESP. Specifically, one respondent wrote that many students, especially those from the
provinces, possessed low proficiency in English; therefore, they needed to improve their
general English proficiency through the general English course. Given this very reasonable
view of the situation in Cambodia, this question was further explored in the qualitative phase.
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Figure 20 The focus of the ESP course

125

Questionnaire item D2 surveyed participants’ perceptions about the domain of the ESP
course.
Figure 21 reveals that 64.5% (213 out of 341) of participants preferred the ESP course to
focus on both English for academic purposes and English for occupational purposes.
Interestingly, 23% (76 out of 341) preferred English for academic purposes and 12.1% (40
out of 341) preferred English for occupational purposes. Among the five stakeholder groups,
almost half of the subject lecturers (47.5%) suggested that an ESP course should focus on
English for academic purposes. These findings indicate that the stakeholders have a
preference for English for both academic and occupational purposes, but with more emphasis
on English for academic purposes over English for occupational purposes.
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Figure 21 The domain of the ESP course
Questionnaire item D3 surveyed participants’ perceptions about the duration of the ESP
course.
Figure 22 shows that almost half of the 341 participants (46.7%) preferred the ESP course
duration to be two semesters: but then, 31.5% preferred the course duration to be three
semesters. Option other included responses that indicated the length should be four to six
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semesters. Interestingly, those who used the option other were mainly graduate employees
(45.5%). The participants who chose two or three semesters argued that this duration should
be enough to cover all the necessary specific English skills necessary for undergraduate
students. However, those who noted four or more semesters claimed that the more semesters,
the better, because a longer the course would be able to provide more in-depth study of the
necessary English elements and so improve undergraduate students’ English proficiency up to
a working competent standard. While there were some differences of opinion evident in the
answers, the majority of the participants preferred an ESP course to be at least two semesters
in duration.
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Figure 22 The duration of the ESP course
Questionnaire item D4 surveyed participants about the appropriate proficiency level of the
ESP course.
Figure 23 shows that more than half (52.2%) of the 341 participants thought there should be
three levels in the ESP course, although 31.9% preferred that the course to consist of two
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levels. Option other included four levels and more. The results show that most preferred that
the ESP course be offered with at least two proficiency levels.
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Figure 23 The proficiency level of the ESP course
Questionnaire item D5 surveyed participants about their perceptions of the pre-requisite
requirements in terms of English proficiency for the ESP course.
Figure 24 shows slightly different preferences regarding the pre-requisite levels for the ESP
course, although the intermediate level received the highest percentage, accounting for 27.6%
(67 out of 241) of participants. And interestingly half of the English lecturers selected the
intermediate level. However, an equivalent number of participants preferred the pre-requisite
level to be elementary (20.7%), pre-intermediate (22.9%), or none (22.6%). Using option
other, 6.2% of participants, argued that students should be placed in the right level based on
placement test results. In short, the findings reflect the mixed views on this matter so that
perhaps some flexibility may be appropriate to accommodate the mixed levels of students’
general English proficiency and different considerations may need to be applied.
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Figure 24 The pre-requisite level of the ESP course
Questionnaire item D6 surveyed participants about their suggestions on the syllabus of the
ESP course.
Figure 25 shows an overall high preference among the majority of the participants for a skillsbased syllabus: this option accounted for 85% (289 out of 341) of participants. The second
type of syllabus and equally preferred, were a competency-based syllabus, and a task-based
syllabus (57.4 and 41.5% respectively). However, the majority of the English lecturers
(87.5%) were particularly in favour of a task-based syllabus. One response to these results
would be an integration of the three syllabi types as being most appropriate, perhaps with
more emphasis on a skills-based syllabus, followed by competency-based and task-based
syllabi. The matter of the ESP course syllabus was investigated in the qualitative phase as a
means of validating the quantitative findings of the five stakeholder groups, especially as
many did not have specialised knowledge about English language teaching and learning.
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Figure 25 The preferred syllabus for the ESP course
Questionnaire item D7 surveyed participants about the preferred assessment of the ESP
course.
Figure 26 illustrates that more than 75% of participants had preferences for presentations,
written assignments, and final exams (83% (or 283), 79.8% (or 272), and 76.5% (or 261) out
of 341 participants respectively). The next four favoured types of assessment, which were
preferred by more than 50% of participants, included quizzes (64.2%), midterm tests (63.9%),
class participation (59.2%), and attendance (55.4%). The results reflect a combination of
traditional and alternative assessment types for the ESP course, with a greater focus on
alternative assessment over traditional assessment types.

130

0.6

Other (%)

49.6

Research report of workplace
visit (%)

55.4

Attendance (%)

59.2

Class participation (%)

Total

Employers
Graduate
employers

42.2

Portfolio (%)

Graduate employees

76.5

Final exam (%)

English lecturers

Midterm test (%)
Quizzes (%)

63.9

Subject lecturers

64.2

Undergraduate students
79.8

Written assignment (%)

83

Presentation (%)
0

20

40

60

80

100

Figure 26 The preferred assessment for the ESP course
Questionnaire item D8 surveyed participants about the status of the ESP course.
Figure 27 shows that more than half of the stakeholders asserted that the ESP course should
be elective: this option was selected by 72.1% (246 out of 341) of the participants. Notably,
the two stakeholder groups who voted for the elective option were the undergraduate students
(76.5%) and subject lecturers (75.6%) However, more than half of the English lecturer
stakeholders (57.1%) and also the graduate employee stakeholders (55.6%) believed that an
ESP course should be compulsory. These contradictory perceptions were further investigated
in the qualitative phase as there are significant ramifications that arise from a decision on this
matter, regardless of which option is selected.
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Figure 27 The status of the ESP course
Questionnaire item D9 surveyed participants about the potential student enrolment in the ESP
course.
Figure 28 shows that the overall majority of stakeholders had a positive opinion regarding an
ESP course and thought that the number of student enrolments would be high: 88.4% (296 out
of 341) of participants agreed with this thinking. However, it is interesting to note that 33.3%
of English lecturers believed that the enrolment would be low. While a similarly high number
of participants from the five stakeholder groups perceived that the student enrolment would
be high, the other 5.1% of participants were uncertain and thought that it depended on how
undergraduate students perceived the importance of the ESP course. This finding needs to be
reconciled with findings of D8, which indicated that the majority of stakeholders believed that
the course should be elective instead of compulsory. Therefore, these two issues were further
explored in the qualitative phase.
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Figure 28 Enrolment in the ESP course
Questionnaire item D10 surveyed participants about possible challenges they could see ahead
in the development of the ESP course. This question assisted in anticipating possible
contextual challenges that might arise in the development of ESP curriculum at RUPP.
Figure 29 shows that three main challenges were equally acknowledged by more than half of
the participants. These were that there were English lecturers with little specialist knowledge,
students with low English proficiency, and students with mixed English proficiency. These
responses accounted for 64.9% (220), 61.4% (208), and 52.2% (177 out of 341) respectively
of responses provided by participants. It is noticeable that 87.5% of English lecturers
acknowledged that English lecturers, with little specialist knowledge of undergraduate
students was a principal challenge. In addition, 75% of English lecturers also argued that
students with low English proficiency was another main challenge. Interestingly, 62.2% of
undergraduate students also acknowledged low English proficiency as the main challenge. In
short, the main challenges were recognised by and pertain to both students and teachers of the
ESP course, and therefore need to be addressed in the preparation and development of the
ESP course.
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Figure 29 Challenges in ESP course design
Questionnaire item D11 asked participants about possible measures to deal with the
challenges of designing the ESP course.
Figure 30 shows that more than 50% of the total participant sample selected three main
measures from five options provided: specifically they looked for collaboration between
English and subject lecturers, collaborative learning and teaching between students and
teachers, and a development in ESP training for English lecturers. These measures were
provided by 64.9% (220), 57.8% (196), and 56.3% of (191 out of 341) respectively of
participants.
In addition, the majority of English lecturers (81.3%) in particular, were in favour of
developing ESP training for ESP lecturers. This could well mean that English lecturers
acknowledge that they need extra training in ESP teaching in order to overcome their lack of
specialist knowledge of the undergraduate students’ subject areas, as is evident in Figure 26.
Interestingly, more than 60% of the graduate employees (63.2%) and employers (70%)
suggested inviting guest speakers to provide lectures. These issues will be further pursued in
the qualitative phase.
134

1.2

Other (%)

26.5

Inviting guest speakers to
provide lectures (%)

Total

14.5

Utilizing commercial textbooks
(%)

Employers
Graduate employees

64.9

Collaborative work between
English and subject lecturers (%)

English lecturers

Collaborative learning and
teaching between students and

57.8

Developing ESP training for
English lecturers (%)

56.3
0

20

40

60

Subject lecturers
Undergraduate students

80

100

Figure 30 Suggested measures for assisting with ESP course design
Questionnaire item D12 surveyed participants about teaching materials to be used in the ESP
course.
Figure 31 shows that the majority of the participants had a preference for teacher-made
materials: these responses accounted for 87.3% (296 out of 341) of participants. The other
two equally acknowledged scored types of teaching materials included commercial textbooks
(72.9%), and authentic materials (70.5% of 341 participants). Most graduate employees
(84.2%) in particular, preferred guest lecturer notes. In short, the findings suggest that the
prospective ESP course should combine teacher-made materials, commercial textbooks and
authentic materials, as well as guest lecture notes.
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Figure 31 Teaching materials for the ESP course
4.5 Summary
Overall, General English and the prospective ESP course were identified as necessary for
undergraduate students of the Faculty of Science at the Royal University of Phnom Penh.
That is, the development of an ESP course was supported by the majority of stakeholders who
thought that this should be additional to the existing English subject. The results also reveal
that the majority of the participants preferred a discipline specific ESP course for each of the
six Faculty of Science departments rather than having a general ESP course for the whole
Faculty. This matter is discussed further in the qualitative findings.
Eight content areas for the ESP course were presented. The findings reveal stakeholders’
suggestions and, based on the statistical analysis, the order of importance of the content areas
from the most to least useful, were cross-cultural awareness, writing, vocabulary, reading,
grammar, listening, speaking and business communication. However, the differences between
the content areas were not significant.
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The preferred topics for each ESP content area were identified. Cross-cultural awareness
aspects should include cultural knowledge and politeness in different cultures. The preferred
writing genres were writing assignments and job related tasks such as emails. Vocabulary
should incorporate vocabulary strategies and word formation, while grammar subskills that
include relative clauses and logical connectors were wanted. Listening and speaking skills are
interrelated, and the preferences were for including listening strategies, presentation and
debates. Finally, it was thought business communication should consist of formal and
informal language and conversation skills.
The participants’ perceptions about the status of the ESP course were also identified. The
preferred duration was found to be two semesters, although some of the stakeholders
indicated that they preferred as many semesters as possible. Regarding the syllabus for the
course, the skills-based syllabus outnumbered other types.
The findings reveal possible challenges for designing the ESP course. These challenges
include English lecturers with little specialist knowledge and undergraduate students with low
levels of English proficiency. A number of suggested measures to resolve these problems
included proper specialist training and workshops for ESP teachers and also collaboration
between subject lecturers and English lecturers.
The results provide a comprehensive picture of the perceived language needs and contextual
constraints for the development of ESP course in the Cambodian context. Although the case
of only one university was employed, the results and the questionnaire can be employed in
other universities. The next chapter focuses on qualitative aspects of this study. It presents the
findings from the interviews, followed by an integration of the quantitative and qualitative
findings.
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CHAPTER 5
QUALITATIVE FINDINGS
This chapter discusses the qualitative findings of this research. The qualitative findings are
divided into seven themes or sections, based on the sections of the interview questions.
Section 5.1 summarises the participants’ perceptions about prioritised skills and tasks for the
ESP course. Section 5.2 shows the participants’ perceptions about whether business
communication should be included in the course. Section 5.3 explores stakeholder objectives
for one ESP course for all. Section 5.4 elaborates on whether the ESP course should be
compulsory or elective. Section 5.5 provides an in-depth description of the preferred teaching
methodology for the ESP course. Participants’ perceptions about suitable assessment for the
ESP course are considered in section 5.6. Section 5.7 presents what the participants’
perceived as possible challenges for developing and implementing the ESP course, and their
suggestions for dealing with these challenges. The final section (5.8) summarises the key
findings of the qualitative phase and integrates the qualitative with the quantitative findings.
In order to facilitate the reading of this chapter, the profile of participants in the qualitative
phase is set out again. Thirty participants from five groups of stakeholders participated in the
interview phase, and were divided into two categories (see Table 10 next page). The first
category, the academic stakeholder group, comprised six undergraduate students, six subject
lecturers, and six English lecturers. The second category group, the industry stakeholder
category, consisted of six graduate employees and six employers. There were two interview
schedules used. The first was for undergraduate students, subject lecturers, English lecturers
and graduate employees, and the second was for the employers. The main difference was that
the last group did not have to answer the questions on the challenges and measures needed in
ESP course design. Another difference was with the first interview question. While the first
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four groups of participants were asked about the tasks or skills that undergraduate students
needed, the employer group was asked about the tasks that the graduate employees needed to
perform and whether these tasks should be included in the ESP course.
Table 10 Interview participant codes (B)
Academic stakeholders

Industry stakeholders

Undergraduate Subject

English

Graduate

Employers’

Students’

Lecturers’

Lecturers’

Employees’

Code

Discipline Code

Code

Code

Code

Bio

UBi

LBi

GBi

EBi

Che

UCh

LCh

GCh

ECh

Com

UCo

LCo

GCo

ECo

Env

UEn

LEn

GEn

EEn

Mat

UMa

LMa

GMa

EMa

Phy

UPh

LPh

GPh

EPh

Eng

EnL1-EnL6

Note: Bio: Biology; Che: Chemistry; Com: Computer Science; Env: Environmental Science;
Mat: Mathematics; Phy: Physics; Eng: English
5.1 Participants’ preferences regarding the appropriate skills and tasks for the ESP
course
The first interview question for the first four stakeholder groups asked about the kind of
specialised English skills or abilities or tasks that they thought most Faculty of Science
undergraduate students needed, and would assist them with their academic studies and future
jobs. The first interview question for the employer group was similar to the one for the first
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four participant groups, that is could you tell me what kind of tasks (job or activities) do your
employees engage in that would require English skills? Different participants listed different
skills and abilities that should be focused on in the ESP course. Section 5.1.1 presents the
perceptions of the academic stakeholders and section 5.1.2 sets out the industry stakeholders’
perceptions of skill or task priorities in the ESP course. The skills and abilities noted in the
responses from both questions are combined for both sections together and reflect the most
important skills that need to be developed in the ESP course for the science undergraduate
program. The reason the academic and industry groups are divided is to highlight differences
in their perceptions.

5.1.1 Academic stakeholders’ preferences
Thirteen out of eighteen (72%) academic stakeholders (e.g., UBi, UCh, UCo, UPh, LCh, LEn,
LMa, LPh, EnL1, EnL2, EnL3, EnL4, EnL5) thought that reading should be a prioritised skill
in the ESP course. Those who chose reading as a priority justified their choice with similar
reasoning, believing that it mainly helped students with their research and other study related
tasks. UCo, UPh, LMa, and LPh argued that students needed to do a great deal of research,
and many of the documents are written in the English language; therefore, good reading skills
are required. Further, LCh acknowledged that science documents in Khmer were limited, so
students were required to do research across documents or books written in English to
broaden their knowledge. In addition, UBi explained, students would be able to read more
effectively and efficiently when they possessed relevant reading strategies. Specifically, she
elaborated:
To read documents in English, students need reading skills because most books and
documents whether in the library or on the Internet are in English. Therefore,
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possessing reading skills would help students in reading speed and comprehension
through targeting the points that they want. (UBi)
UCh similarly believed that reading skills were necessary for undergraduate students. He
noted:
I think that reading skills are the most required skills because when we [students]
study we need to do a lot of reading. If we couldn’t comprehend the texts, it’s useless,
but if we can comprehend about what is written, we will learn a lot. (UCh)
Interestingly, five out of six (83%) English lecturers (e.g., EnL1, EnL2, EnL3, EnL4 and
EnL5) also argued that equipping students with the necessary reading skills should be one of
the main objectives of the ESP course. They added that the course should enable students to
read effectively and efficiently. EnL1 explained:
The purpose of the English language [ESP] program is to help students with the
reading texts for their major subject. I meant, because the books or most of the books
that students need to do research are in English, so they need these (reading) skills in
order to comprehend the meaning of the contents of the textbooks in English. (EnL1)
EnL5 added that reading was an essential component of writing, and most students’
assignments were a synthesis from what was read. He elaborated:
Reading is the most important skill, because they [students] need to read for
information. And after they have the information, they have to write… a report… a
procedure of a program application that they have designed. (EnL5)
Similar to EnL5, LEn also believed that reading and writing skills are complementary skills.
She explained in other words:
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I think writing and reading should go together. If a student doesn’t know how to read
appropriately, he or she won’t have any ideas to write. So, their studies would also be
hard. (Len)
Overall, academic stakeholders recognised the primary importance of reading skills for
students’ academic studies.
Three out of 18 (17%) academic stakeholders (e.g., EnL5, LEn, UCh) argued that writing
skills were necessary for undergraduate students. Again, both EnL5 and LEn believed that the
teaching of reading and writing should be integrated, because students needed to read in order
to write better. In addition, UCh noted that he would need to write in English for his future
career. He elaborated:
I think that writing skills will be necessary for my future career because in the future I
have to write appropriately, for example, using the correct word choice in the
workplace. (UCh)
Two out of eighteen (11%) academic stakeholders (e.g., EnL6, LCo) considered speaking an
important skill for undergraduate students in their future jobs. Both EnL6 and LCo believed
that they need speaking skills for professional careers. LCo justified his choice based on job
requirements, commenting:
They [students] should be able to communicate by employing technical language in
addition to ordinary communication language, meaning when they have a technical
meeting, for example, they should be able to do presentation… respond through
emails or answer the phones. (LCo)
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Only one academic stakeholder thought listening was the most important skill. UBi said that
she needed this skill in order to listen to her foreign instructors. She elaborated:
Listening skill helps students to better understand and communicate with foreign
lecturers who teach us [students] in English. (UBi)
Interestingly, however, LBi argued that all four of the macro-skills were equally important for
students because of their interrelated nature. She elaborated:
They [listening, reading, speaking, and writing] are equally important because if they
[students] can speak well, but poor at listening, they would not be able to
communicate effectively. And if they are poor in writing… they cannot write well. If
they are poor at reading… they cannot do a lot research and cannot improve
knowledge… they cannot comprehend the reading [articles] well. So, I think all the
four macro-skills are equally important. (LBi)

5.1.2 Industry stakeholders’ preferences
Regarding reading, seven out of twelve (58 %) industry stakeholders (e.g., GCh, GMa, EBi,
ECh, ECo, EMa, and EPh) claimed that graduate employees needed to perform a number of
tasks employing reading skills. Both GCh and GMa mentioned that when they were students
and also now when working, they needed reading skills in order to research documents and
books from developed countries. GMa specified:
…for science, [e.g.] Mathematics, students need to understand technical terminology
in order that they can read books, documents from other more developed countries
than our [Cambodia] country. (GMa)
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EBi, ECh, ECo, EMa, and EPh (42%) believed that reading in English was a critical task in
the workplace, including for research and routine tasks, and self-development. Regarding
research tasks, EBi, who worked at an international company, noted that he and his
subordinates needed to read English documents, such as reports and online articles. He
elaborated:
…my subordinates and I currently use English to read documents in English that are
related to our work. These include documents relating to agriculture, raising animals,
animals’ health and vaccination. These documents are found in the company manuals
and over the Internet. (EBi)
The employees’ tasks included work related research, which required both research and
reading skills. EMa, for instance, explained:
Obviously, if they [teachers] want extra documents to teach their students, they can
also do research through the Internet or Google… In addition, most high quality books
are written in English, so they need to be able to read in English in order to read those
books. (EMa)
Employees also needed reading simply for routine tasks. ECh claimed that his subordinates
needed reading skills for their daily, monthly, and yearly tasks. For example, he pointed out:
Regarding reading, there is a so-called manual that offers guidelines and procedures
on how to perform tasks appropriately and based on a set standard. There are also a
number of policy documents, written in English, so they [subordinates] are required to
read [these documentation] in order to gain specific information they need. (ECh)
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Similar to academic stakeholders, EPh claimed that his colleagues needed to read in order to
help them to write better. Specifically, he elaborated:
Normally, when reading, we [employees] need to comprehend the meaning of the
lessons or documents. Understanding main ideas or specific details assists writing
effectively and efficiently because mainly we write based on ideas we’ve synthesised
from each reading. (EPh)
Besides work related tasks, the employer group mentioned that reading was needed for selfdevelopment. ECo maintained that he and his subordinates read a variety of articles on both
technical and general topics to improve their careers. Specifically, he explained:
…their [computer employees’] work require them to always keep studying… Their
specialisation needs them to read [almost] every day in English… Regarding reading
articles, there are various topics because sciences consist of articles relating to specific
technologies…and [we also] read about what provide us general knowledge… [such
as articles] relating to personal development… and regional news. (Eco)
Finally, EEn believed that his subordinates needed reading skills in order to enhance their
work quality and also, to be promoted. He noted:
Reading is essential, but my staffs don’t seem to like reading at all, which I believe
they need to improve. (EEn)
The second skill that received equal support from industry stakeholders was communication,
specifically verbal and written communication. This included communication with customers,
colleagues, and upper line managers. Seven out of twelve (58%) industry stakeholders (e.g.,
GCo, GPh, EBi, ECh, ECo, EEn, EPh) stated that graduate employees needed to learn
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appropriate skills in their workplace. Both GCo and GPh noted that they needed
communication skills for careers. GCo explained:
But I think the most important one should be speaking… because we need to
communicate… so communication needs communication skills. (GCo)
Communication tasks, which were identified by five out of six employers (e.g., EBi, ECh,
ECo, EEn, EPh), can categorised into customer and colleague related. To respond to
customers’ questions relating to their company’s services, EBi said he and his colleagues
needed both spoken and written communication. He elaborated:
Meeting with foreign customers requires us [technical staff] to use English to
communicate with them and respond to their questions relating to our department or
program that we are currently working on. Due to the advancement of communication
technology, we also communicate with them through the Internet tools such as email,
Skype and so on. These tools are commonly used and also convenient… The topics
for communication usually relate to animals’ health and vaccination and so on. (EBi)
In addition, ECh and EEn’s subordinates also needed to communicate not only with their
foreign customers but also with upper ranking supervisors whose first language was not
Khmer. They explained:
Regarding their [employees’] routine tasks, they need to communicate face-to-face
with flight engineers [customers] in English. In addition, communication between
topline management and bottom line employees and vice versa is normally through
English because each section manager is a foreigner. The communication is through
meetings, emailing, telephoning, but most of the time through emailing with both the
customers and managers. (ECh)
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The tasks that require English, first of all, is communication, because our staff need a
lot of communication… Most of the time, we need speaking skills, so an English
[ESP] course should focus on speaking skills… In other words, it’s necessary for our
employees to have a good knowledge in their work related tasks such as topics related
to services provided to our customers… so we need communication skills. (EEn)
Similar to ECh and EEn subordinates’ situation, EPh’s subordinates also communicated in
English with their non-Khmer colleagues. He explained:
Speaking is not only for academic studies and teaching purposes, but also for general
communication… [Employees] need to communicate with their colleagues who don’t
speak Khmer… because normally we also need to communicate with the general
public about general knowledge or work related topics. (EPh)
ECo’s subordinates employed rather formal language when communicating through email but
informal language through messenger. Thus, communication skills and writing skills were the
third more preferred skills to include in an ESP course and awareness of formal and informal
writing was raised as an important skill too. He noted:
When they [employees] work with their colleagues and customers, they need to
communicate… so most of the time they communicate in English through tools such
as Gmail, and messenger… another tool include video conferencing… Regarding the
language use, email language is more formal than messenger’s as communicating in
the messenger is like daily informal chatting language. (ECo)
Thus, communication skills and writing skills were the third most preferred skills for industry
stakeholders. The industry stakeholders’ preference for communication skills contrasts with
the quantitative findings, where speaking and business communication ranked seventh and
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eighth in terms of importance among the eight ESP course content areas. Other writing tasks
that required use of English were routine staff work, such as filling forms and reports. For
example, ECh elaborated:
The routine tasks that they [employees] need to use English include filling out records
and forms. Those records are for international auditors who cannot read in Khmer, so
it’s necessary to prepare and compile them in English for them. (ECh)
In discussing written communication skills, industry stakeholders highlighted the importance
of two genres: reports and lesson plans. Specifically, EEn provided examples of report
writing:
Regarding report writing, for example, a fire drill report consists of its objectives and
benefits. So report writing is a necessary skill that also helps their [employees’] work.
Meeting reports is also an important topic to help them discuss issues and solve them
in teamwork. (EEn)
EPh discussed additional writing genres, ones that are especially applicable for teachers in
international schools, such as lesson planning and lecture notes. He elaborated:
Tasks, which need English, include lesson planning, lecture notes, and hand-outs, so
we [teachers] need to write and employ accurate grammar, appropriate vocabulary in
order to produce a good piece of writing. In short, my lecture notes have been
extracted from textbooks and other references. When extracting a sentence or
paragraph for my writing, I don’t just copy and paste but need to paraphrase it…
Regarding using English in the teaching, writing needs to be 100% in English but
speaking can be done in both Khmer and English because sometimes when we
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[teaching staff] speak in English they [students] don’t understand, so we need to
explain in Khmer. (EPh)
In addition, GBi and GEn suggested that teaching writing should incorporate writing sub
elements such as grammar and sentence structures in order to improve students’ writing skills.
GEn explained:
First priority should be writing, which focuses on grammar… in order to write well we
[students or writers] need to construct [appropriate] sentences, know how to use
sentences, and objectives of our writing. (GEn)
All the six employers (e.g., ECh, ECo, EEn) (50% of industry stakeholders) agreed that the
tasks that their employees performed in English should be incorporated into the ESP course.
They believed that equipping students with the skills necessary to perform these tasks would
enable them to perform better in their future jobs. ECh, ECo, and EEn elaborated:
It is necessary that we [university] incorporate these tasks [into the university
program] in order to help them [students] get to know better about technical language
[in English] when they study so that when they have a chance to work for an
international company it would be convenient for them because they would already
possess background knowledge. (ECh)
I think it’s vital that the [ESP] program incorporates and encourages students to value
communication skills, which can begin with an informal communication setting. We
[employees] need to understand that effective communication needs an awareness of
our interlocutors and what their wants are. (ECo)
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The incorporation of these tasks are vital, plus the four macroskills: speaking,
listening, writing, and reading. Obviously, at my workplace, skills of reading manual
and procedure are necessary since most tasks are based on manuals and procedures.
(EEn)
In addition, three out of six (50%) employers (e.g., EBi, EMa, EPh) believed that the skills
their employees needed, and the tasks the students performed when they became employees
were not only beneficial for their current job, but were also necessary for students’ academic
studies. EBi, EMa, and EPh emphasised:
I think that these tasks are crucial for both academic studies and routine work.
Therefore, we [university] need to incorporate these tasks into the [ESP] program
because when students can perform these tasks, it is convenient for them in both their
studies and future career. (EBi)
In sum, if there are competent [ESP] lecturers specializing in English and research, the
incorporation of these tasks into the [ESP] program would equip students with
abilities and skills in research in English in addition to their research in Khmer. (EMa)
Should incorporate these tasks into the new [ESP] program, because technical reading
with specialist terminologies normally differs from general daily interest readings. In
addition, the translation [meaning] of the key words also normally confuses us
[employees or students]. (EPh)
In summary, academic stakeholders reported that undergraduates’ tasks involved mainly
reading and research skills for assignments, whereas industry stakeholders hightlighed the
importance of oral communication skills to interact with customers and other non-native
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speakers or colleagues and also written communication skills for completing forms and
reports.
5.2 Participants’ opinions about the importance of business communication in the ESP
course
In the quantitative phase, the Spearman’s correlation score revealed that business
communication was the least important among the ESP course content areas. However, in the
qualitative phase reported here, it is interesting to note that, twenty-two out of thirty (73%)
participants argued that business communication should be incorporated into the ESP course,
whereas only eight out of thirty (23%) questioned this idea.
Those who approved of the incorporation of this unit into the ESP course mostly based their
justification on its benefits, for the students in their future jobs. It is interesting to note that
three out of six (50%) undergraduate students (e.g., UCo, UMa) and two out of six (33%)
graduate employees (e.g., GEn, GPh) believed that business communication skills, such as
writing formal letters or emails, could help undergraduate students get a job while they are
studying and also upon their graduation. GPh, UCo and UMa maintained that effective
communication between students and their prospective employers facilitated in getting a
students to get the job and get promotions in their future careers. They noted:
… when students graduate from the university, they need to look for jobs. If they
don’t know how to [communicate effectively], it’s hard for them to get a job and face
unemployment. (GPh)
Some students might want to work while they are studying in year 3 or 4, so if they
have good communication skills for business contexts such as writing formal letter,
they would be able to get the job. (UCo)
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I think it [business communication] should be incorporated [into the ESP course]…
because when students finish their studies from the university, they need jobs. If they
don’t know how to use email, they would encounter difficulties. (UMa)
GCo and ECh explained that students would need this skill in the work setting. They
specified:
I think it should be included because everyone [students] studies in order to get a job,
and when they work they need such business communication skill. In fact, I am
currently utilizing this skill such as email correspondence, writing reports…(GCo)
Overall, every [aspect of] communication is important, and students need to learn.
(ECh)
GBi maintained that this skill could be included in the ESP course because students could be
required to study six semesters of English. He also added that they needed that kind of skill in
the workplace, in addition to acquiring technical language. Explicitly, he elaborated:
I think that it [business communication skill] should be included, because the duration
that they [undergraduates] study English at the university [RUPP] is up to six
semesters. Therefore, students should study many skills in addition to studying
terminologies [for their specialisation]. (GBi)
Those who agreed on the importance and incorporation of business communication into the
ESP course suggested a number of business communication tasks or genres. The tasks
included work related communication through email, customer service and report writing
skills. It was also suggested that this would not add uncessessy work for the ESP course.
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Similar comments were given by industry stakeholders in 5.1.2. For example, ECh, EEn, EPh
suggested:
…when we [staff] are working email communication is an important skill because the
most convenient communication is through email… customer skills through verbal
dialogue is also an important element for staff when dealing with customers… One
more [skill] is report writing; it’s also an important skill. (ECh)
Email or letter writing skills were essential. If we [staff] don’t have these skills, we
will encounter difficulties… because we don’t know how to begin and conclude our
writing. Even the skills can be acquired in a short period of time, every student needs
to know while studying so that it will be convenient for them when they work... so far,
communication skills is emphasised in many school, but is not specific, namely
general daily communication such as small talks. (EEn)
Overall [business] skills to be included should be email communication… and skills
relating to meeting. (EPh)
For the participants (e.g., EBi, ECo, GEn, GMa, EnL1, EnL4, EnL5, LEn) who questioned
the idea of incorporating business communication skills in the ESP course, most argued that
this content area was not a priority and was difficult to fit it into the existing undergraduate
student curriculum. For example, EnL1 argued that the English language program might not
be able to cover this content area due to time constraints and its focus on other prioritised
skills. She commented:
I think students should learn this skill by them… we can’t include [it] in our
curriculum because there are too many skills [already], so we cannot cover all. It’s too
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much because we have limitation of our… I meant time. We cannot include
everything into our [English] program [curriculum]. (EnL1)
GMa argued that business communication skills were not as necessary as other academic
skills, such as research skills and technical language use. Interestingly, EnL4, who had taught
the business communication course in the RUPP Summer School Program, commented that
students who wanted to improve their business communication skills could enrol in her class.
LEn and EBi also questioned how it fitted into the undergraduate students’ current curriculum
and offered suggestions on how students could acquire the skills. EBi elaborated:
Personally, I think we should incorporate these skills [tasks] into the university [ESP]
program, but obviously the duration of academic studies as well as in class period is
short. Therefore, if we incorporate this skill [business communication] into the
academic program, I’m afraid there wouldn’t be enough time for study it in details.
But, we’d better incorporate this skill into the [university] short course such as
Summer Course. (EBi)
In summary, the majority of the interview participants argued that business communication
skills should be included in the ESP course because students would eventually need the skills
for seeking part-time jobs and also utilise these skills in their future careers. They pointed out
email communication, customer negotiation skills and reports writing were essential in
performing job related tasks. However, eight of the participants questioned this idea based on
time, practicality and the fact that they did not think it should be prioritised in the ESP course.
Therefore, the ESP course designer needs to consider the timeframe for the ESP course within
the actual undergraduate curriculum.
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5.3 Participants’ perceptions about the objectives of the Faculty ESP course
In the quantitative phase, 71% of the participants thought that an ESP course should be
discipline specific, whereas only 26% believed that the course should be Faculty specific.
However, due to Faculty resources at Cambodian universities, the interview sought
participants’ suggestions about the course objectives if there were only one Faculty ESP
course. There seemed to be a variety of objectives, based on their perceptions.
First, the ability to read and research was the first most preferred course objective: it was
mentioned by 12 out of 30 (40%) participants (e.g., EBi, GCh, GEn, LEn, LPh, ECh, EEn,
EMa, UPh, EnL1, EnL5, EnL6). They argued that students should be able to read critically
and extensively, and undertake research using academic materials such as textbooks and
articles, in the major subjects of their specialisation and future careers. This finding confirms
the importance of reading to the participants in the ESP course.
In particular, reading and researching were believed to help undergraduate students to write
better. A number of reading skills, such as reading strategies and speed-reading skills, were
also suggested. Specifically, they noted:
At the end of the course, students should be able to read… and with good
comprehension of reading materials such as textbooks and online articles. (GCh)
They [students] should have an ability to read and research in English for both
textbooks and online. (GEn)
… [the course should] help students to read extensively, and have strategies for speed
reading with good comprehension. (LEn)
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…and students need to know how to research in order to broaden their studies. (LPh)
…[students should] be able to research… and research online documents. (EBi)
At the end of the course, students should be able to do research in English on their
own. (ECh)
At the end of the course, students should be able to research… read. (EEn)
At the end of the course, students should be able to do research in English. (EMa)
…students should be able to comprehend their specialised articles or documents and
improve their research tasks. (UPh)
… they [students] should be able to read and write in English…If they don’t know
how to read, how can they do assignments. (EnL1)
… they don’t just believe in the information [they read], but should critically analyse
and understand about what they have read, so reading skill is important. (EnL5)
Students [should] be able to do research in the subjects of [their specialisation] (EnL6)
In summary, building research skills, reading comprehension, reading academic articles,
speed reading and critical reading were the most favoured ESP course objectives.
Eleven out of thirty (37%) participants (e.g., UEn, UBi, UCh, LPh, LCh, LEn, ECo, EMa,
GCo, GPh, LEn6) highlighted that the technical language of the six specialisations should be
taught, and teaching materials should be adapted from the six specialisations. Specifically,
objectives should include the ability to comprehend and use technical vocabulary
appropriately, to comprehend and to translate English to Khmer, and vice versa. Other
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objectives were to gain competence in reading materials in their field of specialisation. They
said in particular:
At the end of the course, students should be able to use technical vocabulary in
English and translate from English to Khmer accurately, because this is necessary for
their studies and future jobs. (UEn)
…undergraduate students have a good knowledge of technical language of their own
specialisation in order that it is convenient for them to… comprehend [the lessons or
articles] quickly…translation [of key term] is to be appropriate to the technical
meaning. (UBi)
Students should be able to apply basic science terminologies in particular into their
specialised subject matters. (UCh)
At the end of this [ESP] course, students should be able to apply English technical
language into their specialisation appropriately. (LPh)
I think that the teaching materials should relate to the six [FoS] departments, meaning
that… it should incorporate all the six [specialisation materials] together. (LCh)
…students should be able to utilise [technical] language, which he will learn from the
course to apply in a variety of [real world] purposes. (ECo)
…be able to translate [technical words] from English to Khmer, and vice versa. (EMa)
…better comprehend technical terminologies… then they can better comprehend their
major subjects [units]… (GCo)
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…should teach as many technical terminologies as many as possible… and each term
needs to be elaborately explained in both specialist and general meaning. (GPh)
…the teacher might teach them [students] related to their field [of
specialisation]…key terms… (EnL6)
I think that students should possess effective reading skills and comprehend technical
terms relating to their specialisation… to help them better understand the articles of
their specialisation… Additionally, this helps students to read more and have
techniques in reading faster and with better comprehension… (LEn)
However, nine out of thirty (30%) participants (e.g., EBi, ECh, ECo, EEn, UCo, UEn, LCo,
LPh, EnL5) believed that general English skills, such as communication skills, should also be
included. UCo argued that students should be equipped with general English skills in order
that they be competent with all the four macroskills when they graduate from the
undergraduate program. UEn suggested incorporating communication skills in addition to the
language for his specialisation, into the ESP course. In addition, LCo proposed that an ESP
course enable students to be proficient in the skills that the majority of students needed for
both their studies and future jobs such as email and report writing, and presentation skills. He
elaborated:
If we [course designers] have no choice [but to establish one ESP course for all the six
FoS departments], we design lessons, focusing on the general needs of each
department, because [students in] every department need [first of all] email writing.
Second, [students in] each department expect to be able to write reports, do
presentation… (LCo)
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EBi, ECo, ECh and EEn similarly emphasised the importance of formal and informal
communication, especially for the students in their future careers. Specifically, these skills
included an ability to communicate with foreign customers, as well as friends or colleagues.
They stated:
…have the capacity to communicate with foreigners [foreign customers]. (EBi)
…and they [students should] be able to use English from the [ESP] course in their
career, [for example] communicating with customers and foreigners. (ECh)
Overall, they [students] have to be able to communicate in English for their job and
socially. (ECo)
…and [students should] have an ability to use technical English to communicate
formally and informally. (EEn)
Interestingly, four out of thirty (13%) participants (e.g., EnL1, EnL3, LEn) argued that the
ESP course should cover certain specific skills that fitted within the timeframe of the English
program. EnL1 proposed a focus on the two most important skills: reading and writing. She
justified this with the fact that students should be able to read in order to write their
assignments. EnL3 also believed that the course might not be able to cover all four macroskills, so he suggested that a course objective should be to enable students to become familiar
with academic vocabulary and reading. LEn had a similar perception to EnL1 and EnL3. She
suggested that the course equip students with the necessary reading skills and technical
vocabulary in order that they be able to do research in their field of specialisation. She
elaborated:
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I think that students should possess effective reading skills and comprehend technical
terms relating to their specialisation… to help them better understand the articles of
their specialisation… Additionally, this helps students to read more and have
techniques in reading faster and with better comprehension. (LEn)
In summary, several objectives of the Faculty ESP course were suggested by the respondents
in the qualitative phase. The majority of them recommended that the course enable students to
read and better comprehend, and use the technical terminology of their specialisation. In
addition to providing students with technical knowledge of their specialisation, general
English skills necessary for both their studies and future jobs, such as communication skills,
email writing, report writing, and presentation skills, were also suggested. Despite
communication skills not featuring in the qualitative results (see Section 4.3.9, Table 9, p.
119), a large number of participants advocated their importance in the ESP courses. Some of
these communication skills had been taught in the university English programs, such as the
Summer School Program. Therefore, ESP course designers may review the broad current
English curriculum to reduce redundancy in the content of the courses.
5.4 Participants’ opinions about the status of the ESP course
All the participants, with the exception of employers, were asked for their opinions about
having the ESP course as an elective or compulsory course. A large majority of interview
participants chose the option to have course an elective. This result aligns with the
quantitative findings where more than 50% of the participants perceived that the course
should be elective. Fourteen out of twenty four (58%) participants (e.g., UMa, UPh, GCo,
LCo, EnL6) who believed the course should be elective similarly justified their choice based
on students’ personal preferences. In other words, students should be allowed to choose to
learn what they thought is useful for them. It is interesting to note that six out of six (100%)
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undergraduate students agreed with this. UMa argued that there might be other English
elective courses (e.g., essay writing) that students believed would be more useful to them. If
they were required to enrol in the ESP course, some of them would not be able to enrol in the
other elective courses of their choice. She explained:
I think that this [ESP] subject should be an elective course. If the lecturers [English
program] require students to study, but students don’t want to study, it’s hard for both
students and lecturer. Meaning what students want to study can’t be fulfilled, while
what students don’t want to study is required. (UMa)
In addition, UPh observed that most of the students preferred the ESP course to be elective.
He elaborated:
I think it’s a good idea because some students who might not want to study this course
can choose to study other [English] courses that they prefer; for example, some of
them might not want to become teachers… Based on my observation, most students
don’t want the [ESP] course to be compulsory. So, I agree with this idea. (UPh)
GCo and EnL6 also believed that students should be allowed to choose the course that helps
them to address their weaknesses. They commented:
I agree with this idea, because students should be allowed to choose what they want to
study in terms of what they lack. If they think that the [ESP] course is important for
them, they would definitely enroll in this course. (GCo)
I also agree with this idea because students know themselves what they need and what
they need to learn, so the new [ESP] course should be elective. If students prefer to
learn which course, they will choose it. (EnL6)
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Similarly, LCo strongly argued that students should have a choice of what they perceived was
necessary for them. However, he commented that students should be well informed about the
details of the ESP course offered so they could make a good choice. He elaborated:
If they [students] are forced to study [ESP] English courses, which they don’t want to
study, this seems to be putting a pressure on them. So what we [lecturers] are
supposed to do is inform them about the benefits of the [ESP] course, the course
objectives… what it can help them with their [future] job… Certainly, we [should]
conduct an [ESP course] orientation for them. (LCo)
However, ten out of twenty four (42%) participants (e.g., GMa, GPh, LBi, LMa) maintained
that the ESP course should be compulsory and justified their choice mainly based on the
thinking that the course contributed to students’ current studies and their future jobs,
prospects and achievements, to pursue overseas studies, and to enhance the overall quality of
the graduates. GPh and GMa commented on the importance of the ESP course for students’
academic disciplines and future career opportunities. They explained:
I think that it should be compulsory for the students to study this [ESP] subject,
because this course will help students in their research in English… If students do
research documents in Khmer… many documents [in Khmer] have not been updated.
(GPh)
I don’t think it should be an elective course. I just want to emphasise that… students
need to acquire technical terminology knowledge [in English]… Our country
[Cambodia] will enter ASEAN economic integration in [2015], so if we [students]
don’t know English and technical vocabulary in English, the [job] market will be so
small for them. (GMa)
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LBi added that the ESP course would not only be necessary for students’ current academic
studies but also for those who pursued their studies overseas. In addition, LMa argued that the
course would help enhance the quality of their education. He commented:
If we let them [students] choose [to enrol in the ESP course]… I believe that many of
them would not want to study [these courses]. As a result, it affects the quality of the
school, which wants them to be qualified after graduating… I think that this ESP
course shouldn’t be elective but integrated into the school’s curriculum, because we
[our school] care about quality [education]. (LMa)
In summary, the majority of participants in the qualitative phase supported the idea that the
ESP course be elective. Those who supported the idea of having the course as an elective
mainly believed that undergraduate students should have the right to choose elective courses
that they thought would fulfil their needs and weaknesses. Conversely, those who were
against this idea mostly justified their choice with reference to the course’s contribution to
students in their current studies and future jobs, as well as enhancing the quality of the
students who would be graduating.
5.5 Participants’ perceptions about the teaching methodology of the ESP course

5.5.1 Teaching methods and activities
This interview question aimed to validate and explain the quantitative findings regarding the
participants’ opinions about the ESP course syllabus. The majority of the interview
participants, especially English lecturers, suggested a teaching methodology that seemed
similar to the one in the current general English program for the ESP course. Several other
participants, who were not English lecturers, did not use the technical terminology often
employed in language teaching and learning. However, their examples and the related
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discussion helped infer their views on the language teaching methods they considered
appropriate.
Eighteen out of thirty (60%) participants (e.g., UCh, UMa, LCh, LEn, EnL1, GCo, GPh, EPh)
explicitly suggested that the teaching methods should be the same as the ones in the general
English program. Examples referred to included lectures, group discussion, presentations,
assignments, and homework. These activities were suggested in order to improve students’
four macroskills: listening, reading, speaking, and writing. EnL1, LEn and UMa commented
that the general English teaching methodology could be adopted for the ESP course. They
provided some detail when saying:
I think English [ESP] lecturers may employ simple [teaching and learning] methods
similar to the ones implemented in the general English courses, but [the content of the
course] should be based on the specificity of students’ specialisation, because it’s not
general English course. (EnL1)
I think that teaching methodology of the general English instruction consists of a
variety of good teaching methods. If these methods could be employed in the new ESP
course, I think it would be good because they’ve attracted students… (LEn)
Teaching methods should be the same as the ones of general English instructions…
allow students to have a lot of practice such as communication [speaking and
listening], writing… Teachers should have students practice after finishing each
lesson. (UMa)
LBi, UCh, GCo, GPh, and EPh offered examples of a number of teaching and learning
activities, such as pair work, group work, presentations, debates, and assignments. This
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suggests they favoured communicative language teaching techniques and task-based
approaches. In particular, they said:
We [teachers] have them [students] read and communicate with each other [pair work]
and with teachers [whole class]… (LBi)
Regarding in-class activities there should be group discussion, teamwork tasks
because students can share experiences and knowledge among their peers and
teacher… (UCh)
In class activities could be presentation and debate. Presentation helps students to
build their confidence. If there is debates, that would be good. Outside class activities
are not crucial because English is not the main subject. (GCo)
Research-based work and project learning also featured as important tasks. Specifically, GPh
and EPh elaborated by saying:
…Another teaching and learning method is to administer tests or quizzes frequently at
least two times per week or after the end of each lesson. In addition, students should
be assigned for homework, assignment or research topics as their additional academic
research tasks. (GPh)
There should be a lot of assignments in English, which require students to do research
in English. (EPh)
Twelve out of thirty (40%) participants (e.g., UPh, LCo, LMa, LPh, EnL6, GBi, GCh, GEn,
GMa, EBi, EMa, EPh) explicitly recommended employing a student-centred method. LMa
implicitly defined the student-centred method by describing a teaching and learning method
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in which lecturers allow their students to participate actively through in-class activities. LCo
added:
…student-centred method…encourages students to speak independently as much as
possible through in class activities and interaction between students, students and
teachers… (LCo)
UPh similarly believed that through the learner-centred method that students had a chance to
share their ideas and this resulted in improvement of their long-term memory. LCo also
claimed that this teaching method encouraged students to communicate more in the
classroom. The activities associated with this method were such as group discussion, whole
class questions and answers, and debates.
GEn justified her choice of the student-centred method because it involves students in their
learning process and triggers their enthusiasm. Specifically, she elaborated:
I think that we [ESP lecturers] should employ a student-centred method, because this
method… makes students interactive, and they are less bored. If lecturers speak alone
all the time, it would make students feel bored… (GEn)
EnL6 argued that students would be able to learn more effectively if they were actively
involved in their learning, and it was the lecturer’s role to help students activate their
potential. She also emphasised the importance of developing students’ independent learning
skills. Particularly, she commented:
…may apply student-centered rather than teacher-centered [approach]… I believe
students can learn more by themselves better than [totally] depending on teachers…
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teachers should require students to read [an assigned] book before coming to the class.
(EnL6)
In addition, GCh thought that students would be able to build their confidence and
independence through application of the student-centred approach. She summarised this in the
following.
In sum, teachers should employ a teaching methods based on the principles of a
student-centered approach, for example, by letting students to participate actively in
class activities, which help them feel comfortable and confident to ask and answer
questions in the classroom. (GCh)
Interestingly, four out of thirty (13%) participants (e.g., LCo, GEn, EBi, ECh) suggested other
specific teaching and learning activities, such as inviting guest speakers and incorporating
field trip activities and reports. For example, LCo proposed inviting guest speakers, who
specialised in a particular field to lecture in the ESP course so that students could learn and
ask questions of the experts in the field. GEn also highlighted that if the university had funds
for field trips, students should be allowed to have a field visit to workplaces such as
companies or factories and then write reports in order that they be exposed to actual
workplace environments and authentic tasks. This suggests that the participants wanted
activities based on authentic, real-life examples. EBi explained:
If there is an invitation of guest speakers to lecture students relating to the guest
speakers’ specialisation or daily tasks and experiences, I think it would positively
benefit a lot to students’ studies and mind-set; in addition, they [students] obtain new
concepts, which can make them study even harder and interested in their studies.
(EBi)
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However, ECh questioned the practicality of implementing this initiative in terms of time
constraints, although he believed it was a good idea. He indicated:
If there are guest or experience related speakers to do presentation relating to English
required tasks at the actual workplace setting, it would be good, but it depends to
whether they have time or not. (ECh)
In summary, the majority of the participants favoured a learner centred approach as the
appropriate methodology for the ESP course. This would spark students’ interest and build
their confidence in their English language. Communication language techniques such as
group work, discussions and research tasks were additional techniques for teaching the
course. Finally, real life tasks, field trips and guest lectures were added as important
classroom activities because they provided students with evidence and experience of
employment opportunities.

5.5.2 Testing and assessment
There was a range of assessment types proposed by the five groups of stakeholders. Twentyseven out of thirty (90%) participants (e.g., LCo, LEn, LMa, LPh EnL2, EnL5, EnL6, EMa,
ECh) preferred a mixture of traditional and innovative assessment types, and to include both
formative and summative assessment. Using only one of them, it was reported, could not fully
reflect students’ real abilities and could be used to reflect their future career needs. LMa
maintained that the traditional assessment, that is the end of course exam, and ongoing
quizzes, did not reflect students’ actual performance because some students may be able to
cheat during the tests. Therefore, a more innovative type of assessment, such as participation
in a group discussion, role-play or presentation, should be employed in addition to tests and
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the final exam. LCo similarly argued that tests and quizzes did not adequately prepare
students for the career challenges they would face. Specifically, he noted:
…written tests is just an addition, but they are not so necessary… because students
may cheat through copying from their friends for MCQ (multiple choice questions)…
we know that for MCQ, students can guess the answer…if students only do quizzes or
tests, they only know about paperwork, but cannot communicate…So when
graduating, they may fail at the interview stage… they cannot be promoted to a higher
position… they cannot do presentation or debate. They don’t have ideas… In fact,
they may have something to share, but they cannot communicate their ideas, so they
may just say no ideas… (LCo)
All six of the employers (e.g., EMa, ECh) suggested performance-based and authentic
assessment, such as presentations or interviews, although they did not use these exact terms.
This suggestion aligns with alternative assessment techniques promoted and discussed in ELT
literature and widely used in language teaching around the modern world. They commented:
To test students’ speaking and listening abilities, they should be tested through oral
test or individual presentation… (EMa)
And secondly interview test… When they do the interview, we [teachers] would know
their level of speaking and listening ability. (ECh)
LEn recommended an innovative assessment type (e.g., a mini research assignment) in
addition to a presentation for inclusion in the ESP course, and she also was somewhat
conservative about the traditional assessment. She believed that in language education quizzes
could help students review what they had learned. She elaborated:
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…in this [ESP] program, there should be a small research assignment for students…
For testing and assessment methods, [teachers] cannot avoid having quizzes or tests;
otherwise, students would forget the lessons learned. (LEn)
EnL2, ECh, LPh, EnL5 and EnL6 also proposed that more weight be given to formative over
summative assessment, and emphasised the importance of formative assessment. They
commented:
Assessment should be given more weight to on-going assessment such as quizzes,
class participation, and presentation alternating from 60% to 70%... Final exam should
only be 20 or 30% instead of 40%… in order that students can contribute more in the
classroom activities… For example, when they [students] come to class to share ideas,
they will get credit… We provide quizzes to identify students’ strengths and
weaknesses so that we can help them improve… (EnL2)
If we [teachers] give weight [to both formative and summative assessment] 50-50%,
40-60% or 60%-40%, students would have to participate in every activity in class,
tests, and final exams. If they miss any [formative] assessment tasks, their score is low
or fail, so it’s a good strategy to have them participate in all assessment tasks. (ECh)
Final exam used to weigh 60% [of the total score], but currently weighs 40%…to
encourage students to pay more attention in class activities or tasks… because there
have been cheating cases during the examination or students might guess answers to
MCQ questions, so teachers are not able to accurately evaluate individual student’
actual capacity. (LMa)
…we cannot give a bigger percentage to the final exam, which takes only 1 hour and
30 minutes…students will not be involved much in class activities but they would just
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try their best for the final exam… so increase the percentage to ongoing [formative]
assessment… 60-40%... (EnL5)
For me, I prefer process to product assessment…teachers can give comments and
guide [students] them to do a better work… if they just work for the final product…
they would just submit the final product… teacher would only be able to assess their
final product… If we talk about percentage of the process and product assessment, we
can make 70-30%. (EnL6)
Two out of thirty (7%) participants (EnL1, LCo) valued innovative assessment and strongly
criticised traditional assessment. EnL1 argued that traditional assessment, such as tests and
final exams, was not necessary. She commented that students should be assessed through their
performance. Examples of assessment types that she raised included presentations and written
assignments, such as papers or critical essays, because students could use these to develop the
four macro-skills – namely reading, writing, speaking, and listening literacy. In order to write
their papers, give presentations, and answer questions from the audience they would use and
practice the four skills. Specifically, she noted:
…we don’t need final exam.. students need to read and write their assignment… I
think mid-term and final exams are not important. We just need on-going assessment.
(EnL1)
LCo criticised the traditional methods of assessment and proposed innovative assessment
types, such as presentations, group discussions and ongoing assessment, because these nurture
students creativity. He elaborated:
I think that this [traditional] assessment method should be changed as I have
mentioned earlier that tests, such as midterm tests are not adequate [for students]
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because… that does not respond to their actual needs. [For example,] when they
[students] go for interviews, they [interviewers] need to ask [students] questions, and
they [students] need to respond to the questions quickly. Then when they [students]
work, they need to communicate or have meetings… so we [lecturers] can have them
[students] do the presentation, group discussion and take notes… [Assessing] their
[students] creativity… they can write [short] articles by themself. (LCo12)
It is interesting to note that only one out of thirty participants (GBi) seemed to prefer
traditional assessment. GBi claimed traditional assessment as the best methods of assessment
for the ESP course as long as there was strict test administration, so there was prevention of
restricted students’ cheating. Specifically, she stated:
I think that we can have [a] midterm [test], quizzes, and [a] final [exam] as [the ones]
in general English, but just strengthen the [test administration] rules or implement
stricter rule enforcement during tests avoiding [students] cheating, copying from each
other, or asking each other questions. Therefore, we [teachers] know who [students]
possess actual capacity, who are outstanding, and who are not. If teachers strengthen
the rules during tests, students will also study harder than before because they know
they cannot cheat. Therefore, teachers can truly evaluate students’ actual ability. (GBi)
One of the main reasons for the choice of assessment types indicated by GEn7 was her lack of
assessment literacy. She said that she did not know much about assessment types in language
teaching because she had not been trained in language assessment, so she only mentioned the
methods that she had encountered in her English classes. She commented:
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For this [assessment types] question, I don’t think I have any opinions on that. As far
as I know, students can be assessed through tests, quizzes, a final exam, attendances,
class participation, and homework. (GEn)
In summary, the majority of the interview participants preferred a combination of traditional
and innovative assessments. A few participants also emphasised the importance of
examination rule enforcement so that the results reflected students’ true scores and
achievement. The interview participants who were exposed to innovative assessment,
particularly lecturers tended to favour innovative assessment and criticise traditional
assessment. One of the main reasons for their preference for innovative assessment was that it
better measured students’ competence, developed learner autonomy and reflected their
potential capacity to perform at jobs. Participants’ preference for a combination of innovative
and traditional assessment aligns with their preference for the communicative teaching
methodology discussed in the previous subsection (5.5). That is, innovative or alternative
assessment incorporates performance-based marking criteria, which is a component in CLT
(Jacobs & Farrell, 2003).
5.6 Participants’ perceptions regarding the challenges and the measures needed to assist
in ESP course design
The first four groups of stakeholders (with the exception of employers) were asked to
elaborate on the challenges they perceived would be faced in developing the ESP course, and
any measures they thought would help to deal with these challenges. This section is divided
into two subsections. 5.7.1 describes participant perceptions about the challenges they
anticipated for those involved in the ESP course design, and 5.7.2 shows the measures they
suggested would be helpful in solving the challenging issues.
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5.6.1 Challenges
Twenty-three out of twenty-four (96%) participants believed that having general English
teachers teach the ESP course was one of the main challenges, and this featured in the
findings of the quantitative questionnaire also. English lecturers were perceived to possess
limited knowledge in the fields of science and this was necessary to teach science to
undergraduate students. Interestingly, all the interviewed English lecturers (e.g., EnL3, EnL6)
acknowledged that they would not feel confident to teaching such a course. For example,
EnL3 and EnL6 admitted:
Let’s say… I’m supposed to teach English for Mathematics. I myself don’t have a
broad knowledge of mathematics… Maybe I can just teach but not so productively…
A few lecturers [I know] have admitted to possessing less knowledge than the
students… They have no ideas to share with the students. (EnL3)
I may find it difficult to understand the content knowledge of students’ specialisation,
because [English] teachers [including me] have no background or have only a little
knowledge about students’ majors… (EnL6)
Another reported reason why this was a challenge, from two out of six English lecturers, was
that English lecturers had little interest in teaching the ESP course because they would be
expected to perform new and challenging tasks in the course. In other words, they expressed
an unwillingness to leave their comfort zones. For example, EnL3 noted that English lecturers
would not be motivated, since they would probably get the same hourly rates of pay as those
of the General English course, and these he perceived would have fewer preparation tasks.
EnL1 similarly felt that English lecturers would not be willing to invest their time in their
busy teaching schedules to develop teaching materials for the ESP course. She commented:
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My concern probably is, first of all, hard to find [ESP] teachers to teach the [ESP]
course because most of our teachers prefer to teach general English [courses] rather
than the specific ones… They need to spend more time to develop [ESP] textbooks,
materials, and they also have to think about how to teach the [ESP] course. It’s not as
easy as teaching the General English as we have all the textbooks, and [teacher’s
books]… so we just copy and then we can go to the classroom and teach… (EnL1)
Another challenge anticipated by four out of twenty-four (17%) participants (e.g., UCo,
EnL6) was students’ low English proficiency that needed to be handled. They elaborated:
I think that if students with low English proficiency try to learn English in the ESP
course, they wouldn’t learn much, because their English background is too low. We
need to build their basic English skills to a certain level so that they can attend the
course. (UCo)
Students would have two challenges: English skills and the knowledge of their
specialisation… they may need to take one or two courses of [general] English in
order to improve their English skill so as to be able to read or communicate. (EnL6)
However, four out of twenty-four (17%) participants (e.g., UCh, LCh, LPh) argued that this
issue was not a big challenge. UCh believed that science students could handle the ESP
course because the schema of their specialisation could facilitate their learning of the course.
LCh also claimed that the general English proficiency of science students would not be an
issue for them, although she raised her concern for those who had very low English
proficiency. She explained:
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For students, the [ESP] course seem new to them [students], but they will be able to
handle the course because they have already possessed science knowledge, which
enables them to understand the science concepts quickly. (LCh)
In addition, LPh argued that with appropriate teaching methods, low English proficiency
students should be able to attend the ESP classes. He commented:
Regarding students with low English proficiency who want to attend [ESP course], I
think that it depends on the teaching methods that teachers apply. Students with low
proficiency can also quickly acquire the knowledge and want to continue the [ESP]
course. (LPh)
Although the majority of the participants did not raise teaching materials as a problem for the
ESP course, four out of twenty-four (17%) participants (UBi, GEn, EnL2, EL1) foresaw that
teaching material or textbook development would be one of the major challenges. UBi raised
his concern that English lecturers might not know what teaching materials science
undergraduate students needed unless the subject lecturers were consulted. GEn also
questioned whether the textbook development resource staff of the university could compile
ESP textbooks or even simply adopt available commercial textbooks. Similarly, EnL2
wondered whether the ESP textbooks would interest students and be used to respond to their
needs appropriately. EnL1 remarked about the lack of teaching materials for the ESP course,
since the Cambodian context and content related ESP textbooks were not widely available.
Specifically, she cautioned:
And also [teaching] materials that we are going to use… I know a lot of textbooks that
have been published targeting students in developed countries [e.g., Britain, U.S.,
Australian]. Of course, we [teachers] can find textbooks like English for Science,
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English for Mathematics, or English for Biology. If we use these kinds of textbooks,
there’s no problem because they have been developed already, and they consist of
activities that we can adapt, but I’m afraid that these textbooks are probably not
enough, or not something that each individual department needs, so teaching materials
are also hard to choose. (EnL1)
This suggests that careful consideration of this matter and consultation between Science and
English faculties needs to take place.
Another challenge, one raised by only one out of twenty-four participants, was the lack of
teaching facilities. LCo emphasised that there should be language labs for students in order to
facilitate the learning and teaching, especially through visual learning and teaching. He noted:
Teachers are just drivers, but driving [teaching] depends on the car [teaching facility],
too. Let’s say, we [teachers] teach technical language relating to a technical item, but
we don’t have the item to demonstrate. It is like a dream when there is no visual
learning [and teaching]. Normally, we [students] learn through seeing… this is a
problem because we don’t have enough facilities… (LCo)
The final challenge, which was that the students’ current learning schedule might not be able
to accommodate the new ESP course, was noted by only one participant. LEn commented that
years one to three undergraduate students already had full learning schedules during the
weekdays, so adding extra ESP classes would be a significant challenge for them. This issue
might affect the undergraduate students’ existing academic timetable at many Cambodian
universities that have only a few semesters allocated for English language instruction. She
remarked:
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Anther concern is related to the [ESP course] schedule, which would need to be
included into the students’ timetable. When should they learn [the ESP course]? When
another subject [ESP course] is inserted, the other subject learning hours might need
to be cut down, because currently from Monday to Friday, the timetable for years 1 to
3 does not have extra empty schedules. (LEn)
To summarise, the interview participants elaborated several challenges. The most frequently
cited was the English lecturers with little background knowledge of students’ specialisation.
Another major concern was students with low English proficiency. Teaching materials was
also featured as a challenge, and teaching facilities in designing an ESP course was also
noted. Another concern that was raised in the qualitative phase was how to incorporate the
prospective ESP course into the students’ current tight timetable. The next section discusses
participants’ suggestions for addressing these challenges.

5.6.2 Measures to resolve the challenges
The interview participants (with the exception of employers) who raised possible challenges
in developing a ESP course, were also asked to offer solutions for these challenges.
A number of measures were proposed to deal with the challenge of general English lecturers
teaching the ESP course. First, 20 out of 24 (83%) participants believed that general English
lecturers could be qualified as ESP lecturers if they were provided with support and technical
training, and were willing or motivated to teach the ESP course. Fourteen of them (e.g., GBi,
LCh, GCo, GPh) noted that English lecturers should be properly trained prior to teaching the
ESP course. They argued that the training content should at least contain technical language
for the ESP course as an important aspect of ESP course teaching and learning. For example,
UCh LCh, LCo, GBi, GCo and GPh commented:
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If an English lecturer had little knowledge relating to science majors, it would be good
because he or she had a full potential capacity to teach ESP course to science students.
(UCh)
There should be a training course for English lecturers who would teach ESP course…
prior to teaching ESP course… Training should be related to English for science.
(LCh)
If subject lecturers could offer a short course to general English lecturers, they would
be equipped with basic knowledge [of science]. (LCo)
If there is training for general English [ESP] lecturers, I think it is also an effective
measure in order to help them learn technical language relating to each science
department prior to their teaching [ESP course]… In sum, I mean that general English
lecturers should acquire as many technical language of each department as possible
through additional training and subject lecturers. (GBi)
There should be training for them [English teachers], and we [program coordinator]
have to make sure that these teachers know the technical language clearly, before
allowing them to teach the ESP course. (GCo)
I think that ESP lecturers should be English lecturers who have obtained training
relating to sciences, so technical language use is accurate. (GPh)
Regarding training for new ESP lecturers, five out of twenty-four (21%) participants (LCo,
LPh, GBi, GMa, GPh) on how general English lecturers should be trained. They advised that
general English lecturers should be trained by subject lecturers or experts in ESP teaching.
LCo perceived that by so doing, English lecturers would be able to widen their knowledge of
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their ESP students’ specialisations. LPh and GBi also noted that training could be conducted
by subject lecturers. They elaborated:
… they [ESP lecturers] may seek help and feedback from subject lecturers either
through training or workshop by informing subject lecturers well ahead, so that they
can prepare appropriate materials on time. (LPh)
If there is training for the general English lecturers [to teach ESP course], I think it’s a
very good solution in order to help them become familiar with scientific concepts of
each [Science] department prior to their teaching. In addition, they should consult
subject specific lecturers. In short, I mean that general English lecturers should
broaden their knowledge of each [science] department through training and
consultation with subject specific lecturers. (GBi)
GMa and GPh similarly proposed that subject lecturers should organise in-house workshops
to train general English lecturers so that they would be better able to understand the concepts
of each of the six science departments. GPh specified:
Regarding English lecturers teaching the ESP course, there should be a prior training
offered by subject lecturers relating to science. (GPh)
Second, 12 out of 24 (50%) participants (e.g., GBi, GCh, GEn, LEn, LMa, UMa, UPh)
suggested that general English lecturers collaborate with the subject lecturers in the design
and development of the course. UBi, GBi, GCh, GEn, and LEn recommended that both
general English and subject lecturers jointly compile teaching materials and decide on
teaching methods for the ESP course. In addition, LMa believed that both sides could work
well together. Specifically, he argued:
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I think that at the Royal University of Phnom Penh, if both sides [general English and
subject lecturers] have enough office hours, they can work together. I think that it’s
not very difficult for a good cooperation between the English lecturers and subject
lecturers for the sake of effective [ESP] teaching. This [ESP] program is to be set up
for [undergraduate] students, so… I think that cooperation between both sides is a
good idea in order to help them [ESP lecturers] to teach effectively and respond to
students’ needs particularly relevance to their [students] specialisation. (LMa)
However, five out of twenty-four participants (LCh, LCo, LEn, EnL1, EnL2) had a negative
attitude towards any collaboration between the general English and subject lecturers. LCh,
LCo, and EnL1 questioned the effectiveness of such collaboration. LCh, LEn and EnL1
claimed that the discussion would not be very fruitful because both sides may be busy with
their teaching commitments. EnL2 also argued that in the current context both sides had
different viewpoints based on their teaching background. If they had time to see each other,
LCo highlighted that there should be facilitators to make the meeting efficient and effective.
Specifically, he commented:
I think that in Cambodia, we [lecturers] don’t have a very cooperative spirit. There
doesn’t seem to be a very compatible cooperation between two groups of people from
different specialisations, so there should be a facilitator whenever there is a meeting of
the two specialised groups of lecturers so that they know what to discuss… The
facilitator should set clear goal for each meeting. (LCo)
Another suggestion offered by interviewees was cooperation between teachers and students.
In particular, thirteen out of twenty four (54%) participants (e.g., LCh, LCo, UCh, UMa,
UPh) put faith in this proposal. Both LCh and LCo believed that this practice would be more
effective than collaboration between general English and subject lecturers because English
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lecturers would have more contact hours with their students in the ESP class than with the
subject lecturers, and they would be more willing to share their knowledge with their ESP
lecturers. LCh noted:
Collaborative teaching and learning between ESP lecturers and students is applicable
because students have a lot of contact hours with their lecturers… (LCh)
Interestingly, EnL1 raised the example of a successful practice in the Biology Department at
the research university, where outstanding students had been chosen to work with their
lecturers, and she would encourage this practice in the English language program. She added
that the undergraduate students assisted English lecturers in describing the technical concepts
of their specialisation. Similarly, UCh, UMa and UPh also believed that the undergraduate
students would be more than happy to share their knowledge if their ESP lecturers were open
to students’ ideas. Specifically, UCh, UMa and GPh elaborated:
I think that this [practice] is applicable because [English] lecturers and students have
close relationship with each other… Students can learn English from their teachers,
and teachers also can learn [technical concepts] from the students… (UCh)
I think that it would be very effective when ESP students have good relationship and
cooperation with their ESP lecturers. (UMa)
I think this measure is effective because both [ESP] lecturer and students can
exchange knowledge… the lecturer can help the students and he or she can gain
additional knowledge from them. (GPh)
However, this measure also received criticism from ten out of twenty four (42%) participants
(e.g., UBi, GBi, LCo, LMa). UBi was concerned that this practice might be a challenge for
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students since many of them get used to the culture of being spoon-fed from the lecturers. In
other words, they might have little idea how to transfer their knowledge to the lecturers.
Specifically, he admitted:
It would be difficult… because students are used to only receiving knowledge from
teachers, so if they need to transfer knowledge back to the teachers, they don’t know
how to offer theirs to the teachers… (UBi)
In addition, both LMa and LCo questioned the knowledge of the undergraduate students.
They expressed their concerns that the undergraduate students might not clearly understand
the concepts of their specialisation because of their lack of experience and limited knowledge
of the field. LCo commented:
Undergraduate students are lacking of [working] experience. They have learned the
skills, but haven’t applied them in work… their [competency] levels might be not up
to acceptable standard. (LCo)
GBi also had a concern that some general English lecturers, because of their proud nature,
would not accept ideas from the undergraduate students. He commented:
But as far as I know, there have been a number of difficulties relating to the
cooperation since each side don’t want to accept ideas from each other because of
their personal proud nature. So, English [ESP] lecturers should open their mind to
receive knowledge from. students in order to achieve a successful cooperation. (GBi)
Fourth, 11 out of 24 (46%) participants (e.g., UCh, UPh, LBi, LCo, EnL1, GBi, GPh) felt that
subject lecturers with good English skills could teach the ESP course.
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…for subject lecturers, it only requires them to know English; then they would be able
to teach [ESP course]… (GPh)
LBi and LCo argued that subject lecturers could teach the ESP course more effectively than
general English lecturers, although he admitted that those subject lecturers needed to possess
a certain level of general English proficiency.
…for example, Environmental Science lecturers, who know English can teach the ESP
course. (LBi)
To me, if a lecturer possesses skills [and knowledge] of the computer science, they
can teach English for computer science… (LCo)
Similar to LBi and LCo, EnL1 wanted to encourage subject lecturers who held a degree in
English teaching to become ESP lecturers. GBi similarly proposed that lecturers teach the
ESP course, since they both possessed the necessary technical knowledge and were better
aware of what technical language the science students needed. UPh also seemed to prefer
subject lecturers to general English lecturers for teaching the ESP course, although he did not
properly specify what general English proficiency level a qualified ESP lecturer should
possess. He argued:
I think that it’s probably hard for [general] English lecturers to teach English for my
specialised field… But subject specific lecturers can teach us [undergraduate students]
better because they possess better relevant knowledge [than English lecturers] such as
technical vocabulary. If English lecturers teach us, they might find it difficult. For
example, they may find it hard to explain the students [technical concepts], which
make students confused. (UPh)
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However, LCo acknowledged that in the Cambodian context the number of lecturers who
were qualified in both general English and science was limited. He commented:
…but there is a limited number of these kinds of teachers who have technical
knowledge and high proficiency of English. (LCo)
This measure would need to be considered seriously by the university administration and
identify solutions for the individual university concerned.
Fifth, four out of six (67%) English lecturers (EnL1, EnL2, EnL3, EnL4) argued that the new
ESP course-teaching role should be made compulsory for teachers. EnL1 insisted that general
English lecturers should be encouraged to jump out of their comfort zone by teaching the new
ESP course. She added that ESP teaching rotation could be made compulsory for all the
general English lecturers, so that all lecturers could be involved in the teaching of ESP. She
commented:
It also depends on the school [RUPP] policy. If the school wants to have a ESP
course, they [policy makers] need to make this task [ESP course teaching] compulsory
for [English] lecturers. Therefore, teachers need to take turn to teach [the ESP course]
rather than teaching General English all the time. Probably, we need to make sure
everyone [teachers] realises that they are not supposed to teach the same courses all
the time. It’s compulsory from the school… So we need to do something like that, and
probably we need to encourage teachers to try something new. (EnL1)
EnL2, EnL3, and EnL4 also raised and supported the ideas of teaching in rotation. In addition,
they were willing to teach the new ESP course if they could obtain support from the relevant
stakeholders (e.g., the management team and subject lecturers), or they were familiar with the
subject matter. For example, EnL3 shared his concern, “when I have questions relating to
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teaching materials, whom should I approach?” EnL4 also commented that she would be
happy to teach ESP subjects that she felt confident about. She remarked:
If I were asked to teach English for Biology, I couldn’t… If I were asked to teach
English for Computer science, I have to read more… I am familiar with social issues,
so I would be happy to teach English for Social Work. (EnL4)
Another interesting measure raised by only one out of twenty-four (4%) participants (EnL4)
was that of ESP lecturer recruitment. She proposed recruiting new ESP lecturers who would
be qualified to teach the ESP course. She argued:
There are a lot of young graduates who possess a dual degree, so recruit them to be
ESP teachers. (EnL4)
The participants’ views as presented here varied in the solutions they suggested for resolving
the issue of English lecturers’ specialist knowledge. The relevant dean or manager would
need to be involved in this task.
With regards to how to deal with the undergraduate students’ low entry level general English
proficiency of undergraduate students, several measures were proposed by the interview
participants.
First, eight out of twenty-four (33%) participants (e.g., UEn, UBi, LCh, UCh) argued that
students with low general English proficiency should be placed based on their placement test
results, and should develop their general English proficiency through the university General
English Program, before they might be ready for the ESP course. Specifically, they remarked:
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I think that the school [RUPP] should be responsible for placing the students in the
right levels. In other words, it should organise students based on their [placement]
results… (UEn)
For students who have low English proficiency, first, they should be required to enrol
in the school’s [RUPP] General English Program in order that they would improve
their English proficiency. Within one year, I believe the students would possess an
acceptable English proficiency… So, in year 2, they can study in the ESP course…
and they would be able to better comprehend their English and specialisation. (UBi)
I think that lecturers should encourage their students to enroll in the General English
Program in order that they, first of all, possess a proper English proficiency before
they can be enrolled in the ESP course. (LCh)
The solution is to place them in General English classes before allowing them to enrol
in the ESP course. However, the English supplementary course may reduce the
duration for the study of the ESP course; it’s better than allowing them to enrol in the
[ESP] course, which might be useless. Even though they learn in the ESP course for a
short period of time… or [the students] might gain nothing from [the ESP course] if
they enrol from the beginning. (UCh)
Second, eight out of twenty-four (33%) participants (e.g., UCo, UEn, UPh) suggested that low
English proficiency students have additional support, reach an accepted level to be able to
enrol in the ESP course. UCo and UEn advised that students with low English proficiency
should attend additional English programs provided by the university. He elaborated:
They [low English proficiency students] need to build their Basic English proficiency
until they possess proper general proficiency to study in the ESP course through the
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university [English language] programs such as Summer School. Besides, some
students may enrol in affordable English private classes if they want to build up their
[general] English ability. (UCo)
UPh was convinced that students with low English proficiency could attend the ESP course if
they got extra support from the university. In other words, the university could offer intensive
programs, such as summer courses, to assist students who wanted to attend the ESP course.
He commented:
I think the majority of students would like to study in the ESP course, but they might
not be qualified [low general English proficiency]… Unless we [RUPP] add additional
classes for those students so that they have the proper level to be able to enrol into the
course. (UPh)
Interestingly, EnL1 revealed that the university had already been planning to help low English
proficiency students to reach the same level as their high English proficiency counterparts
through the university’s supplementary English support program. Adding supplementary
programs would be available to those students interested in the ESP course, and it would not
translate into losing courses in their specialisation. She elaborated:
The vice Rector responsible for academic affairs informed me in the meeting that we
are going to push students’ English proficiency. We have had a plan to push the
students who have low English proficiency… in order to catch up with the other
students… (EnL1)
Third, only one out of twenty four (4%) participants (EnL4) suggested a possible measure to
address this problem by mixing the low English proficiency students with other students with
a higher level of English proficiency in the ESP course. EnL4 maintained that the students
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with high English proficiency could help the ones with low English proficiency if they
studied together.
Although not many participants commented on teaching materials, seven out of twenty four
(29%) participants (e.g., UBi, UCh, EnL1, EnL5, GEn) contributed their ideas in this regard.
For example, UBi proposed that ESP lecturers consult technical documents and get feedback
from subject lecturers. UCh suggested something similar, that teaching materials should be
compiled based on concepts from the six FoS departments so that they would be more
relevant to students in terms of context and needs. GEn also argued that compiled ESP
textbooks or teaching materials better suited students’ needs in terms of context and topic
relevance. Specifically, she commented:
To me, if teaching materials were to be compiled on our own (university side) that
would be better [than adopting commercial textbooks]. This can be relevant in terms
of topics as well as our country [Cambodia] context. If we [curriculum team] entirely
adopted [a textbook], it would be hard for the students to understand, because it
doesn’t relate to our society... In addition, students might not be so interested in
reading these kinds of materials. If the teaching materials were properly compiled, it
would additionally attract students. (GEn)
EnL1 and EnL5, nonetheless, seemed to prefer ready-made commercial textbooks. They
explained that this was due to time constraints and lack of human resources for teaching
material development; for these reasons English lecturers might prefer commercial textbooks
over locally compiled textbooks. In other words, the preference expressed was for the
commercial textbooks, which consisted of a set of teaching materials including a student’s
book, ready-made teaching activities, and a teacher’s manual. However, most participants
agreed that tailored materials would work better in the Cambodian context.
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In summary, to address the limited knowledge of English lecturers, the majority of
participants thought appropriate training or workshops were advisable to assist the ESP
lecturers. Another measure suggested was to organise co-operation between the English and
subject lecturers; however, several interview participants questioned this measure mainly
because of the busy teaching commitments of both. A number of interview participants
suggested that students who want to enrol in the ESP course should improve their overall
English proficiency through university English training programs or affordable private
English programs. Regarding teaching materials for the course, while a minority of
participants in the interviews preferred teacher-made materials, a few English lecturers
preferred commercial textbooks as the ESP course teaching materials. Several interview
participants questioned whether the commercial textbooks would be appropriate to students’
needs and relate to their contexts. These measures could throw into relief the major challenges
faced by a Cambodian HEI.
5.7 Summary: Integration of the quantitative and qualitative findings
This section summarises and integrates the main findings from the quantitative and qualitative
phases with regards to participants’ thinking about the priority ranking of skills to be the ESP
course. The quantitative findings revealed the order of importance of the eight ESP content
areas based on the correlation coefficient scores, namely cross cultural awareness, writing,
vocabulary, reading, grammar, listening, speaking and business communication were slightly
different. With the highest coefficient score, cross-cultural awareness was the first priority for
the ESP course. Writing was the next relevant skill for undergraduate students to learn as a
means of helping them with both their academic studies and future careers. In addition, based
on the correlation coefficient score, the other three macroskills, reading, listening, and
speaking were prioritised in this order.
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However, in the qualitative phase, the majority of participants, both academic and industry
stakeholders, argued that the traditional and typical English language skills of reading and
writing should be central to the ESP course. Specifically, reading was ranked the most
important skill for undergraduate students’ academic studies and future careers. Reading tasks
were important because reading was used for conducting research, professional development
and for reading technical articles and reading for information which are mainly written in
English. Reading tasks in many real work settings according to the industry participants, and
included being able to read and perform routine tasks, such as reading for filling out forms,
and reading reports and policy documents. Self and professional development were also
indicated by the industry stakeholders as requiring intensive reading in the field and intensive
reading on general topics. Writing was another skill considered relevant for teaching the
undergraduate students, and an ESP course should include it and cover formal writing genres,
such as reports, email, and lecture notes, to informal writing genres, including short messages,
and writing via a number of technological tools, such as messenger and email. Based on
industry stakeholder group, communication were the most important topics because they need
to communicate with both their clients and colleagues on job related topics. The
communication tasks included both written and mainly emails and spoken tasks, such as
dealing with customer inquiries through face-to-face, Skype and video conferencing.
Listening skills are also considered equally important and part of business communication
skills.
Although a number of academic stakeholders seemed to favour learning tasks relating to
undergraduate students’ academic studies, the majority of industry stakeholders argued that
job related tasks should also be incorporated into the ESP course, as to do so would equip
undergraduate students with work related skills and they could perform the requested
workplace tasks conveniently and appropriately. That is, students, and later as employees,
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they would communicate with both their clients and colleagues on job related topics. The
communication tasks that received major support from stakeholders included both written and
spoken tasks, such as reports, face-to-face, Skype and video conferencing. Listening skills
were also considered important and an essential part of business communication skills.
In the quantitative phase, business communication ranked last among the eight ESP course
content areas based lowest correlation coefficient score results. This low score could mean
that respondents were thinking that, while business communication may assist students with
their future careers, it is less likely that the topic is applicable to students’ academic studies.
Another possible reason for the low correlation score on business communication could be
because a number of the skills included in of this content area overlap with other
communication skills as mentioned in the previous paragraph. The overlapping skills include
formal and informal workplace communications with customers and colleagues through faceto-face interaction and emails, and language for presentations and report writing. Other
perceived business communication topics mentioned included writing minutes of a meeting,
differences in formal and informal language, business letters and email writing. However, the
interview participants who believed business communication skills should be incorporated
into the ESP course outnumbered by those who did not. Thus business communication skills
received high support and need to be considered for a place in the course in conjunction with
speaking and writing skills when designing the syllabus.
Regarding the preferred specificity of the ESP course, while up to 71% of the quantitative
participants argued that the course should be based on each individual undergraduate
student’s specialisation or be a discipline specific course, 26% of them believed that the
course should involve a mixture of undergraduate students from different specialisations, or
even be a faculty ESP course. Interestingly, only 3% of them noted that the course should be a
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combination of both. Purely discipline specific courses may be too small and may not be
viable in terms of different class sizes in the Cambodian context.
Due to the limited resources in Cambodia, the interview participants were requested to
suggest ESP course objectives for the faculty ESP course if it were pursued to reality.
Responses to this question also facilitated the validity of the findings about the preferred ESP
course content areas. From the responses it was evident that the majority of interview
participants believed that the course should equip students with academic and workplace
skills that it would be applicable to all six science specialisations. These objectives included
the ability to comprehend technical terminology and academic texts, undertake research and
communicate, as well as give presentations in the science fields.
In the quantitative phase, a large number of participants believed that enrolment for an ESP
course would be high; however, many of them argued that the course should be elective.
Therefore, the interview participants were asked for their opinion on whether the course
should be elective or compulsory. Interestingly, a similarly high number of interview
participants to the quantitative phase argued that the course should be elective. Those who
supported the idea of having the ESP course an elective mainly believed that undergraduate
students should have the right to choose the ESP as well as other elective courses that they
thought would fulfil their needs and address weaknesses. There were those who were against
this idea: they mostly justified their choice based on the course’s contribution to helping
undergraduate students with their current studies and future careers, as well as enhancing the
quality of the employability of undergraduate students upon their graduation.
Regarding the preferred syllabus for the ESP course, the majority of the participants
responding in the quantitative phase were highly in favour of a skills-based syllabus. Also,
about half of them equally preferred competency-based and task-based syllabi. To explore
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these preferences in more detail, the participants were asked in the interview about a number
of teaching and learning methods and activities. The most mentioned method followed the
principles of a learner centred approach. In other words, most of the interview participants
argued that ESP lecturers should involve their students in activities in the ESP classes. They
recommended teaching and learning activities be extracted from the general English program,
particularly those that were based on the principles of a learner centred approach, and engage
students in classroom tasks. Such activities included pair work, group discussion,
presentations, debate and projects. Additionally, participants suggested the use of real life
tasks in both academic and workplace settings to trigger students’ motivation and enhance
independent learning skills. The tasks included written assignments, field trip reports, emails,
presentations and communication with customers.
The ESP course syllabus could also be reflected in the assessment items included in the
course. The majority of the quantitative responses emphasised alternative assessment
approaches over traditional assessment types like quizzes and final exams. The examples of
alternative assessment types that received high scores were presentations and written
assignments, whereas the preferred traditional assessment types included the final exam,
quizzes, and midterm tests. This, perhaps, reflects the reality of the current practice of
assessment at universities in Cambodia. Interestingly, most interview participants argued that
the traditional assessment alone would not be able to demonstrate students’ actual ability and
not fully reflect potential performance in their future jobs. They suggested that both
alternative and traditional assessment should be integrated in the ESP course. This preference
for assessment types aligned with details of the preferred ESP course syllabus.
Challenges in developing an ESP course were identified in both phases. In the quantitative
phase, participants featured several challenges, including English lecturers with little
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specialist knowledge, undergraduate students with low English proficiency, students with
mixed English ability, limited teaching facilities and lack of teaching materials. In the
qualitative phase, one participant added another challenge how the prospective ESP course
could be integrated into the students’ current tight schedule. Also, it is interesting to note that
all the interviewed English lecturers admitted that they felt reluctant to teach the new ESP
course because they were not familiar with the science undergraduate students’
specialisations.
Measures to solve the challenges set out above were identified in both phases. In the
quantitative phase, the participants favoured several measures, including collaboration
between English and subject lecturers, collaborative learning and teaching between teacher
and students, the development of training for ESP teachers. In the qualitative phase,
collaboration between English and subject lecturers was the most preferred measure by most
participants. In particular, a great number of these participants suggested that both sides could
work together to design teaching materials. English lecturers should also consult subject
lecturers about teaching materials. Interestingly, many qualitative participants suggested that
subject lecturers who possessed high English proficiency could teach the course. However,
they acknowledged that lecturers who possessed both science and English teaching majors
were not commonly available. In fact, they are a very scarce resource.
Discussing measures to deal with students who possess low English proficiency, the interview
participants acknowledged that many undergraduate students originated from the provinces;
and therefore, they should be provided with extra assistance in improving their English
ability. Simultaneously, the highest number of respondents in the quantitative phase believed
that the prerequisite for the ESP course should be intermediate level, and those not reaching
this level should be allowed to enrol in General English courses with a view to moving into
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the appropriate course when they were suitably prepared. The next chapter discusses the
findings of both the quantitative and qualitative phases directly and explicitly in terms of the
research questions.
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CHAPTER 6
DISCUSSION
This chapter discusses the findings of the quantitative and qualitative phases and is organised
to directly address the four research questions. The first section (6.1) discusses the
perceptions of English lecturers and the six disciplinary groups of academic and industry
stakeholders, regarding the necessity of having an ESP course designed for undergraduate
students. Section 6.2 discusses all the stakeholders’ preferences regarding the scope, duration
and syllabus of an ESP course. The next section (6.3) discusses the students’ needs and
preferences in terms of specific ESP content areas. Section 6.3 is divided into eight subsections with discussions of the topics of cross cultural awareness, writing, vocabulary,
reading, grammar, listening, speaking and business communication. Section 6.4 discusses the
stakeholder perceptions of possible challenges (6.4.1) and measures (6.4.2) that face ESP
course design in the context of Cambodian higher education.
Before discussing the findings, it is worth reiterating the main aims and research questions of
this research. This study aimed to offer a needs and situation analysis model to assist in the
ESP course design in the context of Cambodian higher education, by conducting an enquiry
into this matter with multiple stakeholders using what can generally be described as a case
study approach. From the results of the study, recommendations are provided for ESP course
development for the Faculty of Science in Cambodian HEIs, which is the case under
consideration here. To achieve the aims, four research questions were formulated:
1. What are the Cambodian academic and industry stakeholders’ perceptions about the
necessity for developing an ESP course for the undergraduate program in Cambodian
HEIs?
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2. What are their perceptions about the scope, duration and syllabus of the ESP course?
3. What are their perceptions about the undergraduate students’ ESP needs?
4. What are their suggestions regarding the challenges and the measures needed to assist
in the ESP course design?
The findings from the quantitative and qualitative phases are discussed regarding the four
research questions. Specifically, the research questions are answered in sections 6.1 to 6.4 are
answered using a combination of quantitative and qualitative findings. The final section (6.5)
concludes the chapter by describing the contribution of the study.
6.1 What are the Cambodian academic and industry stakeholders’ perceptions about
the necessity for developing an ESP course for the undergraduate program in
Cambodian HEIs?
The results of both quantitative and qualitative phases indicate the positive attitude among all
stakeholder groups to having of an ESP course developed and available for undergraduate
students. In the quantitative phase, the support of the participants can be witnessed by the
overall high mean score, which is above 4.0 for all the questionnaire items in section B.
Stakeholders agreed on the importance of developing English for academic and occupational
purposes. Specifically, both questions received the mean scores of 4.5894 (SD = 0.56496) and
4.6862 (SD = 0.50708). This indicates that the initial suggestion about the benefits of
incorporating an ESP course into the existing English program made by Macalister (2013)
was recognised by all stakeholders. It is possible that participants recognised the crucial role
of ESP for the broader ASEAN community and for growing global businesses (Kirkpatrick,
2010; Secretariat, 2008).
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The support from relevant stakeholders is a positive sign for any course development. Kim
(2008) argues that language course innovation must be supported by various stakeholders
because they are the agents for new course implementation and the change should be
appropriate within the context and the needs of the stakeholders. When the main
implementers, particularly teachers as stakeholders, are aware of the need for innovation in
language program, the new courses can be implemented (Markee, 1997). In this study, the
stakeholders’ positive attitude towards the development of an ESP course is quite evidently a
key factor and this can contribute a great deal to the successful implementation of the course
in the university, and to similar courses throughout Cambodian and even Asia.
Brindley and Hood (1990) argue that a change in a language curriculum must also be aligned
with, or reinforced by, policy. In Cambodia HEIs, the shift from general English towards ESP
occurred about a decade ago (Macalister, 2007; Macalister & Sou, 2006). In 2013, the
Macalister (2013) small scale evaluation of RUPP’s English program recommended the
university incorporate an ESP course into the existing English program. More recently in
2014, the Department of Higher Education offered training and technical assistance to those
HEIs that came under its supervision, to develop ESP courses alongside their existing general
English courses (DHE, 2014b). In line with this trend, several higher education institutions
including RUPP, revised and developed their strategic plan to design and include ESP courses
to meet local and regional needs and to establish the ESP course as a reality (RUPP, 2014).
The support from students, graduate employees, employers and lecturers coupled with the
support from the government is the first step towards the development of an effective
curriculum for RUPP as well as other universities.
Additionally, the majority (more than 80%) of the participants predicted that the prospective
number of student enrolments in the course would be high. It is interesting to note that more
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than 70% of the participants argued that the course should be elective rather than compulsory.
It might be expected that if a course is compulsory, and therefore all students must enrol in it.
Then classes would likely have greater numbers than classes that have to compete for student
interest. Moreover, there are other English classes that could be reasonable options for
students such as academic reading and writing, that would drain from the ESP course.
The issue of whether the course should be elective or compulsory was triangulated with the
qualitative findings. The qualitative results were consistent with the quantitative findings.
More than half of the participants still maintained that the course should be elective. Most of
the justification given by the interview participants for an elective ESP course involved
freedom of choice and the difficulty of integrating a compulsory course into the already heavy
undergraduate students schedule. Many participants argued that if the students thought the
course useful for them, they would enrol into the course. However, a good number of
qualitative participants argued that ESP courses needed to be compulsory as a means of
raising the quality of undergraduate education and to adequately prepare students for the
international job market. This issue will need to be thoroughly discussed among stakeholders
in the institution where an ESP course is offered. Many of the science and engineering
courses have a fixed syllabus with few options for electives. However, this is not likely to be
a significant factor given the Government intends that English will be a priority in all HEIs in
Cambodia.
6.2 What are their perceptions about the scope, duration and syllabus of the ESP
course?
This section has three subsections: 6.2.1 discusses stakeholder perceptions on the scope of the
ESP course; 6.2.2 the duration; and, 6.2.3 the syllabus of the ESP course.
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6.2.1 The scope of the ESP course
The findings from both phases reveal that most of the participants preferred the ESP course to
be highly specific or with a narrow-angled. In the quantitative phase, more than 70% of
participants preferred discipline specific rather than a whole faculty ESP course. However, it
should be noted that almost 70% of graduate employees preferred a faculty ESP course.
Perhaps this portion of this stakeholder group believed that the undergraduate students needed
to build English proficiency in Science in general, as they would be working with people
from other disciplinary backgrounds and having to communicate with them.
Regarding the course specificity, Hyland (2006) argues that ESP courses should be (highly)
specific or narrow-angled. He justified his argument on two grounds. First, language is seen
as construed forms of situated action. That is, language communication occurs within a
particular circumstance. Second, psychologically, any ESP courses which are relevant to
students, motivate them to learn. However, a discipline specific or narrow-angled ESP course
design draws heavily on resources, financial resources, teacher capacity, class and tutorial
preparation, and so places a considerable burden on a university in a developing country.
Cambodian higher education institutions might be better to consider less specificity in the
ESP course based on the circumstances of their current and future resource. An elective ESP
course does not align well with the need to have a narrow-angled course for the different
specialisations. To trial the interest and number of student enrolments, HEIs might develop
one or two ESP course offerings followed by an evaluation after, say, two years of
implementation.
With regard to the course domain, the quantitative findings reveal stakeholders’ preferences
for the ESP course to integrate both academic and workplace skills for the undergraduate
students. In the quantitative phase, more than half of the participants (64.5%) preferred the
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ESP course to be a combination of English for academic purposes and English for
occupational purposes. This result is consistent with the studies of ESP course design carried
out in other contexts, by R. Oliver et al. (2013) in Australia and Bosuwon and Woodrow
(2009) in Thailand; in both cases there was a combination of skills for academic and
occupational purposes.
However, almost half of the subject lecturers (47.5%) preferred the course to focus mainly on
developing students’ current academic skills. This suggests this particular group of
stakeholders placed a priority on the students’ academic over their future career needs; this
result is not surprising. In Iran, a research study investigated academic stakeholders’ views
and found a preference for focusing on ESAP for computer engineering undergraduate
students (Atai & Shoja, 2011). As it is difficult to reconcile the opposing views of the
stakeholders in this study, and given the lack of staffing and resources in Cambodian HEIs, it
would be seem reasonable to suggest that the English program could trial an ESP course with
a mixture of academic and occupational skills for one department for two years. The
experimental ESP course could then be evaluated and any such trials would assist in further
course development.

6.2.2 The duration, proficiency levels and prerequisites of the ESP course
Regarding ESP course duration, at least two semesters was considered to be an appropriate
duration. In the quantitative phase, while 46.7% of participants thought two semesters, 31.5%
of them felt three semesters were best, which make a total of 78.2% who would have the
course of two or three semesters. The findings were in line with other findings of this study
regarding the preferred number of proficiency levels and prerequisite for the ESP course.
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Regarding the ESP course proficiency levels, more than half (52.2%) of the participants
preferred the course to consist of three levels. However, 31.9% of them preferred the course
to consist of two levels. Other options included four levels and more. Given the varied
English proficiency of students, two levels may be considered appropriate but the decision
would likely be dependent on whether existing general courses are revised and any agreement
to perhaps share some of the ESP content focus.
When asking about the pre-requisites for the course, it is interesting to note that the
preferences were varied, ranking from elementary to intermediate, although the majority of
participants preferred intermediate level as the prerequisite level. Notably, a similar number
of participants (22.6%) believed that there should be no pre-requisite level for the ESP course.
Among the academic and industry stakeholders, English lecturers (50%) and subject lecturers
(43.2%) were the two major groups who preferred intermediate, whereas most graduate
employees (42.9%) preferred to have pre-intermediate as the course pre-requisite English
level.
Regarding the prerequisite levels, the findings are consistent with the argument of Richards
(2001), who states that ESP students should advance their general English proficiency before
studying in the ESP course. In Cambodia, many students still have low English proficiency by
the time they enter the bachelor program. Even though students go through six years of
instruction in their secondary education, many students, especially those from the
countryside, possess limited knowledge of English (DHE, 2014b). The only time they are
exposed to an English-speaking environment is in the classroom. However, the target
language is not widely used in the classroom. This is the limited knowledge of English among
English instructors and also limited resources such as teaching aids and technology tools at
the secondary education level in Cambodia. Another reason for poor English among students
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is that there are very few contact hours of English instruction in secondary schools and even
universities. The issue of undergraduate students’ low English proficiency is discussed further
in Section 6.4.
Regarding the course duration, there was one interview participant concerned that the existing
academic timetable for the undergraduate students was already overloaded; therefore,
incorporating many semesters of ESP course would present a challenge for the curriculum
team. In Cambodia, the common length of English language instruction in the tertiary context
varies from two to six semesters. For universities, a great many have four or more semesters
of general English language instruction for the undergraduate students already, and their
English language program could accommodate the ESP course in addition to their existing
general English and general academic English courses. The general English program aims at
building undergraduate students’ general English proficiency and academic skills. For other
Cambodian HEIs where there are fewer semesters of English instruction, these decisions
would need to take into account the available resources including the teaching staff and
finance.
In 2014, the Cambodian Department of Higher Education undertook a workshop survey and
the results indicated that the ministry should impose guidelines to cover the duration for the
ESP course for those higher education institutions that were under its supervision. This is
because in Cambodia particularly, the duration of the ESP course issue has emerged as a
contentious issue among HEIs. The guidelines proposed that at least four semesters of English
instruction be offered for the undergraduate program (DHE, 2014a). These guidelines had not
been implemented at the time of submission of this thesis (personal communication, October
13, 2016). Perhaps, based on the above guidelines, at least two semesters of ESP or ESAP
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instruction could be incorporated into their existing English program. This may change
dependent on HEIs and government initiatives.
There seems to be no existing literature commenting about what should be the duration of an
ESP course. This research is among the very few, if not the first one, which identifies a
preferred duration, along with proficiency levels and requisites for an ESP course and
provides recommendations for HEIs in Cambodia (see Conclusion chapter).

6.2.3 The syllabus and assessment for the ESP course
6.2.3.1 The syllabus of the ESP course
Regarding the syllabus of the ESP course, the findings from both the quantitative and
qualitative phases reveal that most of the participants prefer a hybrid syllabus. In the
quantitative phase, the participants indicated several syllabus options, they thought
appropriate, including skills-based (85%), competency-based (57.4%), task-based (41.5%),
integrated (27.6%) and functional (25.9%) syllabuses although the skills-based type received
the highest number of preferences.
It is not surprising that the skills-based syllabus received the highest score because this
syllabus type is well known by most language learners and has been widely used in the ESL
context and in specific domains. The majority (87.5%) of English lecturers preferred taskbased to other syllabus types. English lecturers have received training in English language
methodology so are aware of the different syllabi the nature of the teaching, the objectives
and some of the weaknesses. According to Ellis (2004), task-based language learning and
teaching helps students perform activities or tasks using the target language and this is helpful
in building their communicative competence. It is also the syllabus that aligns with the
communication language teaching, which many stakeholders supported.
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To validate the preferred syllabus type, the participants in the qualitative phase were probed
about their preferred teaching methods and the activities they would like to see used in the
ESP course. As expected, the qualitative findings confirmed what was shown by the
quantitative results. The interview participants indicated their preferred teaching activities and
methods for such a course. Sixty per cent (18 out of 30) of all interview participants, that is
both the academic and industry stakeholders, preferred the teaching and activities that they
experienced in general English courses. The activities they specifically supported were pair
work, group work, presentations, debates and assignments, which enable students to improve
the four macroskills and overall language competencies. They also emphasised the
importance of developing students’ independent learning skills and their research skills, as
these are tasks used in academic and professional domains. Some other activities included
learner centred tasks to trigger students’ interest, which it was expected would increase
student motivation and engagement.
The preference over a hybrid syllabus is reflected in the suggested activities. This preference
can be explained by considering several factors relevant to the Cambodian context, including
its strengths and the complementary nature of the various syllabus types. First, the skillsbased syllabus, especially the aspects of integrated instruction of the four macroskills, has
been popular (Hinkel, 2010; Richards, 2001) and there are many materials available
commercially. Course designers, however, might need to be aware of the downside of the
skills-based syllabus, which mostly occurs when an individual macroskill is taught discreetly
(Ellis, 2004; Richards, 2001). The recent trend in language teaching and learning is an
integration of language skills and the trend can also be seen by high stakes standardised tests
such as TOEFL iBT and IELTS (Y. Cho, Rijmen, & Novák, 2013).
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Second, the competency-based syllabus is common in academic and professional science
fields, especially in the engineering disciplines. In Ghana, the competency-based syllabus has
been promoted and developed for Higher National Diploma engineering programs in all
polytechnics, with the support of the World Bank and Netherlands Organisation for
International Cooperation in Higher Education (Bensah et al., 2011). In Cambodia, a
competency-based syllabus is not a formal instruction approach, but its use is evident in the
workplace in probation and apprentice type training. Although the competency-based syllabus
is effective because it integrates real world tasks, Richards (2001) warns that the tasks might
need to be based on research not on teachers’ intuition as is sometimes the case.
Third, the task-based syllabus has been popular for second language teaching in informal
settings in which it is commonly used, so it is a natural preference among language teachers.
Ellis (2004) argues that a learner will acquire a language through carrying out tasks in the
target language. The task-based syllabus, however, needs teachers who are highly competent
in the target language, which generally makes it less popular in countries that have low levels
of teaching resources. Additionally, the design and selection of tasks, either pedagogical or
real world tasks, should be based on research evidence and careful needs analysis.
The hybrid syllabus, which is a combination of various syllabus types, is relatively seamless.
The strengths of this syllabus outweigh the limitations of an individual syllabus. Moreover, in
academic and professional domains, an integrated syllabus can accommodate the range of
tasks students need to perform in English. In Cambodia, research on the preferred syllabus
types for the ESP courses is non-existent. This study provides recommendations for course
designers and policy makers on the syllabus issues in the recommendation section.
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6.2.3.2 The testing and assessment for the ESP course
Testing and assessment are major components of the syllabus and reflects the effectiveness of
course implementation. That is, when assessment techniques are appropriately employed,
students’ actual performances are accurately measured (H. D. Brown, 2004; H. D. Brown &
Abeywickrama, 2010). Inappropriate application of assessment, conversely, harms both the
learning and teaching experience. This section discusses the assessment options for the
prospective ESP course for Cambodian HEI students.
Based on the stakeholders’ perceptions of testing and assessment, the findings were in line
with the preferred ESP syllabus and activities, as mentioned earlier. In the quantitative phase,
the findings revealed participants’ preference for various assessment types including
alternative, formative, traditional and summative assessment. However, there was evidence
that the participants involved in the quantitative phase favoured some types of assessment and
testing over others: presentation (83%), written assignment (79.8%), final exam (76.5%), quiz
(64.3%), midterm test (63.9%), class participation (59.2%), attendance (55.4%), workplace
visit report (49.6%) and portfolio (42.2%).
It is interesting to note that two alternative assessment types namely, the presentation and
written assignment, and also a traditional assessment type, the final exam, received similar
favourable preferred recognition. The least preferred were attendance, workplace visit report
and portfolio. All are used in the Cambodian context, but clearly some are less favoured and
are actually less frequently used. The simple explanation may be that stakeholders have
experienced these types of assessment. Some other respondents, however, as mentioned
earlier, did not have previous experience of assessment types. For example, a graduate
employee (GEn) explained, “For this [assessment types] question, I don’t think I have any
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opinions on that. As far as I know, students can be assessed through tests, quizzes, a final
exam, attendances, class participation and homework.”
The qualitative findings reinforced the quantitative findings. Almost all (90%) participants
regardless of how the data were collected preferred a mixture of alternative, formative,
traditional and summative assessment. For example, alternative assessment types including
presentation, research projects and debates were suggested, in addition to traditional
assessment such as quizzes and summative assessment, namely exam. Alternative assessment
is important as it involves the teachers and students in making judgements about the students’
progress. Alternative assessment, includes such as portfolios and role plays which are
believed to foster learner autonomy, promote student reflection, and encourage collaborative
learning (Kohonen, 1999).
The English lecturers, in particular, preferred formative and alternative assessment to
traditional and summative assessment. All the interviewed English lecturers argued that
alternative assessment reflected students’ actual performance and helped them improve
language acquisition, but summative assessment lacked this quality (H. D. Brown &
Abeywickrama, 2010). By comparison, other stakeholder groups failed to mention these
categories. It is possible that the EFL teachers, academic English lecturers have received
training about the benefits of innovative assessment. Many university lecturers in Cambodia
have received professional development and attended EFL courses overseas, thus they are
competent to make judgements on current language teaching methods.
Although alternative assessment was given more weight, especially by the English lecturers
group, than summative assessment, several participants who were interviewed, argued that
any assessment needed to be in line with the university assessment guidelines, which
incorporate both formative and summative assessment. In Cambodian HEIs, a combination of
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formative and summative assessment is commonly practiced. This finding is consistent with
the findings of a PhD study of Tao (2014) who found EFL teachers in a Cambodian university
preferred alternative or innovative assessment types such as portfolio and presentation, but the
university’s assessment guidelines also imposed traditional assessment types such as written
test and exam.
In Cambodia, class attendance and class participation are common assessment criteria in
language instruction classes, especially in HEIs. It is believed that class attendance is one of
the main contributors to a student’s academic success. In addition to the student’s attendance,
a student’s active class participation is encouraged and this is supported by marks. However,
Tao (2014) argues that this assessment practice does not reflect the student’s actual
performance, so relying on class attendance and participation may result in an unfair
judgment of a student’s actual performance. If educators wish to change perceptions, effort
must be made to do so.
Alternative assessment, overall, was more popular than traditional assessment. As mentioned
earlier, in the quantitative phase most participants preferred alternative assessment types
including presentation and written assignment. In particular, almost all the industry
stakeholder groups, graduate employees and employers, preferred presentation and written
assignment. H. D. Brown and Abeywickrama (2010) maintain that the current trends on
language assessment are more towards alternative and formative rather than summative
assessment. Moreover, using multiple sources of information in deciding students’ overall
performance can reduce any washback effects of an assessment in that more emphasis is
placed on helping students improve communicative competence rather than passing the tests
(J. D. Brown & Hudson, 1998). Multiple assessment types would also combine to assess
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accurately the students’ performance in tasks and presentations, which were preferred
activities for the ESP course, as discussed in the previous section.
In summary, the stakeholders’ preferences were for the ESP course to be a combination of
ESAP and ESOP, consisting of at least two semesters and a hybrid syllabus. A combination of
ESAP and ESOP was believed to respond to students’ current and future needs. There was a
preference for the ESP’s duration to be two or three semesters. Fewer semesters might not be
able to accommodate the need for competencies in both English for academic and occupation
purposes. A hybrid syllabus, a mixture of skills-based, competency-based and task-based
syllabuses could be seamless and accommodate the nature of the ESP course. Given the
preference for an integrated syllabus, a combination of assessment types including alternative,
traditional, formative and summative is needed.
6.3 What are their perceptions about the undergraduate students’ needs?
This section discusses the research findings on the content areas of the ESP course. All
stakeholders in the quantitative phase were asked to rate eight main components. The four
macro-skills (listening, reading, speaking and writing), two micro-skills (vocabulary and
grammar), cross cultural awareness, and business communication were covered. They were
also requested to rank these eight content areas on a Likert scale how they would apply to
undergraduate students’ academic and future career needs.
The presentation of the following subsections follows the order of importance given to the
eight ESP content areas in the quantitative phase. These areas are cross cultural awareness,
writing, vocabulary, reading, grammar, listening, speaking and business communication. Each
is explained with reference to the qualitative findings and reference to the relevant literature
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as appropriate. It is important to note that some content and objectives of each of these areas
overlaps and this will be discussed in the respective sections.

6.3.1 Cross-cultural awareness
In the quantitative phase, the results revealed that cross-cultural awareness ranked first among
the eight content areas in the ESP course, with a Spearman’s Rho correlation score of 0.565.
In particular, the participants preferred a number of specific cross-cultural awareness topics
including cultural knowledge (72.3%), politeness in different cultures (59.3%), avoiding
miscommunication (41.9%), asking questions in different cultures (37.5%), agreement and
disagreement in different cultures (36%), cultural stereotypes (31%), and taboo language
(24.5%). Cultural knowledge received the most support (72.3%) and politeness in different
cultures (59.3%). The least preferred were taboo language, cultural stereotypes, agreement
and disagreement in different cultures, asking questions in different cultures and avoiding
miscommunication. Some cross-cultural awareness topics such as avoiding
miscommunication, received low scores, this might indicate that these topics are components
of a general topic of cultural knowledge, which received the highest preference by the
majority of the participants (72.3%).
The participants’ strong preference for cross-cultural awareness can be explained with one
main reason. The participants have recognised a strong relationships with ASEAN member
countries and other countries. After the ASEAN economic integration in 2015, there has been
a free workflow of skilled labourers with seven prioritised skilled professions: doctors,
dentists, nurses, engineers, architects, accountants and surveyors. This increased mobility
means undergraduate students in the future will need to work and communicate with people
from different cultures (Stroupe, 2013).
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Moreover, in multicultural countries, interacting and working with people from different
cultures is common and requires skills and ability in cross-cultural awareness. The role of
intercultural awareness becomes crucial in multicultural societies, and facilitates effective
communication (Agar, 1994; Roberts, 1998). In Korea, for example, Kim (2008), who
conducted research into EOP, found that equipping students with cross-cultural knowledge
for workplace communication helped them to deal with cultural issues when encountering
people of different nationalities at their workplace. In other Asian countries such as Japan,
cultural awareness and competence is a key component of the Program for Regional and
Educational Exchanges for Mutual Understanding (Stroupe, 2013). In 1990 this program was
implemented by the Ministry of Education, Culture, Sports, Science and Technology, and the
Ministry of Internal Affairs in order to promote Japan’s internationalisation and raise the
awareness of Japanese speaking English teachers about the cultures of various countries
around the globe. In Cambodia, given that Cambodians do not travel overseas often, their
interest in building cross-cultural skills can be justified. Martin and Nakayama (2013)
maintain that to understand multicultural relationships such as cultural, religious and ethnic
differences, the study of intercultural communication is essential.

6.3.2 Writing skills
With a correlation score of 0.549, writing was perceived to be the second most important skill
to be addressed in the ESP course in Cambodia.
Based on the quantitative and qualitative findings, a number of writing genres were identified.
In the quantitative phase, the most preferred writing genre was written assignments (74.2%).
The least preferred writing text types included email (30.5%), summary (34.6%), note-taking
(35.5%), field-trip report (43.7%) and laboratory report (49.3%). In Cambodia, the written
assignment is the most typical form of assessment in HEIs. This might be the chief reason
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behind the high preference for writing assignments compared to other writing tasks. Writing
is an important skill for university students because they are required to write assignments
(Miller, McCardle, & Long, 2014) in order to graduate.
In addition, most participants seemed to favour writing tasks that focused on the immediate
needs of undergraduate students during their degree more than tasks in their future job. The
findings of these written genres are consistent with the study of Al-Tamimi and Shuib (2010),
who identified academic writing skills were needed by petroleum engineering students in the
Yemen higher education context. They found that that all the participants perceived the
written assignment as the main writing genre and similarly ranked other written text types
lower including lab report, exam paper and taking notes in lectures.
In the qualitative phase of this study both academic and industry stakeholders said they
preferred students to undertake several writing tasks related to the workplace context. The
preferred tasks include writing emails, minutes and form filling. Interestingly, and in a
practical vein, one subject lecturer suggested some written communication tasks require the
knowledge of technical language and that vocabulary can be combined in writing classes.
Vocabulary tasks are discussed further in the next section.
The importance of email writing has also been reported in a number of studies (e.g., Chew,
2005; Evans, 2012; So-mui & Mead, 2000). In Hong Kong, a multinational communication
context, Evans (2012) identified workplace email tasks and topics including differences
between internal emails and external emails with customers in order to design a course that
brought together the real office and classroom tasks. Notably, email is a popular mean of
communication that connects people around the globe (Evans, 2012). Email communication
and differences between formal and informal language were featured as important tasks to be
included in writing tasks.
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While written assignment is a crucial writing genre for students in their academic studies,
writing tasks for professional purposes such as email and report writing are regarded as
beneficial for students in their future jobs. ESP course designers must be selective when
deciding on writing academic and workplace genres for the course. This may be a place where
some flexibility could be built in depending on the students actually enrolled.

6.3.3 Vocabulary subskills
Based on the quantitative findings, with a correlation score of 0.511, vocabulary ranked third
after cross-cultural awareness and writing as a component in the ESP course. The quantitative
findings also reveal stakeholder preference for a number of vocabulary topics including
vocabulary strategies, word formation and family, using vocabulary in context and specialist
vocabulary including accurate pronunciation. The majority (64.3%) of participants preferred
vocabulary strategies to the other vocabulary genres and subskills such as pronouncing
specialist vocabulary (44.6%), learning specialist vocabulary (50.3%) and using vocabulary in
context (53.6%).
In the qualitative phase, when asked what should be the objectives of a Faculty ESP course,
37% (11 out of 30) of participants argued that undergraduate students should be able to
comprehend appropriate technical language of the six disciplines. It was suggested,
particularly, that the course enable students to become competent in explaining the specialist
vocabulary and terminology in both the English and Khmer languages.
It is interesting to note that the majority of stakeholders preferred strategies for learning in
vocabulary and other macroskills which as reported below, should be included in an ESP
course. This preference can be explained by the fact that strategy awareness contributes to
students’ independent learning. For example, Chamot and O'Malley (1996) argue that the
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main goal of strategy training is to enable students to control their own learning. A study
conducted by Nguyen and Gu (2013) found that after Vietnamese students were intensively
trained in using the learning strategies, they improved their self-regulation in their own
learning and their performance in their writing tasks. A. D. Cohen (1998) also notes that their
course objectives can be easily achieved when students have knowledge of strategies for
language learning. Moreover, students with high English proficiency tend to use strategy
awareness more than those who do not. Lee and Oxford (2008), for example, found that
strategies are more frequently used by students who value the importance of English and
consider their English proficiency high.
With regard to acquiring specialist vocabulary, Pecorari, Shaw, Irvine, and Malmstrom (2011)
found that the majority of respondents from the six disciplines in a Swedish university had a
consensus about the important role of knowledge of subject-specific terminology in English.
The emphasis was more on the learning of subject-specific terminology than on general
English vocabulary; these are parallel findings to those of the present study. In ESL or EFL
countries, many textbooks of the students’ specialisation, whether in the library or on the
Internet, are in English. To possess the necessary specialist vocabulary to read and understand
these texts is helpful for students in their academic studies, especially for their assignments.
In addition, in the globalisation era students need to communicate with people around the
globe by using English technical terminology. However, learning pronunciation was
considered the least important aspect, selected by only 37% of quantitative participants.
Perhaps pronunciation is not very important, due to the immediate need being to
communicate mainly with non-native speakers of English who are part of ASEAN. That is, it
is possible that ASEAN speakers are mostly speakers of the outer circles and are more
interested in communication and ‘intelligibility’ rather than native speaker pronunciation
(Lim, 2016). Nickerson (2013) also talks about the need to develop skills for ESP based on
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the way second language and foreign language speakers use English around the globe, as
English as a Lingua Franca (ELF) which goes beyond the models of Western teaching and
native speaker models.
Vocabulary has traditionally been taught discreetly that is separately. However, in real world
contexts, vocabulary cannot be used in isolation in communication. That is, vocabulary is an
important component in language learning and teaching especially for foreign language
students, because vocabulary helps a learner to acquire the language and it is integrated in to
other language skills when doing real world tasks and vice versa (S. Krashen, 1989; Read &
Chapelle, 2001). To enable students to communicate effectively in a real life setting, there is a
call for the teaching of vocabulary and to integrate it with the teaching of other skills and also
grammar, namely lexicogrammar as indicated by functional grammarians (M. A. K. Halliday
& Matthiessen, 2004; M.A.K. Halliday & Matthiessen, 2014; Hinkel, 2010).

6.3.4 Reading skills
The Kruskal-Wallis correlation score of 0.5 meant reading ranked fourth after cross-cultural
awareness, writing and vocabulary in the quantitative findings. However, in the qualitative
phase, reading ranked as the first and so most needed skill.
The specific reading genres and tasks to be included in the ESP course were investigated in
both the quantitative and qualitative phases. In the quantitative phase, the participants
identified a number of reading skills and genres including: reading strategies (71.8%),
specialist text (50.4%), technical journal article (47.8%), authentic text (40.5%), general
comprehension (38.1%), instructions (34.3%), speed reading (32.3%), textbook (23.5%) and
technical manual reading (11.4%). The majority of participants (71.8%) thought reading
strategies deserved the most focus for the ESP course, whereas there was low preference for
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including reading technical manuals, textbooks, speed reading, instructions, general
comprehension, authentic text, technical journal article and specialist text. The findings
indicate that participants prefer more weight to be given to general reading strategies in order
to deal with various text types rather than specialised texts. Notably, reading is considered an
important and priority skill particularly at the university level, because there is an increasing
load of reading for lectures and assignments as the course progresses (Miller et al., 2014).
In the qualitative phase, interview participants, particularly academic stakeholders, suggested
several reading task types mainly relating to academic subjects such as including reading for
research assignments. In contrast, industry stakeholders preferred tasks that would be
considered relevant to workplace settings, including reading manuals and work related
articles. This is not surprising because, while the academic stakeholders are familiar with the
academic environment, industry stakeholders know the workplace tasks that technical staff
need to perform.
In the academic setting, several studies have revealed that reading is the first prioritised skill
among the four macroskills (e.g., Alastal & Shuib, 2012; Chia et al., 1999; Pecorari et al.,
2011). In the EFL context, in most undergraduate programs students need to consult reading
materials in English. In fact, reading has been traditionally taught in all English education,
and reading is closely connected with the other macroskills. First, a good reading ability helps
improve all other macroskills (Bamford & Day, 2003). For example, reading can be a model
for effective writing; it also is the case that readers can make good use of their knowledge of
text structure learned in writing (Miller et al., 2014; Shanahan & Lomax, 1986). Second,
reading helps learners acquire necessary vocabulary as well as topic related knowledge, useful
for speaking and listening tasks such as routine interactions and listening to lectures (Hinkel,
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2010; P. Nation, 2007; Zhang, 2009). This suggests the importance of reading in improving
other macroskills.
In addition, academics recognising the link between reading and other skills, real world
communication contexts demand integration of the four macroskills. In response to this,
integrated instruction of the four macroskills is popular and promoted in both contemporary
ESL or EFL instruction and standardised tests such as TOEFL iBT and IELTS (Y. Cho et al.,
2013; Hinkel, 2010; IELTS, 2016).
Finally, reading strategy knowledge and experience help promote learner autonomy (Oxford,
1999). For example, possessing the skill to use reading strategies helps students improve
general reading comprehension, develop reading independence and reduces reading anxiety
(Lien, 2011). Ghahari and Basanjideh (2015) found that students who employ reading
strategies improve their general reading comprehension of various text types.

6.3.5 Grammar subskills
Following reading, with a correlation score of 0.492, was grammar ranked fifth. In particular,
participants in the quantitative phase identified a number of grammar points and topics that
should be covered including relative clauses (61%), logical connectors (54.2%), reported
speech (52.4%), present perfect (50%), passive voice (49.7%), present simple (46.1%) and
past simple (39.6%). Around half of the participants wanted these grammar points included in
the ESP course. In detail, the majority of English lecturers (86.7%) were particularly
interested in relative clauses. One possible reason is that relative clauses feature significantly
in academic writing genres.
The acquisition of grammar knowledge, particularly mastering the grammar rules, is believed
to be essential in second language acquisition. Grammar has been recognised as a necessary
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inclusion in second language classrooms even when teaching in a communicative context
(Nassaji & Fotos, 2011). In the Asian context, where English is a foreign or second language,
focus on form in grammar instruction is common and important (Nourdad & Aghayi, 2014).
The stakeholders’ recognition of grammar is indicative of the centrality of grammar
instruction in HEIs in Cambodia and it would be wise to continue with this practice.
In the context of communicative language teaching, however, the focus on form and/or focus
on formS alone does not adequately enable students to communicate effectively. Loewen
(2003) argues that there is a need for both focus on form and meaning, as meaning focus
alone would leave linguistic features unnoticed, which is not advisable in the communicative
context (Nassaji & Fotos, 2011; Petraki & Gunawardena, 2014). Ultimately, it is necessary
for ESP teachers to be aware of the current practice and theory of grammar instruction.

6.3.6 Listening skills
With a correlation score of 0.472, listening was ranked sixth by the participants in the
quantitative phase. The quantitative findings show several preferred listening skills, including
listening strategies (75.1%), comprehending messages (53.1%), note taking skills (48.1%),
understanding accents (37.5%), understanding main ideas (36.4%), listening to lecturers
(25.5%) and listening to instructions (21.1%). However, in the qualitative phase, it is
interesting to note, that for the Biology department, listening was reported as being
particularly crucial, because students needed to attend classes taught by foreign lecturers, and
the mode of delivery was English.
In the academic setting, several studies elsewhere have found oral or aural skills to rank
closely after reading and writing in terms of skills considered important to teach in for the
ESP courses (Al-Tamimi & Shuib, 2010; Alastal & Shuib, 2012; Pecorari et al., 2011). As the
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native language is usually the language of instruction in HEIs (Chia et al., 1999), listening
may not be as applicable to students’ academic purposes as in some other contexts.
Conversely, in the qualitative phase most industry participants reported that in the workplace
the graduate employees’ tasks involve communication in English with customers and
colleagues, and this includes both written and spoken communication. There is no doubt that
most spoken communication genres expect listening comprehension in order to communicate
effectively. In fact, to English language teachers, listening and speaking skills are interrelated
and the foundation of human interaction (Palmer, 2014b): they are then fundamental to
foreign language teaching and learning.
ESP course designers in the EFL or ESL context should be selective regarding the nature of
listening skills that are applicable to students’ academic studies and future work settings. To
provide students exposure to listening in different situations, listening tasks should include
professional genres such as telephone interaction, service encounters, presentations, and for
academic purposes, include listening to lecturers and other types of presentations.

6.3.7 Speaking skills
In the quantitative phase, speaking was ranked seventh with a correlation score of 0.448 after
listening skill. It is possible that listening and speaking overlapped in different aspects.
Speaking is a skill that is complementary to listening and is frequently a preferred mode of
communication and thus very important (Palmer, 2014b). The participants preferred several
types of speaking skill and genres for the ESP course, including presentation (74.9%), debate
(66.1%), group discussion (48.9%) and pronunciation (37%). It is interesting to note that most
English lecturers preferred the first three speaking skills.
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However, speaking skills are important for a student’s future, as in their job(s), they most
likely will be required to communicate with customers and colleagues from other nationalities
who use English as a lingua franca. In the qualitative phase most participants, especially
industry stakeholders, highlighted the value in developing students’ speaking skills in
workplace settings. Examples that were offered include professional informal conversation, or
small talk about work related and general knowledge topics.
It is not surprising that in most EFL or ESL academic settings, good speaking and listening
skills are not required. For example, in an academic setting, speaking was found to rank last
among the four macroskills in the study of Alastal and Shuib (2012). Interestingly, however,
Alastal and Shuib (2012) found that skill in speaking was found to rank first among the skills
that students preferred to learn. This indicates that, as with listening, speaking is not very
important for students’ academic studies in ESL or EFL countries, but students perhaps
foresee the importance of these two skills for their future careers. Notably, however, speaking
overlaps with cross cultural skills mentioned in Section 6.3.1. Negotiating with customers,
making presentations and group discussions would be useful tasks to build students’ ESP
professional capacity.

6.3.8 Business communication
With the lowest correlation score of 0.401, business communication was ranked last in terms
of inclusion in the ESP course. This low correlation score is as expected, as perhaps many
participants thought that the business communication was applicable only to undergraduate
students’ future jobs but not very useful for their current academic studies.
Notably, several tasks or skills within the general category of business communication,
overlapped with speaking and listening skills mentioned earlier, including presentation and
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communication in the workplace setting. In the quantitative phase, participants indicated they
preferred several subtopics of the business communication genre, including formal and
informal language (71.6%), language for presentation (54%), business report writing (53.4%),
communication in business meeting (46.9%), conversation skills (44.9%), business letter
writing (41.6%), business email writing (39.6%), language for self-introduction (31.4%) and
language for telephone communication (26.7%).
In the qualitative phase, most interview participants thought that business communication
skills should be incorporated into the ESP course. For example, three out of six undergraduate
students and two out of six graduate employees supported incorporating business
communication into the ESP course because it was believed that the undergraduate students
needed these skills in the future, and the English program at that university had enough time
available to accommodate this ESP course content.
In the context of multinational companies, Kim (2008) suggested an ESP course develop
students’ basic daily communication and communication in the workplace skills. Perhaps
business communication can be integrated in to speaking and listening tasks as mentioned
earlier, and course designers would be wise to consider the available resources and the ESP
course timeframe at their institution as well as be selective regarding the ESP course content
elements that are prioritised for the students.
6.4 What are their suggestions regarding the possible challenges and the measures
needed to assist in the ESP course design?
This section is divided into two subsections. Subsection 6.4.1 discusses the perceived
challenges in developing the ESP course in the Cambodian higher education context and
subsection 6.4.2 discusses perceived measures to deal with these challenges.
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6.4.1 Challenges
To increase the success level of an ELT innovation, a comprehensive analysis of the
innovation context is crucial. Therefore, anticipation of challenges before implementation of
the ESP course increases the level of success. The analysis of context or constraint analysis
involves consulting and communicating with relevant stakeholders (Wedell, 2009a). Hence
investigating stakeholder perceptions of anticipated practical challenges should assist in the
curriculum design process.
In the quantitative phase, the participants anticipated several challenges for ESP course
designers, namely English lecturers with little specialist knowledge (64.9%), students with
low English proficiency (61.4%), students with mixed English proficiency (52.2%), limited
teaching facilities (48.1%) and lack of teaching materials (42.8%).
In the qualitative phase, all English lecturers acknowledged their limited knowledge of
student specialisation as a challenge in teaching in the ESP course. That is, they admitted that
they would not able to teach the discipline ESP course effectively, especially when compared
with what they could do in a general English course. Many admitted that they lacked
confidence as well as willingness to teach an ESP course, as to do so would increase their
workload.
English lecturers with little specialist knowledge is a common challenge for any institution
having a newly established ESP course. I. S. P. Nation and Macalister (2010) maintain that
the limited number of qualified lecturers for an ESP course is a main constraint in ESP course
implementation. Basturkmen (2010) reported several case studies that have faced this
challenge when implementing an ESP course. Similar findings were also reported in other
several studies, such as, for example, Atai and Shoja (2011) who discovered a lack of
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knowledge of students’ discipline among ESAP lecturers in the Department of Computer
Engineering in the Iranian academic ESP context. Another study by Kim (2008) found that it
was a challenge for the EOP courses in Korea when the teachers did not have expertise in
every day and workplace communication skills.
In fact, it reflects the reality that English lecturers have been trained to be general English
lecturers and not ESP lecturers. R. Howard and G. Brown (1997) argue that there is very little
attention given to ESP teacher education, and most ESP teachers are English teachers who
have transformed themselves to be ESP teachers. Research conducted by Orr (1995) revealed
that only 5% of English for Science and Technology (EST) teachers held a university degree
and has experience in teaching EST.
The issue of willingness was also seen as an important obstacle and many teachers offered
recommendations on the topic. Subject lecturers were very critical of English lecturers’ lack
of knowledge and suggested that they provide workshops for English lecturers about content
subject areas. They also suggested collaborating with English lecturers on ESP course design.
The second perceived challenge noted by participants in the quantitative phase was
developing an ESP course for students with low English proficiency. In the qualitative phase,
several participants argued that students’ low English proficiency needed to be considered.
This finding reflects the reality that many Cambodian students still possess a low general
English proficiency. Students, whose English proficiency is not up to intermediate level, can
be advised to attend a general English course to reach the required prerequisite level of the
ESP course before enrolling in the course.
It is interesting to note, however, that many interview participants argued that undergraduate
students could attend the ESP course without any prerequisite as they already knew the
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technical language in their specialisation, and this assisted them in studying in the English
course.
Regarding students’ language proficiency for the ESP course, Richards (2001) and
Basturkmen (2010) maintain that in many cases ESP students typically have advanced general
English and attend the ESP course to master specific language skills they need. In the EFL
context especially in developing countries like Cambodia, most of the undergraduate students
possess low English proficiency, which could be a difficulty in the ESP course
implementation. This issue is common in other EFL or ESL countries. For example, Atai and
Shoja (2011) found that the low level of students’ English proficiency as one of the main
challenges in the ESAP course for computer engineering students in Iran. This is not only the
case in ESP classes; this phenomenon is also common in general English classes, especially in
large classes throughout the world, including Cambodia (Mazdayasna & Tahririan, 2008;
Renaud, Tannenbaum, & Stantial, 2007). The issue has currently been a challenge, so ESP
course designers might consider measures in order to deal with this challenge. The
recommendations are discussed in the following section.
The next challenge to which attention was drawn by almost half (42.8%) of the participants in
the quantitative phase, involved teaching materials for the ESP course. In the qualitative
phase, the teaching material was also one of the main concerns for the participants, but
especially the English lecturer group. Some lecturers seemed to prefer commercial textbooks,
while others maintained that the university made materials that were more appropriate to
students’ needs and context than the commercial textbooks.
Developing teaching materials can be difficult for the majority of non-native speaker (NNS)
teachers in English as Lingua Franca (ELF) countries. It has been acknowledged that ESP is
moving towards an ELF model where ESL and EFL have blurred boundaries (Nickerson,
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2013). A study done by Macalister and Sou (2006) found that Cambodian teachers who were
qualified to teach English reported that they were not confident compiling teaching materials,
that would respond to students’ needs and context. In many cases, NNS teachers heavily
depend on their textbooks as the main teaching materials and syllabus. Teachers might also
worry that they would have to develop ESP materials for different levels and this would add
enormously to their workload as it would be in addition to what is already a heavy schedule.
Choosing appropriate textbooks and developing teaching materials to address students’ needs
and interests in an appropriate context would be a major obstacle to the implementation of an
ESP course. To address these challenges, the universities need to take many precautions.
Perhaps the government could assign a group of academics to design a range of materials or
evaluate textbooks to be used in universities as a basis and starting point for ESP courses.
Limited teaching facilities was also another challenge that one interviewed subject lecturer
was concerned about. Limited teaching resources including lack of audiovisual aids such CD
players and projectors have also been reported elsewhere as being in short supply or of poor
quality especially in developing countries, and it is true in Cambodia.
The following section discusses these issues, in the light of current practice and based on
stakeholder suggestions.

6.4.2 Measures to resolve challenges
To help resolve the above challenges, several measures which were surveyed in the
quantitative phase and further explored in the qualitative phase, included collaboration
between English and subject lecturers, collaborative teaching and learning between lecturers
and students, developing training for ESP lecturers, inviting guest speakers to provide
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lectures, utilising commercial textbooks, teacher-made materials, authentic materials, guest
lecture notes, placement tests and English supplementary classes.
In the quantitative phase, to solve the issue of English lecturers with little specialist
knowledge, the participants preferred several measures, including collaboration between
English and subject lecturers (64.9%), collaborative teaching and learning between students
and teachers (57.8%), developing ESP training for English lecturers (56.3%) and inviting
guest speakers to provide lectures (26.5%). The main measure suggested by most participants
in the quantitative phase (64.9%) was collaboration between English and subject lecturers. In
the qualitative phase, many participants suggested subject lecturers and English lecturers
collaboratively design the materials so that they respond to the students’ needs and context.
Many discipline lecturers suggested they provide workshops relating to subject content areas
to English lecturers. Another interesting qualitative finding is that it was also suggested that
subject lecturers be also considered prospective ESP lecturers.
The least preferred measures include collaborative teaching and learning between students
and teachers (57.8%), developing ESP training for English lecturers (56.3%) and inviting
guest speakers to provide lectures (26.5%). In the qualitative phase, English lecturers were
asked to work with subject lecturers in the training for ESP and the design of ESP teaching
materials. Markee (1997) argues that training is necessary for relevant stakeholders to
successfully implement any courses. In fact, subject lecturers can also be trained to be ESP
lecturers. Taylor (2007) suggests training discipline lecturers about English language
instruction in order to supplement ESP lecturers with a lack of specialised discipline
knowledge. In addition, Gollin-Kies et al. (2015) point out that the professional development
for ESP needs to be ongoing, because the teachers need to stay engaged with the specialised
fields. This would seem a measure to address potential conflict and dynamics between subject
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lecturers and English lecturers that could meet with success. English lecturers were also
concerned that teaching ESP courses would impose an unnecessary burden and advised that
the department assign all lecturers to teach ESP and share the workload. These administrative
and management challenges would need to be taken into careful account by each institution.
Regarding ESP course material design, the co-design of materials has been found effective in
several studies. Ahmed (2014) recommends ESP lecturers and subject lecturers co-design the
materials because both sides have expertise in language teaching and content knowledge of
the students. However, there was a concern about the busy teaching schedules of both sides,
and it was a main concern raised in the qualitative phase. Also, many participants argued that
Cambodians may not have a collaborative spirit. Therefore, in the design process, facilitation
by the institution leader was called for, to assist the collaboration between subject teachers
and English teachers, which should be encouraged, especially at the early stage of the ESP
course implementation (Ahmed, 2014).
Collaborative teaching and learning between lecturers and discipline students was the most
important measure raised by the participants in the quantitative phase. In the qualitative
phase, some participants argued that students could explain the specialist terminology to ESP
lecturers, who possess little knowledge of students’ specialisation. However, this measure
was also met with some resistance, especially among subject lecturers and undergraduate
student stakeholders. They thought that undergraduate students did not have the English
language capacity to explain to English lecturers.
Others argued that being an ESP teacher does not necessarily entail expertise in students’
specialisation, but rather the possession of teaching methods, knowledge and techniques that
enables English teachers to teach the ESP courses. According to Ferguson (1997), English
lecturers do not necessarily have to possess the specialised knowledge of their students, but
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they should possess EFL or ESL specialist knowledge such as teaching methodology to
facilitate their pedagogical decisions in the language for specific purposes classes.
Additionally, several effective techniques that ESP teachers can use have been investigated.
Wu and Badger (2008) found several techniques in use to deal with teachers’ limited
knowledge of students’ specialisation in the ESP classrooms including translation of the
technical words into students’ native language. Therefore, appropriate ESP training or/an
professional development courses could improve English lecturers’ competence, and this
could be introduced and financed by the government.
Regarding teaching materials for the ESP course, most participants in the quantitative phase
preferred teacher-made materials (87.3%), commercial ESP textbooks (72.9%), authentic
materials (70.5%) and guest lecture notes (62.8%). In the qualitative phase, one graduate
employee indicated they preferred teacher-made materials to commercial textbooks. She
argued that teacher-made materials better responded to students’ needs and context than the
commercial textbooks. However, one interviewed English lecturer preferred utilising
commercial textbooks, because most like her acknowledged they were not competent and
confident in developing ESP teaching materials.
The English lecturers’ preference for teaching materials developed in house commercial
textbook by English lecturers is consistent with a study done by Macalister and Sou (2006).
They found English lecturers who were qualified to teach English at a Cambodian university
tended to be reluctant to develop teaching materials. However, several participants in the
qualitative phase argued that commercial textbooks did not respond to students’ specific
needs and context. To develop feasible ESP teaching materials, it might be best to have
English lecturers work with or trained by ESP teaching materials specialists. Additionally,
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English lecturers need to coordinate with subject lecturers on the choice on commercial
textbooks appropriate for the context.
Several studies have supported collaborative or co-designed teaching materials for ESP
courses (Ahmed, 2014). While ESP lecturers are considered the experts in language, subject
lecturers are the specialists in the students’ specialisation. However, it might be a challenge
for both sides to work together. One commonly raised reason for difficulties in this regard is
the fact that they all have their busy teaching and working schedules. English lecturers and
subject lecturers in the qualitative phase acknowledged that they might not have time
available for designing material together, because all their office and working hours were
occupied by their routine teaching commitments. To coordinate this issue, the leaders of the
institution need to be involved and facilitate the design process (Ahmed, 2014).
Concerning students’ low English proficiency, most of the interview participants suggested
students take supplementary English classes or English bridging courses before enrolling in
the ESP course. The students with low English proficiency might attend the university
English support program or a private English program to be eligible for enrolment into the
ESP course. Additionally, undergraduate students are required to sit for a placement test
before starting their English class. With the placement test results, students can be placed in
the right levels for the bridging courses and also for the ESP course. Another undergraduate
student commented that students could improve their general English proficiency through the
university General English program and other supplementary courses including the Summer
School Course. These, of course, would depend on the resources and availablitiy of courses in
each institution.
Regarding placement tests, Morante (2012) maintains that a placement test helps students to
succeed in their learning, when it is employed appropriately. Based on the test results,
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students with the right proficiency level can enrol directly into the ESP course; otherwise
attend general English course or supplementary bridging course. Low-level students can be
helped by the bridging course. Tertiary bridging courses or academic programs focus on
language supplementation are useful (Swartz & Cilliers, 2013) but might not viable to many
HEIs in Cambodia. Therefore, low-level students might enrol into general English courses
before they can enrol into the ESP course.
6.5 Summary
This chapter discussed the quantitative and qualitative findings and in doing so attempted to
answer the four research questions. The findings were interpreted in relation to the relevant
literature.
Regarding the importance of ESP course design in Cambodia, most academic and industry
stakeholders had a similarly very high positive attitude towards the development of the ESP
courses. Additionally, the majority of participants believed that the course would attract of
students. It is interesting to note, however, that many participants argued that the course
should be elective. This indicates that the importance of ESP course development has been
recognised by relevant stakeholders but needs to be trialled before final decision on its
elective or compulsory nature.
Regarding the scope of the ESP course, most participants preferred the course to be discipline
specific or narrow-angled. However, this course type puts a high demand on resources,
including highly qualified ESP lecturers and financial resources in conducting research to
respond to students’ needs. Additionally, most participants preferred the course to combine
both English for academic purposes and English for occupational purposes.
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Regarding the course duration, most participants thought that two or three semesters should
be sufficient to address students’ academic and professional needs. However, more than half
of the participants preferred the course to consist of three proficiency levels, and the
prerequisite level to be intermediate. These decisions will need to be considered based on
each institutions requirements and resources.
Regarding the course syllabus, both quantitative and qualitative findings reveal participants’
preference for a hybrid syllabus. This syllabus type synthesises several syllabus types,
including skills-based, competency-based and task-based, as each syllabus complements each
other to make the hybrid syllabus strong and appropriate for the nature of the course, which
combines both EAP and EOP.
The preferred assessment types reflect the preferred syllabus for the course. The preferred
assessment incorporates alternative, traditional, formative and summative assessment, which
is applicable to the Cambodian higher education context.
Regarding the teaching methods for the ESP course, the majority of the interview participants
recommended that the course adapt the methods of the general English course, specifically a
student-centred teaching and learning method. A variety of tasks and teaching and learning
activities were suggested. These activities include pair work, group work, group discussions,
presentations, debates, frequent quizzes and project-based assignments.
Among the eight surveyed content areas in the ESP course, cross cultural awareness was
ranked as the first priority for ESP course to respond to undergraduate students’ academic
studies and future jobs, followed by writing, vocabulary, reading, grammar, listening,
speaking and business communication. It is interesting to note, however, that business
communication and speaking was of lowest priority. There seemed to be a preference for
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developing communication skills, including speaking and written tasks for the workplace, and
writing and reading for academic purposes. Additionally, to assist the undergraduate students
to communicate effectively in real world contexts, there was also a need for the integrated
instruction of the four macroskills together with vocabulary and grammar.
The research revealed a number of challenges in designing an ESP course. The raised
challenges include English lecturers with little specialist knowledge of students’ discipline,
students with low English proficiency, limited teaching facilities and lack of teaching
materials. To assist with the ESP course design, several measures were suggested by the
participants in both phases. The measures include collaboration between English and subject
lecturers, collaborative teaching and learning between lecturers and students, specialised
training for ESP lecturers and inviting guest speakers.
With regard to the development of materials, a choice needs to be made between utilising
commercial textbooks and teacher made materials. It was suggested that both subject and
English lecturers contribute to material design. The measure to address students’ low English
proficiency was administering placement tests and offering supplementary English classes for
students.
The next chapter concludes the thesis and provides recommendations for ESP course design
in Cambodia.
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CHAPTER 7
CONCLUSION
This chapter concludes the thesis by overviewing and summarising the study, discussing
recommendations, limitations, and directions for future research. The first section of the
chapter (7.1) briefly sets out again the rationale and research questions of the study, and
presents the methodology employed. Section 7.2 discusses the major findings of the study in
the same sequence as the order of the research questions. Section 7.3 provides
recommendations for ESP in HEIs in Cambodia and more broadly in countries that have EFL
generally. This chapter also describes the limitations of the study (7.4) in terms of scope,
sampling techniques, and the model. Finally, section 7.5 provides directions for future
research in the areas of ESP curriculum development, and needs and situation analysis.
7.1 Rationale and research questions of the study
The era of global exchange and trade and the development of the ASEAN economic
community have contributed to a need for equipping Cambodian university students with
professional skills in order to enable them to work within this new context. In response to this
need, some HEIs have developed ESP courses as part of their English language program.
However, these courses have not been developed systematically and have generally not been
supported by any needs and situation analysis (DHE, 2014b). As a means of helping HEIs
deal with this issue and to respond to the limited ESP research in Cambodia, this study offers
a research-based model in needs and situation analysis to assist ESP course design.
The present research also helps fill the gaps in the ESP literature as discussed earlier. First,
there has been an attempt to address the need for more contextual needs analysis research on
ESP course design in many Asian countries and certainly Cambodia. Second, while previous
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studies have engaged either academic or professional stakeholders, this study recruited
multiple stakeholders, namely academic and industry, in identifying their perceptions about
what ESP students need. Finally, this study employed a mixed methods design combining
quantitative and qualitative data, which is an emerging research trend in the ESP field
(Gollin-Kies et al., 2015).
To address the aforementioned gaps, an attempt was made to develop a needs and situation
analysis model to assist in the ESP course design in the context of Cambodian higher
education. Specifically, the present study conducted such an analysis to assist in the design of
ESP courses in Cambodian HEIs, by recruiting multiple stakeholders and using a case study
approach. To achieve its aims, four research questions were formed:
1. What are the Cambodian academic and industry stakeholders’ perceptions about the
necessity for developing an ESP course for the undergraduate program in Cambodian
HEIs?
2. What are their perceptions about the scope, duration and syllabus of the ESP course?
3. What are their perceptions about the undergraduate students’ ESP needs?
4. What are their suggestions regarding the challenges and the measures needed to assist
in the ESP course design?
7.2 Research methods of the study
A mixed methods approach, namely the explanatory sequential mixed methods design, was
employed in this study. The explanatory sequential mixed methods design began with the
quantitative phase, followed by the qualitative phase, for the purpose of complementing the
quantitative results (Creswell & Plano-Clark, 2011).
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The present study employed explanatory sequential mixed methods design because of its
strengths in answering research questions such as those posed in this inquiry. The first
strength is that it requires fewer resources compared to other mixed methods designs;
therefore, it is popular for researchers, especially in the educational field (Creswell, 2011).
The explanatory nature is another strength of the explanatory sequential mixed methods
design. The qualitative findings help to explain and elaborate the quantitative findings. In the
current research the explanatory sequential mixed methods design helped obtain valid
findings.
To collect the quantitative data, questionnaires were employed. The questionnaire is a
common and popular instrument in needs analysis and second language research (Long, 2005;
Mackey & Gass, 2005; Richards, 2001). The low cost in time and money is a well-known
advantage of the questionnaire (L. Cohen et al., 2011; Dornyei, 2003; Gillham, 2008; Kumar,
2014; Long, 2005; Walter, 2010). Anonymity is another advantage. When the researched
participants are well aware that their identity is concealed, they tend to offer true and honest
answers (Kumar, 2014). However, the questionnaire also has a number of disadvantages. Two
commonly known are lack of depth and follow-up quality. To deal with these weaknesses, the
researcher conducted semi-structured interviews. There were two forms of questionnaire
employed in this study: distributed questionnaires and emailed questionnaires. The distributed
questionnaires were completed on site with the first three groups of stakeholders:
undergraduate students, subject lecturers, and English lecturers. The emailed questionnaires
were sent to the fourth and fifth groups of stakeholders: graduate employees and employers.
The quantitative findings formed the questions for, and were elaborated by, the semistructured interview, the research instrument of the qualitative phase. A semi-structured
interview is a popular qualitative instrument in the linguistics field and also in educational
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research because it achieves elaborate and in-depth responses (Basit, 2010; L. Cohen et al.,
2011; Long, 2005). There were two forms of semi-structured interview: face-to-face and
telephone interviews. Face-to-face interviews, on the one hand, were employed with the first
three groups of stakeholders: undergraduate students, subject lecturers, and English lecturers.
Telephone interviews, on the other hand, were employed with the last two stakeholder groups:
graduate employees and employers.
An extensive review of the literature helped in the development and refinement of the
questionnaires of the study intended for use in a needs and situation analysis model. The
questionnaires comprised five sections. Section A collected participants’ demographic
information. Section B investigated the necessity of the English subject and ESP courses for
undergraduate students. Section C identified the necessary skills and topics for ESP courses.
Section D analysed the context of ESP courses. A final section (E) sought volunteers to join
the second phase of semi-structured interviews, due to their busy schedules.
The research site and participants were based at a Cambodian higher education institution, a
representative of the largest group of Cambodian universities (DHE, 2014b). First, in this
institution English language instruction was (at the time of submission of the thesis) offered
to undergraduate students, but the English program did not offer ESP courses. Second, the
university offers multidisciplinary specialisations to the students in the capital city. Most
Cambodian higher education institutions are located in the urban areas. Last, the research site
is classified by the Department of Higher Education as a Category C university, which
represents the largest group of higher education institutions in Cambodia (DHE, 2014b).
Census, snowball, and purposive sampling techniques were employed to recruit participants
in the quantitative and qualitative phases.
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To recruit the academic stakeholders for the quantitative phase, census and snowball sampling
techniques were employed. Since the research was a case study of a Cambodian university,
census sampling was employed in the selection of the first three groups of stakeholders. The
industry stakeholder groups were recruited using the snowball sampling technique in addition
to the census sampling technique, in order to obtain a large number of participants from these
two stakeholder groups. A number of their contact details had been changed upon their
graduation, so their peers were requested to provide their current details. In total, 341 out of
the 500 participants returned the questionnaires with a response rate of 68.2%. Those 341
participants comprised 252 undergraduates, 43 subject specific lecturers, 16 English lecturers,
19 graduate employees and 11 employers.
To select the qualitative participants, a purposive sampling technique was employed. To
ensure sufficiency and saturation of information (Seidman, 2006; Teddlie & Yu, 2007), 30
interview participants were purposively recruited from the volunteers involved in the
quantitative phase. Six participants were recruited from each of the five stakeholders, which
made up 30 participants in total.
The quantitative and qualitative data were analysed separately. First, with the help of SPSS
the quantitative raw data were analysed using descriptive and inferential statistics. The
findings of the quantitative phase assisted in the organisation of the qualitative phase. Second,
the raw data of the qualitative interviews were analysed through thematic analysis. Interview
data were deductively and inductively coded with the help of NVivo application. The
qualitative findings helped explain, validate, and integrate with the quantitative findings.
To ensure compliance with the principles of human research ethics, an ethical approach was
implemented in this study. The researcher obtained ethics approval from the UCHREC and
approval from the research site. In addition, each participant was informed about the research
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objectives through a participant information sheet and a consent form. Each participant’s
identity was kept confidential. The raw data were properly and securely managed and stored.
The researcher also employed coding techniques to avoid identification of the participants
from the data collected.
7.3 Summary of major findings
This section summarises and discusses the main findings of the study from both the
quantitative and qualitative phases, in accordance with the four research questions.

7.3.1 The necessity for developing an ESP course for the undergraduate programs in
Cambodian HEIs
First, this study investigated the necessity of ESP courses for Cambodian undergraduate
students. It was among the first situation analysis studies conducted in the context of
Cambodian HEI. The results were as expected. The majority of the quantitative and
qualitative participants had a positive attitude towards an ESP course for undergraduate
programs. In the quantitative phase, the support can be evident through the high mean score
(4+) in the questionnaire section A. In addition, most of the participants in the quantitative
phase (88.4%) believed that the number of enrolments into the ESP courses would be high. It
is also interesting to note, however, that many of them (72.1%) argued that the courses should
be elective. The finding was validated by the qualitative interviews. Interestingly, more than
half of the qualitative participants (58%) still argued that the courses should be elective, and
offered a number of reasons, including allowing students flexibility and students’ tight
undergraduate schedule. Section 7.4 offers recommendations on the status of the ESP course
in the Cambodian HEI context.
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The results indicate that the initial suggestion made by the English program review of
Macalister (2013) and policy initiatives of the Department of Higher Education (2014) about
the importance of ESP course development was recognised by all stakeholder groups.
Stakeholder approval of the courses might also mean that they recognised the role of English
as a working language and lingua franca in ASEAN and global business communities
(Kirkpatrick, 2010). The support from relevant stakeholders could be seen as a positive sign
to begin a revision of the current language curriculum in the Cambodian higher education
context (Markee, 1997). Another strong argument in favour of the development is that the
ministry and the institution of this research have reinforced the innovation of language course
design (Brindley & Hood, 1990). The findings thus suggest that Cambodian higher education
institutions should work towards the ESP course design to respond to students’ needs,
especially in the field of science, which is the context of this research.

7.3.2 The scope, duration, and syllabus of the ESP course
This section is divided into three subsections. 7.3.2.1 discusses the scope of the ESP courses,
which covers ESP course’ domains and specificity. 7.3.2.2 examines the duration of the ESP
course, which includes the number of semesters, pre-requisites and proficiency levels of the
ESP courses. 7.3.2.3 discusses the syllabus of the ESP course, which also incorporates
assessment and teaching methods for the ESP course.
7.3.2.1 The course scope
The domain of, and specificity for, the ESP course were discussed in both the quantitative and
qualitative phases. In the quantitative phase, the findings show that more than half of the
participants (64.5%) preferred ESP courses to be a combination of English for academic and
English for occupational purposes, 23% of participants favoured EAP and the rest EOP. With
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regard to course specificity, many quantitative participants (71%) argued for the ESP course
to be narrow-angled (Basturkmen, 2003; Hyland, 2006), that is, the course should be
discipline-specific. Interestingly, however, the majority of graduate employees (68.4%)
thought a general course might be appropriate.
Regarding the ESP course specificity, Hyland (2006) agrees that ESP should be (highly)
specific or narrow-angled. Hyland (2006) justified his argument on two grounds. First,
language is seen as construed forms of situated action, that is, language communication
occurs within a particular circumstance. Second, psychologically, any ESP courses that are
relevant to students motivate them to learn. However, this type of ESP course design demands
a lot of resources, including financial resources, teacher capacity, multiple classes and
tutorials and preparation, which is a burden on a university in a developing country.
Cambodian higher education institutions might need to decide on the specificity of the ESP
courses based on their current and future resource circumstances.
7.3.2.2 The course duration
The duration, proficiency and pre-requisite levels of the ESP course were canvassed in the
quantitative phase. Almost half of the participants (46.7%) supported a course duration of two
semesters and nearly one third of them (31.5%) voted for the course to be three semesters –
that is, the majority of the participants preferred the duration of the ESP course to be at least
two semesters. The findings of the preferred ESP course duration were aligned with the
preferred course levels. Specifically, more than half of the quantitative participants (52.2%)
argued that there should be three levels of the ESP course. When asking about the prerequisite level of the ESP course, the highest number of the participants, including the English
lecturers, indicated an intermediate level as the pre-requisite course requirement. Based on the
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findings, ideally, the course might begin with the intermediate level in the first semester,
upper-intermediate level for the second semester and advanced level for the final semester.
In the Cambodian higher education context, the length of English instruction varies from two
to six semesters. With regard to the course prerequisite level, Basturkmen (2010) and
Richards (2001) maintain that ESP students should have a high level of general English
proficiency in order to study effectively in the course. This may, however, be a challenge for
Cambodian and other Asian higher education institutions, where English is a foreign
language. According to a situation analysis report by the Department of Higher Education
(2014), many Cambodian students and graduates have English levels not yet up to a working
standard. In this study, the quantitative findings also revealed the challenge of students with
low English proficiency, which is discussed in a later section (7.4.2.2). Thus, the decision on
the course duration, number of proficiency levels and pre-requisite level should be based on
the Department of Higher Education’s guidelines, the individual institution’s policy, financial
and physical resources, the availability of teachers and the weight of ESP courses.
7.3.2.3 The course syllabus
A hybrid or an integrated syllabus type was supported by many participants in the quantitative
phase, and validated by the finding from the qualitative phase. In the quantitative phase, the
skills-based, task-based, competency-based syllabuses received high voting acknowledgement
from the participants. In the qualitative phase, in addition, when probing the preferred
teaching activities and methods for the course, the participants indicated a preference for an
integrated syllabus. Specifically, most of the interview participants provided examples and
descriptions of teaching activities that fell into task-based, competency-based, and skillsbased syllabuses. The activities included group work, pair work, research projects,
presentations and group discussions. This indicates that participants favoured there be a focus
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on using a student-centred approach, developing students’ awareness of genres of debates,
oral presentations and development of research skills.
These findings are in line with current trends in language course design and are appropriate in
ESP courses. The skills-based syllabus has been employed for some time in Cambodia and
other Asian countries and this at least partly explains the participants’ preference.
Stakeholders also recognised the importance of communicative methods that were
incorporated into the task-based and competency-based syllabuses in order to build English
workplace skills for students. A combination of syllabus approaches, and teaching and
learning activities are useful in addressing the variation in students’ needs (Ellis, 2004; I. S. P.
Nation & Macalister, 2010; Richards, 2001).
The preferred assessment of the ESP course was found to be consistent with the preferred
syllabus and activities as stated above. Specifically, presentations and written assignments
were the most preferred assessment tasks chosen by most participants in the quantitative
phase (83 and 80%). In addition, the final exam was another type of assessment which was
chosen by the majority of quantitative participants. The qualitative participants explained their
assessment preference. First, presentations, debates and assignment tasks were argued to be
useful for both students’ academic studies and future career. Second, a final exam was
justified as an appropriate method as it was the university’s assessment policy. The results are
consistent with the study of Tao (2014) who found that the majority of English instructors in
Cambodian higher education settings preferred innovative assessment, and needed to
incorporate this traditional assessment, namely final exam, as it is part of the university’s
assessment guidelines. The majority of the interviewed English lecturers preferred an
alternative assessment such as critical essays, research tasks, presentations and performancebased tasks. This type of assessment would assess students’ English proficiency more
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accurately than other methods, increase students’ confidence and fluency in communication
and foster independent learning skills. However, innovative assessment might be given more
weight in the ESP course as it is a contemporary and popular approach in language teaching
and a core principle of CLT (H. D. Brown, 2014).

7.3.3 The undergraduate students’ ESP needs
Participants in the quantitative phase ranked the macro-skills (speaking, listening, reading and
writing), sub-skills (vocabulary and grammar) and two competencies (cross-cultural
awareness and business communication) from the most to the least necessary content
elements in the ESP course. These findings form the foundation in designing the ESP course
and are discussed according to the order of necessity from the most to the least necessary in
the course: cross-cultural awareness, writing, reading, vocabulary, grammar, listening,
speaking, and business communication. However, the differences in the test scores were
minimal, and the qualitative findings provided some different insights.
7.3.3.1 Cross-cultural awareness
In the quantitative phase, the correlation coefficient score revealed cross-cultural awareness to
be the first most necessary topic in the ESP course. This might be because there has been
wide awareness among the stakeholders of the necessity of this topic in recent ASEAN
economic integration, international business and trade happening around the globe, and
globalisation. This phenomenon requires graduates to work and communicate with people
from different cultures (Stroupe, 2013). It is also important for Cambodian graduates to be
equipped with cross-cultural skills, as many Cambodians travel, work, and study overseas
(Xiao & Petraki, 2007). In multicultural societies, to facilitate effective communication,
intercultural awareness plays an important role (Agar, 1994; Roberts, 1998). Cross-cultural
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awareness topics, which were selected and raised by participants in the quantitative and
qualitative phases, include cross-cultural knowledge, politeness in different cultures, avoiding
miscommunication, asking questions and agreement and disagreement in different cultures,
cultural stereotypes, taboo language, and differences in cultural values. Thus, it is
recommended that ESP courses incorporate these cultural knowledge topics, as they are
embedded and important elements of communication competence (Canale, 1983).
7.3.3.2 Writing skills
Writing was ranked second after cross-cultural awareness by the quantitative participants.
However, a number of studies (e.g., Alastal & Shuib, 2012; Pecorari et al., 2011) in a similar
EFL academic context, show that, among the four macro-skills, writing ranked second after
reading. This different result can be explained by the fact that the current study addressed
both academic and workplace purposes. Although it is not compulsory for undergraduate
students to write their assignments in English, they might need to write their assigned tasks in
English in the workplace setting, especially after the ASEAN economic integration and
movement between Asian countries. Therefore, workplace writing genres, in addition to
academic writing genres that are applicable to students’ specialisation should also be
incorporated into the ESP course. In particular, the preferred writing tasks, reported by the
participants, cover tasks and genres relating to both academic and professional settings. Based
on the quantitative and qualitative findings, the recommended writing genres include writing
assignments, writing laboratory reports, writing field-trip reports, writing different text types,
note-taking skills, writing summaries, and formal and informal writing in email
communication.
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7.3.3.3 Vocabulary subskills
Vocabulary was ranked third, based on the correlation score of the qualitative findings. The
sub-components of vocabulary that received high scores were vocabulary strategies, word
formation and family, using vocabulary in context, learning specialist vocabulary, and
pronouncing specialist vocabulary. The ability to apply vocabulary in communication,
particularly in the four macro-skills, was also raised by the qualitative participants as a main
objective for the ESP course. In fact, vocabulary helps learners acquire other language skills
(Easterbrook, 2013).
Noticeably, vocabulary strategies and strategies in other macroskills, including reading (see
Section 7.3.3.4) and listening (see Section 7.3.3.6) were rated the most preferred skills to be
incorporated in an ESP course. In fact, there is a correlation between strategies awareness and
autonomy in learning a language. Chamot and O'Malley (1996) maintain that to enable
students to control their own learning is the main goal of strategy training. Nguyen and Gu
(2013) also found that Vietnamese students, in their study, improve their self-regulation in
their own learning and performing their writing tasks, when they are intensively trained about
the learning strategies. Noticeably, knowledge of strategies in language learning contributes
to the achievement of the course objectives (A. D. Cohen, 1998).
In science disciplines, Pecorari et al. (2011) found that learning technical terminology was
found to be more necessary than learning general English vocabulary. In the Cambodian
higher education context, possessing specialist vocabulary also helps the students with their
wider research in English in their specialised field of studies.
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7.3.3.4 Reading skills
Reading was, by comparison, ranked third after cross-cultural awareness, writing and
vocabulary, based on the quantitative findings. On the other hand, reading was ranked the
highest among the four macroskills, based on the qualitative findings. The reading skills
found from the quantitative and qualitative phase are reading strategies, reading specialist
texts, reading technical journal articles, reading authentic texts, general comprehension, speed
reading, reading textbooks, reading manuals, and reading emails.
Reading and writing are connected skills, because there is a correlation between a good piece
of writing, and reading strategies and comprehension (H. Cho & Brutt-Griffler, 2015;
Esmaeili, 2002; Plakans, 2009). In other words, it has been found that when the two skills are
taught in an integrated manner, students’ reading and writing abilities both improve. Miller et
al. (2014) also found that reading and writing were the first two important macro-skills to be
utilised in the academic context. Thus, reading and writing need to be integrated in the ESP
course.
7.3.3.5 Grammar subskills
Grammar was ranked fifth, based on the correlation result in the quantitative phase. The
grammar components chosen by the stakeholders include relative clauses, logical connectors,
reported speech, present perfect, passive voice, present simple, past simple and other grammar
points, such as parts of speech, articles and determiners. It is also important to identify and
cover important grammatical phenomena to express politeness, engage in negotiation and
function in cross-cultural situations. These were identified as priority areas for an ESP course,
as seen in Section 7.3.3.1. Perhaps the issue of how grammar is used in a particular context or
situation can be investigated for future research.
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The teaching of grammar has been popular in Cambodia and other Asian EFL countries. In
these contexts, grammar is commonly taught as form-focused instruction (Nourdad & Aghayi,
2014). However, to be able to communicate well in a second or foreign language, it is
believed that students need instruction that focuses on both form and meaning. Form-focused
grammar instruction alone, on the one hand, fails to adequately help students to communicate
effectively (Ellis, 1994, 2004). An over emphasis on meaning-focused instruction, on the
other hand, leaves linguistic features unnoticed (Loewen, 2003). A combination of form focus
and meaning focus has widespread support and is widely accepted by linguists in EFL/ESL
classrooms, in communicative language classrooms (Nassaji & Fotos, 2011; Petraki &
Gunawardena, 2014). To achieve a good outcome for students, it is important for ESP course
designers and instructors to be equipped with the current practices and theories in teaching
grammar, so that an appropriate grammar focus be seamlessly integrated into the ESP
curriculum.
7.3.3.6 Listening skills
Based on the result of the correlation coefficient presented in the quantitative phase, listening
was ranked sixth as a skill needed in the ESP course. Listening skills preferred by the
academic and industry stakeholders include listening strategies, comprehending messages,
note-taking skills, understanding accents, understanding main ideas, listening to lectures,
listening to instructions, listening for details, watching movies in English, and communicating
with customers. It is logical in the EFL academic setting that students not be required to speak
and listen in English, at the skill level required for reading and writing, and this is consistent
with what occurs in other academic EFL contexts (Al-Tamimi & Shuib, 2010; Alastal &
Shuib, 2012). However, listening and speaking skills are very important in multinational
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workplace settings (Kim, 2008) as was noted by many industry stakeholders and one Biology
student in the qualitative phase.
7.3.3.7 Speaking skills
Speaking was ranked seventh after listening skills. The speaking skills selected by the
participants, in both the quantitative and qualitative phases include presentation, debate, group
discussion, pronunciation, communicating with customers, and speech contests. Several these
skills overlap with those recognised in business communication in the ESP course, and this
will be discussed in the next subsection. As a complementary skill to listening, speaking is a
preferred mode of communication (Palmer, 2014a). Even though speaking is regarded as a
subordinate skill along with listening in the EFL academic context, it is particularly important
skill in business settings (Kim, 2008). The subordinate role of speaking has been found in
other studies (e.g., Al-Tamimi & Shuib, 2010; Alastal & Shuib, 2012) but, given a primary
reason for having the ESP course is for students to learn and master skills that are directly
applicable in workplace settings, communication skills, such as communication with
customers and presentation, should be integrated into the ESP course.
7.3.3.8 Business communication
Business communication, which encompasses a number of sub-skills overlapped with the
speaking sub-skills, ranked last among the eight content areas thought desirable in the ESP
course. The ranked business communication topics, from the most to the least preferred,
included differences in formal and informal language, language for presentation, business
report writing, communication in a business meeting, conversation skills, business letter
writing, business email writing, language for self-introduction, and language for telephone
interactions. It is obvious that business communication ranked last. Similar to the speaking
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skills, business communication might not be so applicable to students’ academic context, but
it is useful for students in their future jobs and useful to business and more broadly the
Cambodian economy. In the business setting, the ability to comfortably participate in business
communications such as business email and face-to-face and telephone communication, is
essential (Evans, 2012; Kassim & Ali, 2010; Spence & Liu, 2012). Moreover, the majority of
the participants responding to the interviews (73%) also supported the incorporation of
business communication into the course, seeing it as important for students’ future careers. It
can also be assumed that business communication skills interact with cross-cultural awareness
and both can be taught and practised at the same time.

7.3.4 Challenges and measures in ESP course design
This section discusses the perceived challenges and the measures needed in helping ESP
course design, particularly in a resource-limited context.
A number of challenges were raised by the participants in the two phases of the study. These
challenges include English lecturers with little knowledge of students’ specialty, students with
low English proficiency, students with mixed English proficiency, limited teaching facilities,
and the lack of teaching materials.
To address the abovementioned issues, several courses of action were suggested, some in the
questionnaire responses and some by interview participants. Those measures included
collaboration between the English lecturers and subject lecturers, collaborative learning and
teaching between lecturers and students, developing ESP training for ESP lecturers, inviting
guest speakers to provide lectures, utilising commercial textbooks, teacher-made materials,
authentic materials, guest lecturer notes, placement tests, and English bridging or
supplementary classes.
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7.3.4.1 English lecturers with little specialist knowledge
In the quantitative phase, English lecturers who had little specialist knowledge were seen as
the biggest challenge for ESP course designers. The same issue was also acknowledged by
most of the interviewed English lecturers. In fact, the issue of ESP lecturers possessing little
specialist or content knowledge of student specialisations is frequently discussed in the ESP
literature (Basturkmen, 2010). For example, Atai and Shoja (2011) found that there was a lack
of students’ discipline knowledge among ESAP lecturers in a number of universities in Iran.
In Cambodia, Macalister and Sou (2006) also found that English lecturers, who were
competent and qualified to teach English language, did not feel confident in designing
teaching materials for specialised discipline courses. While challenge of the lack of specialist
subject knowledge among ESP teachers is often seen as a challenge, this view has been
rejected by many ESP authors and practitioners (Macalister & Sou, 2006). Ferguson (1997),
for example, argues that teachers who know the theory and practice of appropriate teaching
methods, know how to help students acquire the language and they can deal with this issue.
Training is considered crucial for the implementation of a course (Markee, 1997). In the
quantitative phase, many participants saw training as an effective measure to deal with
English lecturers who have little knowledge of students’ specialisation. In the qualitative
phase, many English lecturers acknowledged their lack of confidence in teaching ESP
courses. To solve this issue, many participants suggested that subject lecturers organise inhouse training or workshops for the potential ESP lecturers. It was also suggested that ESP
lecturers and subject lecturers work together in the design of the ESP course. Another
measure was collaboration between students and English lecturers, but this measure received
criticism. The English lecturers suggested that the management team distribute the workload
equally to all lecturers, and they all take turns to teach ESP courses for equity purposes.
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7.3.4.2 Students’ low English proficiency
Students’ low English proficiency is a challenge in the EFL context. In fact, the low and
mixed English proficiency among EFL students is common not only in English classes in
Cambodia but also throughout the world in developing countries. For example, in the context
of Iranian higher education, Atai and Shoja (2011) found a large number of students with
poor English proficiency in the ESP classes, and this presented a significant challenge for
teaching the ESP course. This is not only the case in ESP classes; this phenomenon is also
common in general English classes, throughout the world, including in Cambodia (Renaud et
al., 2007). Basturkmen (2010) and Richards (2001), nonetheless, argue that in an ESP course,
students must possess a high level of general English proficiency.
To assist with this challenge involving students with low and mixed English proficiency in
the ESP classes, many interviewed participants recommended placement tests and a
supplementary or bridging course. The idea of placement tests was thought to be important
for placing the students at the right levels. At present, placement tests are implemented in a
number of HEIs in Cambodia; however, the majority of HEIs have been placing their students
in English classes according to their year level and specialisation, resulting in English classes
with students of mixed abilities.
Morante (2012) argues that when employing appropriate methods, placement tests help
students succeed in their learning. The test results also assist in establishing pre-requisite
requirements for the ESP and bridging courses. Organising a bridging course for low-level
students enables students to study effectively in the ESP course. Swartz and Cilliers (2013)
recommend tertiary bridging course or academic programs that focus on language
supplementation. A bridging course, however, consumes a lot of time and resources. In fact,
in Cambodia a bridging course is feasible only for Category A universities; developing a
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bridging program would be a challenge for the other three Categories of university. Another
option for the course designers is to place low-level students into the general English course
prior to their enrolling in the ESP course. Moreover, if the course is an elective at an
intermediate level, as is the preference of most stakeholders in this study, this prevents
students with a low general English proficiency from entering these classes.
7.3.4.3 Teaching facilities and materials
Teaching facilities and materials are another two challenges raised by the participants in the
questionnaire responses. For teaching facilities, the interview findings revealed participants’
concern about the need for modern teaching facilities, such as computer labs, for the course.
However, the biggest challenge identified by not only students and graduate employees, but
also English lecturers was the selection and design of appropriate teaching materials. While
students and graduate employees preferred authentic materials relating to students’ specialised
subjects, English lecturers wanted to adopt commercial textbooks for the course. The issue of
designing ESP teaching materials was also recognised in a number of other studies. For
example, Macalister and Sou (2006) found that English teachers felt reluctant to design
teaching materials, although they were qualified English teachers.
Collaboration between English and subject lecturers, which was raised by many qualitative
participants, included co-design of teaching materials. It was suggested that English lecturers
consult with subject lecturers about the design of ESP teaching materials. Several studies also
supported collaborative or co-designed teaching materials for the ESP course (Ahmed, 2014).
ESP lecturers are considered the experts in language, whereas subject lecturers are the
specialists in the students’ specialisation. However, to work together is a big challenge for
both sides. In the qualitative phase, many complained that they had busy teaching and
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working schedules, so they might not have time available for designing material together.
Many English lecturers thought that teaching the ESP course would increase their workload
and exert unnecessary demands. They felt strongly that the management should be aware of
these issues and distribute workloads accordingly and facilitate the design process (Ahmed,
2014).
With regard to teaching materials, a number of options were introduced by the participants in
both phases, including utilising commercial textbooks, teacher-made materials, authentic
materials and guest speaker notes. Using commercial textbooks is convenient for ESP
lecturers because books and accompanying resource materials are ready made and available.
However, they might not directly reflect the students’ needs and context. Perhaps a
combination of commercial textbooks and subject-based teaching material can be utilised.
Perhaps the government could introduce a working group to be in charge of the evaluation of
ESP textbooks and material design to be located within the HEIs.
The above discussion of findings needs to be considered in ESP course design in Cambodian
higher education, and also in other similar contexts. In response, section 7.4 below offers
recommendations for HEIs in Cambodia.
7.4 Recommendations arising from the study
This research was primarily a case study of a Cambodian university’ Faculty of Science, thus
any generalisation of the findings needs to be treated with caution and care. Even so, what has
been made evident in this research is typical of higher education institutions in Cambodia (see
Section 3.2.3, pp. 76-78). Therefore, the recommendations offered in this section could well
be considered applicable to other Science Faculties and institutions in Asia generally with
similar EFL contexts but in Cambodia specifically.
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Based on the widespread support given by the stakeholders of this study (see Section 7.3.1), it
is evident that the ESP course should be implemented in Cambodian higher education
institutions. Hence, relevant stakeholders, especially those in the English departments, should
start working towards planning and collaborating on the establishment of an ESP course.
It would be worthwhile for universities to work towards designing a curriculum in support of
the ESP course. This would include revision of the English subject offerings, and developing
specific goals and demarcating content areas as discussed below, specifically taking into
account students’ needs and the Cambodian and institutional contexts. The findings of this
study can be adopted or at least employed as a guide, in the design of the ESP course in the
different institutions. This study can also be used as a model for conducting further regional
needs analysis studies in Category A, B or other Cambodian institutions before the ESP
course implementation.
This section presents recommendations for ESP course design in the context of Cambodian
higher education based on the findings, and cover stakeholder recommendations and the
contextual analysis of this research. The recommendations are divided into two main areas.
The first addresses ESP course components describing course scope, duration, syllabus,
assessment, content and materials. The second considers contextual issues in ESP course
design, including ESP teacher, student and implementation.

7.4.1 ESP course scope, duration and syllabus
7.4.1.1 The course scope
The ESP course should be elective to allow flexibility and enable students with intermediate
proficiency to select this course. In addition, the course should comprise skills instruction for
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both academic and occupational purposes, which reflect students’ current and anticipated
future needs.
To provide a smooth transition from the current situation where general English is
predominant (see Section 1.1.2, pp. 5-7), each institution or DHE could begin with an
evaluation of their existing English course curricula, a review which will help avoid any ESP
course content overlap with existing courses including general English and ESP courses if
they exist.
7.4.1.2 The course duration
It is suggested that, for the Faculty of Science, the duration of the ESP course should be at
least two semesters. Any shorter duration would not allow for coverage of the skills and
topics necessary for students’ various specific disciplines and sufficiently to be of value to
them in their future careers. The first semester could cover mainly academic skills for
students’ current needs, and the second should be more focused on skills for professional
purposes.
7.4.1.3 The course prerequisite
It is recommended that the pre-requisite requirement for the ESP course be intermediate level
English. To gain full advantage from the ESP course, students would need to have a solid
level of English language proficiency (Basturkmen, 2006, 2010; Richards, 2001). Students
whose general English proficiency is lower than intermediate level should study the general
English courses, or take bridging courses or additional courses offered in HEIs to reach the
perquisite level and then move into the ESP course.
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7.4.1.4 The course syllabus
No single syllabus type can fully accommodate the content and teaching in the ESP course
(Graves, 2008). An integrated syllabus is needed for the prospective ESP course, combining
skills-based, competency-based, and task-based syllabi and also genre-based syllabi. To help
students acquire and perform language skills, the tasks for the ESP course need to incorporate
both pedagogical and real-world tasks, which in practice may be integrated with appropriate
materials and lesson plans. While pedagogical tasks, such as a problem solving, enhance
learners’ language acquisition, real-world tasks, such as offering a presentation or writing
reports, improve the students’ confidence and language competency in the real-world setting
and offer practical workplace skills.
7.4.1.5 The course content
It is highly recommended that the skills and topics covered in the ESP course be taught in an
integrated manner rather than discretely. Students communicate amongst themselves more
effectively when there is integration rather than in discrete instruction (Ellis, 2004; Nunan,
2004) and this would encourage peer assistance and students’ independent learning. Based on
the results of this research, skills and tasks can be prioritised in the following manner: crosscultural communication, writing, vocabulary, reading, grammar, listening, speaking and
business communication. There should be an integration of all language skills learning though
tasks that also involve learning strategies to enhance specialised vocabulary, research,
intercultural communication, and oral and written communications for professional purposes.
Details regarding the specific skills and tasks of the ESP course content areas can be found in
Section 7.3.3.
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7.4.1.6 The course assessment
All assessments of the ESP course should directly reflect the purpose and aims of the course
and be part of the syllabus design. It is recommended that a larger proportion of formative
assessment than summative assessment is needed rather than what is currently the norm.
While both assessment types theoretically evaluate what students have achieved from the
course objectives, formative assessment is thought to enhance students’ learning and assist
them in developing process objectives whereas summative assessment is weaker in this
respect. Examples of formative and innovative assessment include peer assessment and
portfolio assessment, so these would need to be included alongside summative assessment,
which would include tests and exams. A range of assessment tasks should also be designed so
that student needs are adequately addressed (H. D. Brown & Abeywickrama, 2010).
7.4.1.7 The course materials
A review of the existing EAP materials in use is needed to help with any ESP materials
development. Materials must suit the needs of students in the Cambodian context. In the
design of ESP materials, collaboration between ESP and subject lecturers is essential.
Relevant materials are needed; materials that reflect students’ discipline and professional
contexts should be evaluated by both sides. Subject lecturers, who are both specialists in the
students’ field and know students’ academic needs, can collaborate with ESP lecturers and/or
course designers in choosing appropriate English language teaching materials that will
encourage students’ skills development in ways that are consistent with the purposes of the
course.
As an alternative, or with a view to using them alongside locally prepared materials, ESP
course designers can evaluate and adopt commercial ESP textbooks and then progressively
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work towards the design of more appropriate materials if and as needed. This process can help
build English lecturers’ confidence in developing ESP course materials. Equally important is
the training of prospective ESP lecturers in materials development. The government would do
well to assign a working group that undertakes to design a set of appropriate teaching
materials for HEIs.

7.4.2 ESP course contextual issues
7.4.2.1 Teacher qualification and training
It was evident in the findings of this research that finding qualified ESP lecturers for the
course is a challenge. Either English lecturers or subject lecturers are potential ESP lecturers,
but it is important that ESP lecturers be supported through such as training and mentorship in
the implementation of a curriculum (Graves, 2008). To organise workshops and a mentorship
program, cooperation between English lecturers and subject lecturers is needed and should be
encouraged, especially for the ESP course delivery in the first year. Also, the training and
mentorship program should be ongoing as ESP lecturers need to stay connected with the
developments in the specialised fields (Gollin-Kies et al., 2015) and aware of any updates or
changes to the content of undergraduate courses in the specialised field.
7.4.2.2 Student’s low English proficiency
It was clear from the findings that undergraduate students who have a low English proficiency
is a potential issue in ESP course design. General English and bridging courses are needed.
Students, whose placement test results are lower than the intermediate level, should attend the
university’s general English or English bridging courses prior to enrolling in the ESP course.
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Universities themselves can determine how this could be best implemented, based on their
actual circumstances. HEIs with English instruction programs for three and more semesters
can have their students raise their general English proficiency through the general English
program. However, HEIs with an English instruction program that is fewer than three
semesters should consider assisting the low proficiency students to improve their general
English through bridging or supplementary courses.
7.4.2.3 Course specificity and implementation issues
It was apparent that a discipline ESP course was considered preferable, but HEIs need to be
aware of their available resources before making a commitment to this approach. To save
financial and human resources, in the first stage of the prospective ESP course, a year trial of
Faculty-based ESP courses is recommended. An evaluation of the trial period can offer useful
and feasible suggestions for the development of other upcoming ESP courses.
During the ESP course trial period, some ESP classes could be co-taught by both ESP and
subject lecturers (Chien et al., 2008). This type of implementation enhances the ESP
lecturers’ knowledge of the students’ new discipline and also their confidence in teaching. To
make this work, a clear distribution of workload for ESP lecturers is needed to avoid
confusion and a positive attitude towards the collaboration by both parties.
Fortunately, Cambodian HEIs have technical training and financial support from World Bank
funds that are intended for developing English for specific academic purposes curricula for
their institutions, which means the funds cover ESP curriculum design. Although the funds
end in late 2017, money has been allocated for designing materials that are applicable for the
Cambodian students’ needs and context (DHE, 2014a). Additionally, under the sponsorship of
the World Bank, DHE has trained English lecturers and also provided technical support for
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Cambodian HEIs as a way of assisting in the English language curriculum development for
their institutions (see Section 1.1.2, pp.5-7). Given that financial support is likely to be
available, there is reason to believe that HEIs have the resources to pursue the development of
ESP courses as recommended; it certainly is the situation for the university that was the focus
of attention in this study.
7.5 Limitations of the study
Similar to other empirical research studies, the current study has encountered certain
limitations. Since this study aimed to act as a needs and situation analysis model for ESP
course design in the Cambodian higher education context, the discussion in this section
focuses on the limitations of the research methods used (7.5.1) and of the model that has been
developed from the research findings (7.5.2).

7.5.1. Limitations of the methods
The current research employed a case study approach to investigate stakeholders’ perceptions
of an ESP course design for the Faculty of Science at a Cambodian university. The findings
from this study therefore might be considered mainly applicable to Faculty of Science
graduates. This may be so, but for the current study a research site was selected which would
be a good representative case for other Cambodian universities: this university is a category C
university and thus resembles the majority of Cambodian HEIs which are also category C
institutions (DHE, 2014b). In addition, this study employed systematic sampling techniques
for both the quantitative and qualitative phases of the research to ensure that the findings
reflect the actual situation of the research site. The quantitative phase, on the one hand,
employed a census sampling technique for onsite participants, based on the concept of
statistical representativeness. The qualitative phase, on the other hand, used a purposive
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sampling technique, the decision being based on the principle of in-depth investigation but
also the assurance of sufficiency and saturation of information.
Another limitation lies with the selection of industry stakeholders, which required the
researcher to employ a snowball sampling technique in addition to the census sampling
technique in the selection of graduate employees and employers for the participants in the
quantitative phase. Not all graduate employees and employers could be contacted because
their contact details had changed after their graduation. In addition, a number of contactable
prospective participants refused to participate in the study. Therefore, the snowball sampling
technique was used to increase the number of the industry stakeholders, where ideally a
random sampling technique would have been preferable. It was simply not a feasible option
for this research project.
The last limitation of the methods is the lack of other research instruments, including
document analysis, expert intuitions, language audits, observation, ethnographic methods, and
text-based analysis. It is acknowledged that discipline specific documents and the existing
English course syllabuses could have offered broader insights into the ESP students’ needs. It
is anticipated that such document analysis of teaching materials and English courses would be
done in the future in the different institution and this was beyond the scope of this thesis. As a
practical issue, this study could not employ all the data sources; however, to triangulate the
data, this study employed mixed methodology approach, combining quantitative and
qualitative methods to identify the ESP needs for the undergraduate students and involving
relevant stakeholders.
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7.5.2 Limitations of the model
The model presented in this study was built as the first attempt to draw together significant
elements in a needs analysis for this context. It has several limitations that need to be
recognised here. The model was built based on a detailed review of the relevant literature,
other needs analysis studies and by adopting and adapting questions from other
questionnaires. The model could have started with a qualitative inquiry, and then proceeded
with a quantitative inquiry. This could have assisted in building the content areas and
questionnaire items. However, this research identified many overlapping areas between the
qualitative and quantitative phase; moreover, the qualitative phase elaborated many of the
questionnaire responses. Additional items in the questionnaire (needs analysis model) could
have included activities and genres, but these were not evident until the qualitative phase of
this research had been completed. Notably though, additional items in the questionnaire
would have made it quite long, which experienced researchers warn against (Dornyei, 2003).
In terms of application, the model is restricted to the context of English as a foreign language
for undergraduate science students, although it might also be applicable to students of
engineering and other technological specialisations. Particularly, the model integrates six
disciplines, Biology, Chemistry, Computer Science, Environmental Science, Mathematics and
Physics. Thus, course designers with a single discipline focus might need to adapt only the
findings from the relevant discipline, as shown in the findings chapters. The model shows the
first stage in developing an ESP course design model, which incorporates needs and situation
analysis, but it might also be applicable for evaluating and possibly modifying existing ESP
courses. However, this model has not yet been trialled and evaluated, which leaves a gap for
researchers to embark on in the future.
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7.6 Implications for future research
The gaps that are evident and noted in the previous section indicate several directions for
future studies are suggested.
Since the current study focused on the Faculty of Science of a Cambodian university, future
research should also conduct a needs and situation analysis of other faculties and at other
Cambodian universities, to increase the generalisability of the current findings. Exploring
stakeholders of other faculties, such as education, communication or health, may reveal
specific findings about assessment and curriculum design that are appropriate for those
faculties. Moreover, an investigation of stakeholder perceptions of other Cambodian higher
education institutions could lead to a comparison and triangulation of the findings of the
current study.
This study conducted a needs and situation analysis for the development of the ESP course:
studies in the future could conduct a thorough evaluation of the developed ESP course. After
the ESP curriculum is implemented, examining and evaluating the effectiveness and
efficiency of the curriculum is a necessity. To do this, a number of questions should be
answered:

•

Is the curriculum achieving its goals?

•

What is happening in the classrooms and [universities] where it is being
implemented?

•

Are those affected by the curriculum (e.g., teachers, administrators, students,
parents, employers) satisfied with the curriculum [and what they teach]?

•

Have those involved in developing and teaching [an ESP] course
[appropriately taken into account all relevant factors]?
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•

Does the curriculum compare favourably with others of its kind? (Richards,
2001, p. 286)

7.7 Summary
The special and most valuable contribution of the present study is that it reveals the
perceptions of both academic and industry stakeholder groups within the Cambodian higher
education context about the necessity of progressing with the ESP curriculum development. It
is among the first comprehensive needs and situation analyses in the context of Cambodian
HEIs. The findings of this research will be presented to the Cambodian Ministry of
Education, Youth and Sports for deliberation and discussion and will be available for
assisting with the formation of the foundation and guidelines of the ESP course designed for
and introduced into higher education institutions in the Cambodian context.
In order to maintain the quality of the ESP course after implementation, it is suggested that
course evaluations be planned from the outset and implemented appropriately as part of the
curriculum development cycle. In fact, this study is just the beginning of the ESP course
design journey.
“Coming together is a beginning; keeping together is progress; working together is success.”
Henry Ford.
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APPENDICES
APPENDIX A: Participant information form (English version)
Project Title
A needs analysis study for the development of English for undergraduate specialisation courses: A case study of
a Cambodian university
Researcher
Mr Korop Khat
TESOL, Faculty of Arts and Design, University of Canberra, ACT 2601
Ph: +855 (0)12 600 113
Email: korop.khat@canberra.edu.au
Primary Supervisor
Dr Eleni Petraki
TESOL and Foreign Language Teaching, Faculty of Arts and Design, University of Canberra
Ph: +61 (0)2 6201 5219
Email: Eleni.Petraki@canberra.edu.au
Secondary Supervisor
Dr Emmaline Lear
Academic Skills Centre, University of Canberra, ACT 2601
Ph: +61 (0)2 6201 2124
Email: emmaline.lear@canberra.edu.au
Project Aim

The overall aim of the present study is to investigate stakeholders’ perceptions for the development of
an English for specific/professional purposes (ESP) curriculum for the undergraduate students in
Cambodia. The findings from this research will be used to provide recommendations for developing
an ESP curriculum in RUPP and for other Cambodian higher education institutions that wish to
integrate an ESP course into their undergraduate program.
Benefits of the Project
This study addresses the gap in ESP research by conducting a comprehensive needs analysis and situation
analysis on English language skills for students at the tertiary undergraduate level. Specifically, this study
attempts to address this gap by offering a model in needs and situation analysis to assist in the design of ESP
courses in the Cambodian higher education context.
General Outline of the Project
This study will employ an explanatory mixed methods case study approach combining both quantitative and
qualitative methods. In the quantitative phase, survey questionnaires will be distributed to stakeholders, namely
academic and industry stakeholders (N=500) at RUPP. This will be followed by semi-structured interviews with
volunteer participants (N=30).
Participant Involvement
If you agree to participate in this study, you will be asked to read the participant information sheet and then read
and sign the consent form. Then you will be asked to complete the questionnaire investigating your perceptions
about the need for developing courses of English for RUPP Faculty of Science undergraduate students’
specialization, and information on their duration, syllabus, the content of the course and challenges in
developing these courses. It will take you approximately 20 minutes to complete the questionnaire. You may
return the complete questionnaire when you finish to the researcher or return it to the researcher office 113A
building A of the Royal University of Phnom Penh any time during office working hours (Monday to Thursday:
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8:00 – 12:00; 14:00 – 17:00 and Friday: 8:00 – 12:00).
We would also like to invite you to participate in an interview, to obtain more detailed information on student
professional needs. The interview will take about 30 minutes with the researcher with any of your convenient
time, please fill out your name and contact phone number at the final section of the questionnaire.
Please be informed that the participation in this research is completely voluntary. You may refuse to participate
or withdraw at anytime without any penalty and without feeling any discomfort.
There is no anticipated risk involved in this research. However, you are encouraged to ask any questions or
concerns you may have about the research to the researcher and/or his supervisors.
Confidentiality
Your identity you will provide in this research will be kept completely confidential. The outcomes of this
research will be a Masters thesis and/or publications. However, your personal information will be completely
removed in any such reports.
Anonymity
The information you will provide will be presented anonymously in all reports. Your personal information in the
questionnaire will be coded and your name in the interview will be replaced by a pseudonym. Therefore, your
personal identity such as your name can only be identified by the researcher and his supervisors.
Data storage
All information obtained in this study will be securely stored in a password-protected computer during the
project, and then be retained at the University of Canberra for five years period after the completion of the
research. The information, according to the university policy, will be destroyed to ensure that the information is
no longer usable.
Ethics Committee Clearance
The project has been approved by the University of Canberra’s Human Research Ethics Committee.
Queries and Concerns
If you have any queries and/or concerns about the research, please do not hesitate to contact the researcher
and/or his supervisors, whose contact details are mentioned above.
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APPENDIX B: Participant information form (Khmer version)
សំណ$ំែបបបទពត៌មនអ្កចូលរួម

ចំណងេជើងគេ្មង
ករសិក&'ត្ម$វករ និងករវ'ភគស+,នភពស្មប់ករអភិវឌ&'កម្វ+ធីសិក$%ភសអង់េគ្សESP
ក្#ងបរ'បទឧត្មសិក/0កម្#ជ

អ្ក្សវ្ជវ
េលក ខត់ េគរព
TESOL, Faculty of Arts and Design, University of Canberra, ACT 2601
ទូរស័ព:្ +855 (0)12 600 113
អ៊#ែម៉ល: korop.khat@canberra.edu.au
ស"ស#$ចរ$'ែណនំ ទី១
បណ#ិត េអេលននី េផត្តគី
TESOL and Foreign Language Teaching, Faculty of Arts and Design, University of Canberra
ទូរស័ព:្ +61 (0)2 6201 5219
អ៊#ែម៉ល: eleni.petraki@canberra.edu.au
ស"ស#$ចរ$'ែណនំ ទី២
បណ#ិត េអម$%លីន លរ
Academic Skills Centre, University of Canberra, ACT 2601
ទូរស័ព:្ +61 (0)2 6201 2124
អ៊#ែម៉ល: emmaline.lear@canberra.edu.au
េគលបំណងរបស់គេ្មង
េដើម%&ីជួយេដះ្សយប01% និងរួមចំែណកបំេពញនូវគម&'តករ្សវ្ជវក្0ងវ2ស័យអប់រ9 ភសអង់េគ្សESP
ករសិក"#េនះបនេធ្ើករវ.ភគត្ម4វករ ក្#ងេគល
បំណងេដើម)*ីេធ្ើករេសុើបអេង្តទស)6នៈភគីពក់ព័ន្អំពីជំនញភសអង់េគ្សESP
ស្មប់និស"#ិតមហវ$ទ&'ល័យវ$ទ&'ស,ស្េនក្%ងសកលវ*ទ,-ល័យកម្$ជមួយ។
ជពិេសសករសិក&'េនះមនេគលបំណងផ្ល់គំរូវ&ភគត្ម+វករ និងស%&នភពេដើម%&ីភិវឌ%&
កម្វ%ធីសិក$%ភសអង់េគ្សESP ក្#ងបរ'បទឧត្មសិក/0កម្#ជ។ កររកេឃើញៃនករ
្សវ្ជវេនះនឹងផ្ល់អនុសសន៍ស្មប់្គឹះស56នឧត្មសិក6<ក្>ង្បេទសកម្>ជ
និងបណ&'្បេទសេផ'-ងេទៀតែដលមនបរ#បទ្សេដៀងគ,-។
អត្្បេយជន៍ៃនគេ្មង
ករ្សវ្ជវេនះបនជួយបំេពញគម#$តក្(ងករ្សវ្ជវវ0ស័យអប់រ7ភសអង់េគ្សESP
េដយេធ្ើករវ*ភគត្ម0វករ និងស%&នភពជំនញភសអង់េគ្សសំរប់និស&5ិតក្មិត បរ#$%&ប្ត។
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ជពិេសស, ករ្សវ្ជវេនះព+,យមបំេពញគម#$តេនះ េដយករផ្ល់នូវ
គំរូម៉ូែដលមួយៃនករវ)ភគត្ម$វករ និងស%&នភព េដើម&-ីជួយ អភិវឌ&'កម្វ+ធីសិក$%ភស អង់េគ្សESP
ក្#ងបរ'បទឧត្មសិក()កម្+ជ។
េ្គងទូេទៃនគេ្មង

ករសិក&'េនះនឹងេ្បើ្បស់វ3ធីស7ស្្សវ្ជវពន&;ល់ច្មុះ (explanatory mixed methods)
រួមប%្'លគ*+រវងវ/ធីស3ស្បរ/មណ និងគុណភព។ េនក្%ងដំណ ក់កល
បរ#មណក្មងសំណ,រស្ង់មតិនឹង្ត3វែចកជូនអ្កពក់ព័ន្រួមមន និស@Aិត សCសD@ចរ@F
េនសកលវ'ទ)*ល័យភូមិន្ភ្ំេពញ និងនិេយជកនិេយជិតកំពុងបំេរ)ករងរ (N=500) ។
អ្ក្សវ្ជវ នឹងបន្ករ្សវ្ជវេដយសម45សន៍ជមួយអ្កចូលរួមស្័្គចិតត
្ (N=30)។
សំរប់អ្កចូលរួម
្បសិនេបើអ្កយល់្ពមចូលរួមក្4ងករសិក78េនះ សូមអនសំណ=ំែបបបទពត៌មន
របស់អ្កចូលរួមបន#$ប់មកសូមអន និងចុះហត្េលខេលើសំណ$ំែបបបទៃនករយល់្ពម។
បន#$ប់មកសូមអ្កជួយបំេពញក្មងសំណ6រស្ីពីករយល់េឃើញរបស់អ្កអំពីត្ម?វករចំបច់ស្មប់ករអភិ
វឌ#$វគ្សិក#*ភសអង់េគ្ស ស្មប់ជំនញនិស,-ិតបរ#$%&ប្តមហ វ#ទ&-ល័យវ#ទ&-ស2ស្
េនសកលវ%ទ'(ល័យភូមិន្ភ្ំេពញ រួមមនពត៌មនទក់ទងអំពី ថិរេវល មតិករបស់ វគ្សិក-.
និងប%&'្បឈមេផ#$ងៗក្#ងករអភិវឌ,-វគ្សិក,1ទំងេនះ។
អ្កនឹងចំណ យេពល ្បែហល២០នទី េដើម()ីបំេពញក្មងសំណ,រ។ អ្កអច្បគល់
ក្មងសំណ(រែដលបំេពញរួចដល់អ្ក្សវ្ជវផ&'ល់ ឬ ្បគល់ក្មងសំណ,រេទកន់បន្ប់ ១១៣A អគA
ករ#យល័យអ្ក្សវ្ជវេន សកលវ%ទ'(ល័យភូមិន្ភ្ំេពញរល់េម9'ង េធ្ើករចប់ពី ៃថ្ច័ន្ ដល់្ពហស01តិ
េម#$ង ៨:០០ - ១២:០០ និង ១៤: ០០ - ១៧:០០ និងៃថ្សុ្ក េម*+ង ៨:០០ - ១២:០០។

សំរប់និស()ិតប+្ប់ករសិក(0េនសកលវ%ទ'(ល័យ ភូមិន្ភ្ំេពញ
សូមអ៊&ែម៉លក្មងសំណ/របំេពញរួចេទកន់ korop.khat@canberra.edu.au ។
សូមអេ&្ើញចូលរួមេនក្1ងបទសម67សមួយេដើម7:ីទទួលបនព័ត៌មនលម្ិតបែន្មេទៀត
េទេលើត្ម(វករភសអង់េគ្សស្មប់ជំនញវ:ជ<=ជីវៈរបស់និស'(ិតបរ*+,'ប្តេនសកលវ*ទ'5ល័យភូមិន្ភ្ំ
េពញ។ សំរប់បទសម%&សន៍េនះអ្កនឹងចំណ យេពល ្បែហល៣០នទី
ក្#ងេពលេវលណមួយែដលងយ្សួលស្មប់អ្ក។ សូមបំេពញេឈ*+ះនិងេលខទូរស័ព្
ទំនក់ទំនងរបស់អ្ក េនក្%ងែផ្កចុងេ្កយៃនក្មងសំណ$រ។
សូមជំរបជូនថករចូលរួមេនក្3ងករ្សវ្ជវេនះគឺជករស្័្គចិត្។ អ្កអច បដិេសធមិនចូលរួម
ឬដកខ្#នេចញបន្គប់េពលេវលេដយគ-.នករពិន័យ េហើយពុំមន ករប៉ះពល់ដល់អរម្ណ៍។
អ្កចូលរួមពុំមនកររ0ពឹងទុក នឹងករ្បឈមជមួយហនិភ័យណមួយក្#ងករចូលរួម ករ្សវ្ជវេនះ។
េទះជយ&'ងេនះក្ី អ្ក្ត1វបនេលើកទឹកចិត្ឱ'<សួរសំណBរ ឬ បង#$ញ ពីករ្ព%យបរម្ ែដលអ្កមន
ចំេពះករ្សវ្ជវេនះេទកន់អ្ក្សវ្ជវ ឬ ស#ស$%ចរ%(ែណនំ។
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កររក$%ករសំងត់
អត្ស%&'ណរបស់អ្កេនក្0ងករ្សវ្ជវេនះ នឹង្ត:វបនរក&'ទុកជករសម.&ត់។
លទ្ផលៃនករ្សវ្ជវេនះរួមមន និេក្បបទថ78ក់បរ:;<8ប្តជន់ខ្ស់ និង/ឬ ករេបះ ពុម្ផ,-យ។
ប៉ុែន្ព័ត៌មនផ()ល់ខ្.នរបស់អ្កនឹង្ត8វបនយកេចញទំង្សុងពីក្Cង របយករណ៍ទំងអស់។
ភពអនមិក
ព័ត៌មនែដលអ្កបនផ្ល់ នឹងមិនបេ7្ញេឈ;<ះេនក្%ងរបយករណ៍េនះេទ។
ព័ត៌មនផ()ល់ខ្.នរបស់អ្កេនក្7ងក្មងសំណ=រនឹង្ត?វបនដក់េលខកូដនិងេឈG)ះរបស់
អ្កេនក្&ងបទសម,-សន៍ នឹង្ត3វបនជំនួសេដយេឈ#$ះែក្ងក+$យ។ ដូេច្ះអ្កែដលអច
កំណត់អត្ស)*+ណរបស់អ្កដូចជេឈ5+ះរបស់អ្ក មនែតអ្ក្សវ្ជវ និងស?ស@+ចរ#$ែណនំែតប៉ុេណ+,ះ។
ករផ្%កទិន្ន័យ
ព័ត៌មនទំងអស់ែដលទទួលបនក្5ងករសិក9:្សវ្ជវ នឹង្ត@វបនរក9AទុកយD9ងមន
សុវត្ិភពក្+ងកុំព./0ទ័រករពរេដយេលខសម<.ត់ ក្+ងអំឡ+ងេពលេធ្ើគេ្មងេនះ។ បនJ.ប់
មកនឹង្ត(វបនរក,-ទុកេនឯសកលវ5ទ,6ល័យកង់េបរ<,ស្មប់រយៈេពល្បំឆ"#ំបន'#ប់ពីករប-្ប់ៃនករ
្សវ្ជវេនះ។ េយងតមេគលនេយបយរបស់សកលវ6ទ89ល័យ កង់េបរ<8
ទិន្ន័យនឹង្ត+វបនបំផ12ញេចលេដើម2:ីធនថព័ត៌មនទំងេនះ មិនអចេ្បើ្បស់បន្េទៀតបនេឡើយ។
ករអនុម័តរបស់គណៈកម12ធិកសីលធម៌
គេ្មងេនះ្ត)វបនអនុម័តេដយគណៈកម56ធិករ្សវ្ជវសីលធម៌មនុស*+របស់
សកលវ%ទ'(ល័យកង់េបរ0'
សំណ$រ និងករ្ព,យបរម្
្បសិនេបើអ្កមនសំណ.រ និង/ឬករ្ព&យបរម្ណ មួយអំពីករ្សវ្ជវេនះ សូម
កុំស%&ក់េស្ើរក្.ងករទក់ទងអ្ក្សវ្ជវ និង/ ឬ ស#ស$%ចរ%(ែណនំែដលមនព័ត៌មន ទំនក់ទំនងលម្ិត
េនែផ្កខងេលើៃន ទ្មង់ែបបបទេនះ។
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APPENDIX C: Consent form (English version)
Project Title
A needs analysis study for the development of English for undergraduate specialisation courses: A case study of
a Cambodian university

Consent statement
I have read and understood the information about the research. I understand that my participation in the research
is voluntary and I can withdraw from the research at any time without penalty and feeling discomfort. I am not
aware of any medical conditions, which would prevent my participation, and I agree to participate in this
research.
I also understand that if I have any questions and/or concerns about the research, I can contact Mr Korop Khat
(Researcher), Dr Eleni Petraki (Primary Supervisor), and/or Dr Emmaline Lear (Secondary Supervisor) whose
contact details are in the participant information form.

Name:
Signature:
Date:
Note: After the completion of the research, if you wish to read the results of the research, there will be a copy of
the research report in the form of a thesis available at the English Language Support Unit room 113A, Building
A, the Royal University of Phnom Penh, Cambodia.
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APPENDIX D: Consent form (Khmer version)
សំណ$ំែបបបទករយល់្ពម
ចំណងេជើងគេ្មង
ករសិក&'ត្ម$វករ និងករវ'ភគស+,នភពស្មប់ករអភិវឌ&'កម្វ+ធីសិក$%ភសអង់េគ្សESP
ក្#ងបរ'បទឧត្មសិក/0កម្#ជ

េសចក្ីែថ្ងករណ៍ករយល់្ពម
ខ្#ំបនអន និងយល់អំពីករ្សវ្ជវេនះ។ ខ្#ំដឹងថករចូលរួមរបស់ខ្#ំេនក្#ងករ្សវ្ជវេនះគឺ
ជករស្័្គចិត្ េហើយខ្3ំអចដកខ្9នេចញពីករ្សវ្ជវេនះេនេពលណមួយេដយគ+,នករ ពិន័យ
និងករប៉ះពល់អរម្ណ៍។ ខ្#ំ ពុំបនដឹងពីលក្ខណ1សុខភពណមួយែដលអចទប់ស?@ត់ ករចូលរួមរបស់ខ្#ំ
េហើយខ្'ំបនយល់្ពមចូលរួមក្'ងករ្សវ្ជវេនះ។
ខ្#ំក៏បនដឹងថ ្បសិនេបើខ្.ំមនសំណ2រ និង/ឬករ្ព&យបរម្ណ មួយអំពីករ្សវ្ជវេនះ ខ្8ំអចទក់ទង
េលក ខត់ េគរព (អ្ក្សវ្ជវ) បណ#ិត េអេលននី េផត្តគី (ស"ស#$ចរ$' ែណនំទ១
ី ) និង/ឬ បណ#ិត
េអម$%លីន លរ (ស"ស#$ចរ$'ែណនំទ២
ី )ែដលមនព័ត៌មនលម្ិត ទំនក់ទំនង
េនក្%ងសំណ%ំែបបបទពត៌មនអ្កចូលរួម។

េឈ#$ះ
ហត្េលខ
កលបរ%េច្ទ
សំគល់: បន#$ប់ពីករប*្ប់ៃនករ្សវ្ជវេនះ ្បសិនេបើអ្កចង់អនលទ្ផលៃន
ករ្សវ្ជវេនះសូមអនច/0ប់ចម្ងៃនរបយករណ៍្សវ្ជវេនះ (និេក្បបទ)
ែដលនឹងតម្ល់ទុកេនករ2យល័យ កម្វ2ធីគំ្ទភសអង់េគ្ស ១១៣A, អគរA
ៃនសកលវ'ទ)*ល័យភូមិន្ភ្ំេពញ។
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APPENDIX E: Questionnaire for academic stakeholders (English version)
A needs analysis study for the development of English for undergraduate
specialisation courses: A case study of a Cambodian university (For academic
stakeholders)
This questionnaire aims to investigate your perceptions of the need for developing new
English support/ English for specific purposes (ESP) courses in the Faculty of Science at the
Royal University of Phnom Penh (RUPP). ESP courses here refer to English courses, which
help undergraduate students for their specialisation and future career. All responses received
will remain completely anonymous.
A. Demographic information
Please circle your response to the statement below.
A1. Role:
1. Lecturer
2. Student
A2. Specialisation:
1.
2.
3.
4.
5.
6.
7.

Biology
Chemistry
Computer Science
Environmental Science
Mathematics
Physics
English
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B. General Perceptions about RUPP undergraduate students’ needs in the English
language
Please circle the response to the statements below.
Totally
agree

Agree

Disagree

Totally
disagree

Don’t
know

B1. The English subject is
necessary for RUPP undergraduate
students in the Faculty of Science.

1

2

3

4

5

B2. Developing skills in English for
occupational purposes is importance
for RUPP undergraduate students in
the Faculty of Science.
B3. Developing skills in English for
academic purposes is important
RUPP undergraduate students in the
Faculty of Science.
B4. There should be ESP courses
for RUPP undergraduate students in
the Faculty of Science in addition to
the current English for academic
courses.

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

I think that…

C. Needs analysis
C1. Contents for the ESP courses
Please circle the option, which you think should be included in the ESP courses. You may
circle more than one choice.
C1.1. Speaking
1. Presentation skills
2. Group discussion skills
3. Debating skills
4. Pronunciation skills
5. Other (please specify)
C1.2. Listening
1. Listening strategies (e.g. listening for main ideas, listening for detailed information)
2. Understanding a variety of accents
3. Note-taking skills
4. Understanding main ideas on TV and radio
5. Comprehending messages from conversations, reports, and presentations
6. Listening to instructions (e.g. instructions for assignments)
7. Listening to lectures
8. Other (please specify)
C1.3. Reading
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1. Reading strategies (e.g. reading for main ideas, reading for details)
2. Speed reading skills
3. General comprehension skills
4. Reading specialist texts
5. Reading textbooks
6. Reading technical journal articles
7. Reading technical manuals
8. Reading instructions for assignments
9. Reading authentic texts (e.g. newspaper, internet, report)
10. Other (please specify)
C1.4. Writing
1. Writing laboratory reports
2. Writing field-trip reports
3. Writing assignments
4. Writing emails
5. Writing different text types
6. Writing summaries
7. Note-taking skills
8. Other (please specify)
C1.5. Vocabulary
1. Vocabulary strategies (e.g. guessing the vocabulary meaning from context)
2. Using vocabulary in context
3. Learning specialist vocabulary
4. Word formation and family skills (e.g. noun, verb, adjective, adverb)
5. Pronouncing specialist vocabulary
6. Other (please specify)
C1.6. Grammar
1. Present simple (e.g. She gets up at 6 o’clock.)
2. Past simple (e.g. They went shopping yesterday.)
3. Present perfect (e.g. We have been to Siem Reap two times.)
4. Reported speech (e.g. It is suggested that…)
5. Passive voice (e.g. This was announced yesterday.)
6. Logical connectors (e.g. while, when, because, therefore)
7. Relative clauses (e.g. He is the man who can run very fast: who, which…)
8. Other (please specify)
C1.7. Cross-cultural awareness
1.
2.
3.
4.
5.
6.
7.
8.

Politeness in different cultures
Asking questions in different cultures
Cultural knowledge
Cultural Stereotypes
Taboo language
Agreement and disagreement in different cultures
Avoiding miscommunication
Other (please specify)
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C1.8. Business communication
1. Differences between formal and informal language
2. Communication in business meetings
3. Language for presentations
4. Language for self-introductions
5. Language for telephone interactions
6. Conversation skills (e.g. small talk, turn-taking, interruptions)
7. Business report writing
8. Business letter writing
9. Business email writing
10. Other (please specify)
C2. Necessity of the content for the ESP courses
Please circle your response regarding the necessity of the content to be included in the ESP
courses.
C2.1. For academic purposes
Very
high

High

1
1
1
1
1
1
1

2
2
2
2
2
2
2

1
1

Moderate

Low

Don’t
know

3
3
3
3
3
3
3

4
4
4
4
4
4
4

5
5
5
5
5
5
5

2

3

4

5

2

3

4

5

Content
1. Speaking
2. Listening
3. Reading
4. Writing
5. Vocabulary
6. Grammar
7. Cross-cultural
awareness
8. Business
communication
9. Other (please
specify) ________

C2.2. For future career
Very
high

High

1
1
1
1
1
1
1

2
2
2
2
2
2
2

1
1

Moderate

Low

Don’t
know

3
3
3
3
3
3
3

4
4
4
4
4
4
4

5
5
5
5
5
5
5

2

3

4

5

2

3

4

5

D. Situation analysis
Please circle your response to the statements below.
D1. RUPP undergraduate students should be provided with…
1. the same kind of ESP courses for all departments in the Faculty of Science.
2. different ESP courses for each individual departments in the Faculty of Science.
3. other (please specify)
D2. An ESP course should focus on…
1.
2.
3.
4.

English for students’ technical specialisation (e.g. English for Chemistry)
English for workplace
1 and 2
other (please specify)
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D3. An ESP course should be offered for duration of…
1. one semester.
2. two semesters.
3. three semesters.
4. other (please specify)
Please provide reason(s) for your response in D3:
D4. The ESP course should be a course of…
1. one level.
2. two different levels.
3. three different levels.
4. other (please specify)
D5. The requirement of English proficiency for an ESP course enrolment should be…
1. elementary level.
2. pre-intermediate level.
3. intermediate level.
4. none.
5. other (please specify)
D6. An ESP course should follow or incorporate… (You may circle more than one choice for
this question)
1. a functional syllabus (a course focusing on communicative functions such as
requesting, complaining, suggesting, agreeing)
2. a task-based syllabus (a course organising around tasks students will need to complete
in the target language and in the workplace)
3. a skills-based syllabus (a course focusing on strategies (sub-skills) in writing, reading,
listening, speaking (macro-skills))
4. a competency-based syllabus (a course focusing on students’ performances in specific
skills and/or situations to reach certain standards/ benchmarks)
5. integrated syllabus ( a course reflecting priorities in teaching rather than absolute
choices)
6. other (please specify)
D7. The assessments of an ESP course should include… (You may circle more than one
choice for this question.)
1. Presentation(s).
2. Written assignment(s) (e.g. paragraphs, essay).
3. Quizzes.
4. Midterm test.
5. Final exam.
6. Portfolios.
7. Class participation.
8. Attendance.
9. Research report(s) of workplace visit(s)
10. other (please specify)
D8. ESP courses should be…
313

1. compulsory.
2. elective.
3. other (please specify)
Please provide reason(s) for your response in D9:
D9. Even if the ESP course is not compulsory, the number of enrolments might be…
1. high.
2. low.
3. very low.
4. other (please specify)
D10. The challenges of developing ESP courses may include… (You may circle more than
one choice for this question.)
1. English lecturers with little specialist knowledge of the field.
2. students with low English proficiency.
3. students with mixed English proficiency.
4. lack of teaching materials.
5. limited teaching facilities.
6. other (please specify)
D11. Possible measures to deal with the ESP course development challenges include…
1. developing training for English lecturers to teach ESP courses.
2. collaborative learning and teaching between students and English lecturers.
3. collaborative work between English lecturers and subject specific lecturers.
4. utilising commercial textbooks.
5. inviting guest speakers to provide lectures.
6. other (please specify)
Please provide reason(s) for your response in D12:
D12. Materials to be used in the ESP courses should be… (You may circle more once choice
for this question.)
1.
2.
3.
4.
5.

commercial ESP textbooks.
authentic materials (e.g. newspapers, manuals).
teacher-made materials (e.g. handouts).
guest lecture notes (e.g. power-point presentation)
other (please specify)

E. Additional information
E1. If the researcher would like more information from you, would you be prepared to be
interviewed? The interview will take approximately 30 minutes, and information is
confidential.
1. Yes
2. No
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E2. If so, please give your:
Name: ________________________________________________________
Contact telephone number: ________________________________________

Thank you very much for your help.
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APPENDIX F: Questionnaire for academic stakehoders (Khmer version)
ករសិក&'វ)ភគេទេលើត្ម3វករស្មប់ករអភិវឌ&'ន៍វគ្សិក&.ភសអង់េគ្ស្មប់និស()ិត
ថ"#ក់បរ()*#ប្ត (ESP): ករណីសិក'(របស់សកល វ"ទ$%ល័យមួយេនកម្/ជ

(ស្មប់និស()ិតស"ស#$ចរ$')

ក្មងសំណ(រេនះមនេគលបំណងេធ្ើករពិេ្គះករយល់េឃើញរបស់អ្ក អំពីត្ម(វករករអភិវឌ/0ន៍
វគ្សិក'( ភសអង់េគ្សសស្មប់និស/0ិតបរ345/ប្ត (ESP) េនក្%ងមហវ*ទ,-ល័យវ*ទ,-ស2ស្ៃន
សកលវ%ទ'(ល័យភូមិន្ភ្ំេពញ (RUPP)។ វគ្សិក'( ESP គឺជវគ្សិក)*ភសអង់េគ្សសំរប់ជួយនិស)9ិត
ថ"#ក់បរ()*#ប្តេលើជំនញ ឯកេទស និងអជីពរបស់ពួកេគនេពលអនគត។ ករេឆ្ើយតបទំងអស់របស់អ្ក
នឹង្ត&វបនរក+,ទុកជអនមិក ទំង្សុង។
A. ព័ត៌មនផ()ល់ខ្.ន

សូមគូសរង្ង់េលើេលខៃនករេឆ្ើយតបខងេ្កម (ជេ្មើសអចេ្ចើនជងមួយ)៖
A1. តួនទី៖
1.

និស$%ិត

2. ស"ស#$ចរ$'
A2. ជំនញ៖
1.

ជីវវ$ទ&'

2. គីមីវ%ទ'(
3. ព័ត៌មនវ(ទ*+
4.

បរ#ស%&ន

5. គណិតវ&ទ()
6.

រូបវ%ទ'(

7.

អង់េគ្ស
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B.ករយល់េឃើញទូេទអំពីត្ម4វករភសអង់េគ្សស្មប់និស@AិតថC@ក់បរEFG@ប្តេន RUPP

សូមគូសរង្ង់េលើេលខៃនករេឆ្ើយតបខងេ្កម៖
ខ្#ំគិតថ…

យល់

យល់

មិន

មិន

្សប

្សប

យល់

យល់្សប

្សប

ទល់ែតសស់

ទំង

មិន
ដឹង

្សុង
B1.មុខវ%ជ'(ភសអង់េគ្សពិតជចំបច់ស្មប់និស"#ិត

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

ថ"#ក់ បរ#$%&ប្តៃនមហវ#ទ&/ល័យវ#ទ&/ស4ស្េន
RUPP ។
B2.ភសអង់េគ្សពិតជចំបច់ស្មប់ករងររបស់
និស$%ិតថ($ក់បរ-./$ប្តៃនមហវ-ទ$6ល័យវ-ទ$6ស;ស្
េនRUPPនេពលអនគត ។
B3.ភសអង់េគ្សពិតជចំបច់ស្មប់ឯកេទសរបស់
និស$%ិតថ#$ក់បរ)*+$ប្តៃនមហវ)ទ$3ល័យវ)ទ$3ស8ស្
េន RUPP ។
B4. គួរែតមនវគ្សិក-.ESPសំរប់និស()ិតថ,(ក់
បរ#$%&ប្ត ៃនមហវ&ទ()ល័យវ&ទ()ស.ស្បែន្មពីេលើ
កម្វ%ធីភស អង់េគ្សនេពលបច្.ប/0ន្េន RUPP ។
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C. ករវ$ភគអំពីត្ម.វករ
C1. មតិកស្មប់វគ្សិក-. ESP
សូមគូសរង្ង់េលើេលខៃនមតិក រ"សរេសរក្'ងចេន+,ះខងេ្កម ែដល
អ្កគិតថគួរែតប,្.លេនក្2ងវគ្សិក78ESP ។ (ជេ្មើសអចេ្ចើនជងមួយ)
C1.1. មតិកស្មប់ករនិយយ គួរែតប'្)លនូវ...
1.

ជំនញេធ្ើបទបង()ញ

2.

ជំនញេធ្ើករពិភក/0ជ្កុម

3. ជំនញេធ្ើករពិភក,-េដញេដល (debate)
4.

ជំនញេធ្ើករបេ,្ញសំេឡង

5. េផ#$ងៗ (សូមប%&'ក់)
C1.2. មតិកស្មប់ករស+,ប់ គួរែតប'្)លនូវ...
1.

យុទ្ស&ស្ក្+ងករស/0ប់ (ឧ. ជំនញស&'ប់រកព័ត៌មនេគល, ជំនញស&'ប់រកព័ត៌មនលម្ិត ។ល។)

2. យល់ដឹងពីករបេ-្ញសំេឡង (accents)
3. ជំនញក្$ងករកត់្ត
4.

ករយល់ពីចំណ+ចសំខន់ៗ ក្#ងករស()ប់វ-ទ)/# និងទូរទស()ន៍

5. ករយល់អត្ន័យពីករសន្ន របយករណ៍ និងបទបង'(ញេផ(,ងៗ
6.

ករស$%ប់េសចក្ីែណនំ (ឧ. េសចក្ីែណនំស្មប់កិច្ករ្សវ្ជវ)

7.

ករស$%ប់ពីករបេ្ងៀន

8.

េផ#$ងៗ (សូមប%&'ក់)

C1.3. មតិកស្មប់ករអន គួរែតប'្)លនូវ...
1.

យុទ្ស&ស្ក្+ងករអន (ឧ. ជំនញអនរកព័ត៌មនេគល ជំនញអនរកព័ត៌មនលម្ិត ។ល។)

2. ជំនញក្'ងករបេង្ើនេល123នអន
3. ជំនញទូេទក្+ងករអន
4.

ករអនអត្បទឯកេទស (specialist texts)

5. ករអនេសៀវេភេមេរៀន (textbooks)
6.

ករអនអត្បទបេច្កេទស (journal articles)

7.

ករអនេសៀវេភែណនំ (manuals)

8.

ករអនេសចក្ីែណនំស្មប់កិច្ករ្សវ្ជវ (assignments)

9.

ករអនអត្បទទូេទ (ឧ. កែសត, អ៊#នេធើេណត, របយករណ៍ ។ល។)

10. េផ#$ងៗ (សូមប%&'ក់)
C1.4. មតិកស្មប់ករសរេសរ គួរែតប'្)លនូវ...
1.

ករសរេសររបយករណ៍មន្ីរពិេសធន៍ (Laboratory reports)

2. ករសរេសររបយករណ៍អំពីដំេណើរទស01នកិច្សិក07 (field-trip reports)
3. ករសរេសរកិច្ករ្សវ្ជវ (assignments)
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4.

ករសរេសរអ៊'ែមល

5. ករសរេសរអត្បទេផ+,ងៗគ0+
6.

ករសរេសរេសចក្ីសេង្ប

7.

ជំនញកត់ចំណ ំ

8.

េផ#$ងៗ (សូមប%&'ក់)

C1.5. មតិករស្មប់វក,-សព្ (vocabulary) គួរែតប'្)លនូវ...
1.

យុទ្ស&ស្ក្#ងវក&'សព្ (ឧ. ករទយអត្ន័យពក,-ក្/ងអត្បទ)

2. ករេ្បើ្បស់វក,-សព្េនក្2ងបរ4បទ
3. វក#$សព្ឯកេទស
4.

ជំនញក្'ងករបេង្ើតពក12 និងសន&'នពក'* (ឧ. នម, កិរ$យស័ព្, គុណនម, កិរ$យវ$េសស)

5. ករបេ%្ញសំេឡងេលើវក01សព្ឯកេទស
6.

េផ#$ងៗ (សូមប%&'ក់)

C1.6. មតិកស្មប់េវយ,-ករណ៍ គួរែតប'្)លនូវ...
1.

បច្$ប%&ន្កលធម្ត (ឧ. នងេ្កកពីេកងេនេម+,ង6 ។)

2. អតីតកលធម្ត (ឧ. ពួកេគបនេទទិញឥវ./ន់កលពីម/5ិលមិញ ។)
3. បច្$ប%&ន្កលសំបូរណ: (present perfect) (ឧ. េយើងបនេទេសៀមរបពីរដង។)
4.

កររយករណ៏ (reported speech) (ឧ. គត់្ត%វបនរយករណ៏ថ...)

5. ទំរង់អកម្ (passive voice) (ឧ. លទ្ផលេបះេឆ)*ត្ត-វបន្បកសកលពីម*6ិលមិញ ។)
6.

ឈ"#ប់របស់ល&'ះ (ឧ. ខណៈេពលែដល, េនេពល, ពីេ្ពះ, ដូេច្ះ ។ល។)

7.

អនុ្បេយគ (relative clauses: who, which) (ឧ គត់ជបុរសែដលអចរត់បនយ,-ងេលឿន ។)

8.

េផ#$ងៗ (សូមប%&'ក់)

C1.7. មតិកស្មប់ករយល់ដឹងពីវប23ធម៌បរេទស គួរែតប'្)លនូវ...
1.

ភពគួរសមេនក្,ងវប#$ធម៌ខុសគ,#

2. ករសួរសំណ'រេនក្,ងវប01ធម៌ខុសគ80
3. ចំេណះដឹងពីវប-.ធម៌បរេទស
4.

ករវយតៃម្វប+,ធម៌

5. ភសប្មម (taboo language)
6.

ករ្ពមេ្ពៀង និងករែខ្ងគំនិតគ-.េនក្3ងវប$%ធម៌ខុសគ-$

7.

េជៀសវងករយល់្ចឡំក្2ងករទំនក់ទំនង (avoiding miscommunication)

8.

េផ#$ងៗ (សូមប%&'ក់)

C1.8. មតិកស្មប់ទំនក់ទំនងពណិជ្កម្ គួរែតប'្)លនូវ...
1.

ភពខុសគ'(រវងភសផ្%វករ និងេ្កផ្)វករ

2. ទំនក់ទំនងក្)ងករ្បជុំអជីវកម្
3. ភសស្មប់េធ្ើបទបង$%ញ
4.

ភសស្មប់េធ្ើករែណនំខ្4ន

5. ភសស្មប់ទំនក់ទំនងទូរស័ព្
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6.

ជំនញសន្ន (ឧ. ករនិយយេលងខ្ីៗ)

7.

ករសរេសររបយករណ៍ក្+ងវ.ស័យពណិជ្កម្ (business report writing)

8.

ករសរេសរលិខិតក្+ងវ.ស័យពណិជ្កម្ (business letter writing)

9.

ករសរេសរអុីែម៉លក្.ងវ1ស័យពណិជ្កម្

10. េផ#$ងៗ (សូមប%&'ក់)

C2. ភពចំបច់ៃនមតិកស្មប់វគ្សិក56 ESP

សូមគូសរង្ង់េលើករេឆ្ើយតបអំពីករយល់េឃើញរបស់អ្កពីភពចំបច់ៃនមតិកនិមួយៗ
ែដល្ត&វប)្+លេទក្0ង វគ្សិក'( ESP
C2.1. ស្មប់ករសិក*+

C2.2.
ស្មប់ករងរនេពលអនគត

ខ"#ំង

ខ"#ំង

ល្ម

ទប

ណស់

មិន

ខ"#ំង

ដឹង

ណស់

ខ"#ំង

ល្ម

ទប

មិន
ដឹង

1

2

3

4

5

1. ករនិយយ

1

2

3

4

5

1

2

3

4

5

2. ករស$%ប់

1

2

3

4

5

1

2

3

4

5

3. ករអន

1

2

3

4

5

1

2

3

4

5

4. ករសរេសរ

1

2

3

4

5

1

2

3

4

5

5. វក#$សព្

1

2

3

4

5

1

2

3

4

5

6. េវយ$%ករណ៍

1

2

3

4

5

1

2

3

4

5

7.ករយល់ដឹងពីវប-.ធម៌បរេទស

1

2

3

4

5

1

2

3

4

5

8. ទំនក់ទំនងពណិជ្កម្

1

2

3

4

5

1

2

3

4

5

9. េផ#$ងៗ (សូមប%&'ក់)

1

2

3

4

5

__________________________
D. ករវ$ភគអំពីស,-នភព

សូមគូសរង្ង់េលើករេឆ្ើយតប រ"សរេសរក្'ងចេន+,ះខងេ្កម៖
D1. និស"#ិតថ'"ក់បរ,-."ប្ត RUPP គួរែតេរៀនវគ្សិក./ ESP…
1.

្បេភទដូចគ%&ែតមួយស្មប់្គប់េដប4&តឺម៉ង់ទំងអស់េនក្>ងមហវAទ&Cល័យវAទ&CសGស្ ។

2. ្បេភទខុសគ*+ស្មប់េដប0+ដឺម៉ង់នីមួយៗេនក្=ងមហវ@ទ+Aល័យវ@ទ+AសEស្ ។
3. េផ#$ងៗ (សូមប%&'ក់)
D2. វគ្សិក'( ESP គួរេផ#$តេលើ...
1.

ភសអង់េគ្សស្មប់ជំនញ ឯកេទសរបស់និសិ+,ត ។ (ឧ.
ភសអង់េគ្សស្មប់ឯកេទសគីមីវ3ទ45)

2. ភសអង់េគ្សស្មប់ករងរ ។
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3. 1 និង 2
4.

េផ#$ងៗ (សូមប%&'ក់)

D3. វគ្សិក'( ESP គួរែតមនរយៈេពល...
1.

1 ឆមស ។

2. 2 ឆមស ។
3. 3 ឆមស ។
4.

េផ#$ងៗ (សូមប%&'ក់)

សូមផ្ល់េហតុផលស្មប់ចេម្ើយ D3:
D4. វគ្សិក'( ESP គួរែតមន...
1.

1 ក្មិត ។

2. 2 ក្មិតេផ()ងគ,( ។
3. 3 ក្មិតេផ()ងគ,( ។
4.

េផ#$ងៗ (សូមប%&'ក់)

D5. លក្ខណ&ៃនក្មិតភសអង់េគ្សសំរប់ចូលេរៀនវគ្សិក?@ ESP គឺ ...
1.

ក្មិតដំបូង (elementary) ។

2. ក្មិតបុេរមធ+,ម (pre-intermediate) ។
3. ក្មិតមធ'(ម (intermediate) ។
4.

ក្មិតអ្ីក៏បន (none) ។

5. េផ#$ងៗ (សូមប%&'ក់)
D6. វគ្សិក'( ESP គួរអនុវត្តម... (អ្កអចគូសជេ្មើសបនេ្ចើនជងមួយស្មប់សំណ9រេនះ)
1.

គេ្មងសិក)*មុខងរ (functional syllabus គឺជគេ្មងសិក+,ែដលេផ1+តេទេលើករេស្ើសុំ ករតវ$%
ករយល់្ពម ។ល។)

2. គេ្មងសិក)*មូលដ/)នភរកិច្ (task-based syllabus គឺជគេ្មងសិក+,ែដលេផ1+តសំខន់េលើ
ករបំេពញភរកិច្ មួយែដលជភសអង់គ្សេនក្4ងកែន្ងករងរ)
3. គេ្មងសិក)*មូលដ/)នជំនញ (skills-based syllabus គឺជគេ្មងសិក+,ែដលេផ1+តសំខន់េលើ
យុទ្ស&ស្ េនក្%ងករសរេសរ ករអន ករស$%ប់ និងករនិយយ
4.

គេ្មងសិក)*មូលដ/)នសមត្ភព (competency-based syllabus គឺវគ្សិក()ែដលេផ/(តសំខន់េលើ
ករអនុវត្ របស់និស'(ិតេនក្.ងស1'នភពមួយក្.ងក្មិតស្ង់ដមួយ)

5. គេ្មងសិក)*មូលដ/)នរួមប4្6លគ8) (integrated syllabus គឺជគេ្មងសិក%&ែដលេផ,%តសំខន់េលើ
អទិភពចំបច់ណ មួយក្1ងករសិក67ជជងជេ្មើសដច់ខតមួយ)
6.

េផ#$ងេទៀត (សូមប%&'ក់)

D7. ករវយតៃម្ករសិក,-េទេលើនិស,3ិតក្5ងវគ្សិក,- ESP េនះគួរែតរួមប+្-លនូវ...
(អ្កអចគូសជេ្មើសេ្ចើនជងមួយ ស្មប់សំណ(រេនះ)
1.

ករេធ្ើបទបង*+ញ (presentation) ។

2. កិច្ករ្សវ្ជវ (assignment) ។
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3. សំណ$រ (quizzes) ។
4.

សំណ$រពក់កណ*+លឆមស (midterm test) ។

5. ្បឡងឆមស (final exam) ។
6.

ក្មងឯកសតមដន (portfolios) ។

7.

ករចូលរួមក្*ងថ-.ក់ (class participation)

8.

វត្មន (attendance) ។

9.

របយករណ៍្សវ្ជវទស-.នកិច្ (research reports of workplace visit) ។

10. េផ#$ងៗ (សូមប%&'ក់)
D8. ករចុះេឈ()ះចូលេរៀនវគ្សិក)4 ESP គួរែត ...
1.

ជកំហិត (compulsory) ។

2. ជជេ្មើសមួយ (elective) ។
3. េផ#$ងៗ (សូមប%&'ក់)
សូមផ្ល់េហតុផលស្មប់ចេម្ើយ D9:
D9. េទះបីករចុះេឈ+,ះចូលេរៀនវគ្សិក,7ESP មិនែមនជករត្ម*វក៏េដយ
ចំនួននិស'(ិតែដលចុះេឈ1'ះចូលេរៀន វគ្សិក'(េនះ្បែហលជនឹងមន ...
1.

ចំនួនេ្ចើន ។

2. ចំនួនតិច ។
3. ចំនួនតិចតួចបំផុត ។
4.

េផ#$ងៗ (សូមប%&'ក់)

D10. ប"#$្បឈមៃនករអភិវឌ$1ន៍វគ្សិក$7 ESP រួមមន ...
(អ្កអចគូសជេ្មើសេ្ចើនជងមួយស្មប់សំណ8រេនះ។)
1.

ស"ស#$ចរ$'ភសអង់េគ្សែដលមនចំេណះដឹងខងជំនញឯកេទសរបស់និសិ>?តតិចតួច ។

2. និស$%ិតែដលមនកំរ.តភសអង់េគ្សទប ។
3. និស$%ិតមនកំរ+តភសអង់េគ្សច្មុះ ។
4.

ខ្ះខតសម()រៈបេ្ងៀន ។ (ឧ. េសៀវេភESP ឯកសរពក់ព័ន្ESP)

5. សម#$រៈបរ(ក*$របេ្ងៀនេនមនក្មិត ។ (ឧ. LCD projector, កុំព%&'ទ័រ)
6.

េផ#$ងៗ (សូមប%&'ក់)

D11. វ"ធនករែដលអចេធ្ើបន េដើម%&ីេដះ្សយប./%្បឈម ក្#ងករអភិវឌ,-ន៍វគ្សិក,3 ESP រួមមន...
1.

ករបណ%&ះបណ)*លស"ស#$ចរ$'ភសអង់េគ្សស្មប់បេ្ងៀនវគ្សិក$9 ESP ។

2. ករប$្&លវ)ធីស-ស្េរៀន និងករបេ្ងៀនសហករគ-.រវងនិស.0ិត និងស%ស&'ចរ'*ភសអង់េគ្ស ។
3. ករសហករគ&'រវងស+ស,'ចរ'.ភសអង់េគ្ស និងស%ស&'ចរ'*ជំនញឯកេទស ។
4.

ករេ្បើ្បស់េសៀវេភសិក/0ែដលមន្សប់េលើទីផ/0រ ។

5. អេ#្ើញវគ្ិនមកផ្ល់បទបង56ញ ។
6.

េផ#$ងៗ (សូមប%&'ក់)

សូមផ្ល់េហតុផលស្មប់ចេម្ើយ D12:
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D12. សម#រៈបេ្ងៀនេនក្/ងវគ្សិក45 ESP គួរែតមន...
(អ្កអចគូសជេ្មើសេ្ចើនជងមួយស្មប់សំណ8រេនះ។)
1.

េសៀវេភ ESP មន្សប់េលើទីផ-.រ ។

2. ឯកសរទូេទ (ឧ. កែសត េសៀវេភែណនំបេច្កេទស) ។
3. ឯកសរចង្កងេដយស+ស,-ចរ-/ (ឧ. hand-outs) ។
4.

ឯកសរចង្កងេដយវគ្ិន (ឧ.ឯកសរេធ្ើបទបង,-ញ) ។

5. េផ#$ងៗ (សូមប%&'ក់)

E. ព័ត៌មនបែន្ម
E1. ្បសិនេបើអ្ក្សវ្ជវចង់បនព័ត៌មនបែន្មពីអ្ក េតើអ្កអចចូលរួមករសម12សន៍បនែដររ8េទ?
ករសម%&សន៍មនរយះេពល្បែហល 30នទី។ ព័ត៌មនែដលអ្កបនផ្ល់គឺ្ត4វបនរក78ជករសម<7ត់ ។
1.

យល់្ពម

2. មិនយល់្ពម
E2. ្បសិនេបើអ្កយល់្ពម សូមបំេពញព័ត៌មនខងេ្កម៖
េឈ#$ះ
េលខទូរស័ព្ ទំនក់ទំនង

សូមអរគុណ!
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APPENDIX G: Questionnaire for industry stakeholders (English version)
A needs analysis study for the development of English for undergraduate
specialisation courses: A case study of a Cambodian university
(For industry stakeholders)
This questionnaire aims to investigate your perceptions of the need for developing new
English support/ English for specific purposes (ESP) courses in the Faculty of Science at the
Royal University of Phnom Penh (RUPP). ESP courses here refer to English courses, which
help undergraduate students for their specialisation and future career. All responses received
will remain completely anonymous.
A. Demographic information
Please circle your response to the statement below.
A1. Role:
1.
2.

Management position
Non management position

A2. Specialisation:
1.
2.
3.
4.
5.
6.

Biology
Chemistry
Computer Science
Environmental Science
Mathematics
Physics
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B. General Perceptions about RUPP undergraduate students’ needs in the English
language
Please circle the response to the statements below.
I think that…

Totally
agree
(1)

Agree
(2)

Disagree
(3)

Totally
disagree
(4)

Don’t
know
(5)

B1. The English subject is necessary for
RUPP undergraduate students in the
Faculty of Science.
B2. Developing skills in English for
occupational purposes is importance for
RUPP undergraduate students in the
Faculty of Science.
B3. Developing skills in English for
academic purposes is important RUPP
undergraduate students in the Faculty of
Science.
B4. There should be ESP courses for
RUPP undergraduate students in the
Faculty of Science in addition to the
current English for academic courses.
C. Needs analysis
C1. Contents for the ESP courses
Please circle the option, which you think should be included in the ESP courses. You may
circle more than one choice.
C1.1. Speaking
1.
Presentation skills
2.
Group discussion skills
3.
Debating skills
4.
Pronunciation skills
5.
Other (please specify)
C1.2. Listening
1.
2.
3.
4.
5.
6.
7.
8.

Listening strategies (e.g. listening for main ideas, listening for detailed
information)
Understanding a variety of accents
Note-taking skills
Understanding main ideas on TV and radio
Comprehending messages from conversations, reports, and presentations
Listening to instructions (e.g. instructions for assignments)
Listening to lectures
Other (please specify)
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C1.3. Reading
1.
Reading strategies (e.g. reading for main ideas, reading for details)
2.
Speed reading skills
3.
General comprehension skills
4.
Reading specialist texts
5.
Reading textbooks
6.
Reading technical journal articles
7.
Reading technical manuals
8.
Reading instructions for assignments
9.
Reading authentic texts (e.g. newspaper, internet, report)
10.
Other (please specify)
C1.4. Writing
1.
Writing laboratory reports
2.
Writing field-trip reports
3.
Writing assignments
4.
Writing emails
5.
Writing different text types
6.
Writing summaries
7.
Note-taking skills
8.
Other (please specify)
C1.5. Vocabulary
1.
Vocabulary strategies (e.g. guessing the vocabulary meaning from context)
2.
Using vocabulary in context
3.
Learning specialist vocabulary
4.
Word formation and family skills (e.g. noun, verb, adjective, adverb)
5.
Pronouncing specialist vocabulary
6.
Other (please specify)
C1.6. Grammar
1.
Present simple (e.g. She gets up at 6 o’clock.)
2.
Past simple (e.g. They went shopping yesterday.)
3.
Present perfect (e.g. We have been to Siem Reap two times.)
4.
Reported speech (e.g. It is suggested that…)
5.
Passive voice (e.g. This was announced yesterday.)
6.
Logical connectors (e.g. while, when, because, therefore)
7.
Relative clauses (e.g. He is the man who can run very fast: who, which…)
8.
Other (please specify)
C1.7. Cross-cultural awareness
1.
2.
3.
4.
5.
6.

Politeness in different cultures
Asking questions in different cultures
Cultural knowledge
Cultural Stereotypes
Taboo language
Agreement and disagreement in different cultures
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7.
Avoiding miscommunication
8.
Other (please specify)
C1.8. Business communication
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.

Differences between formal and informal language
Communication in business meetings
Language for presentations
Language for self-introductions
Language for telephone interactions
Conversation skills (e.g. small talk, turn-taking, interruptions)
Business report writing
Business letter writing
Business email writing
Other (please specify)

C2. Necessity of the content for the ESP courses
Please circle your response regarding the necessity of the content to be included in the ESP
courses.
C2.1. For academic purposes
Very
high
(1)

High
(2)

Moderate
(3)

Low
(4)

Content

Don’t
know
(5)

C2.2. For future career
Very
high
(1)

High
(2)

Moderate
(3)

Low
(4)

Don’t
know
(5)

1. Speaking
2. Listening
3. Reading
4. Writing
5. Vocabulary
6. Grammar
7. Cross-cultural
awareness
8. Business
communication
9. Other (please
specify)
D. Situation analysis
Please circle your response to the statements below.
D1. RUPP undergraduate students should be provided with…
1.
the same kind of ESP courses for all departments in the Faculty of Science.
2.
different ESP courses for each individual departments in the Faculty of Science.
3.
other (please specify)
D2. An ESP course should focus on…
1.

English for students’ technical specialisation (e.g. English for Chemistry)
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2.
English for workplace
3.
1 and 2
4.
other (please specify)
D3. An ESP course should be offered for duration of…
1.
one semester.
2.
two semesters.
3.
three semesters.
4.
other (please specify)
Please provide reason(s) for your response in D3:
D4. The ESP course should be a course of…
1.
one level.
2.
two different levels.
3.
three different levels.
4.
other (please specify)
D5. The requirement of English proficiency for an ESP course enrolment should be…
1.
elementary level.
2.
pre-intermediate level.
3.
intermediate level.
4.
none.
5.
other (please specify)
D6. An ESP course should follow or incorporate… (You may circle more than one choice for
this question)
1.

a functional syllabus (a course focusing on communicative functions such as
requesting, complaining, suggesting, agreeing)
2.
a task-based syllabus (a course organising around tasks students will need to
complete in the target language and in the workplace)
3.
a skills-based syllabus (a course focusing on strategies (sub-skills) in writing,
reading, listening, speaking (macro-skills))
4.
a competency-based syllabus (a course focusing on students’ performances in
specific skills and/or situations to reach certain standards/ benchmarks)
5.
integrated syllabus ( a course reflecting priorities in teaching rather than absolute
choices)
6.
other (please specify)
D7. The assessments of an ESP course should include… (You may circle more than one
choice for this question.)
1.
2.
3.
4.
5.
6.
7.
8.
9.

Presentation(s).
Written assignment(s) (e.g. paragraphs, essay).
Quizzes.
Midterm test.
Final exam.
Portfolios.
Class participation.
Attendance.
Research report(s) of workplace visit(s)
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10.
other (please specify)
D8. ESP courses should be…
1.
compulsory.
2.
elective.
3.
other (please specify)
Please provide reason(s) for your response in D9:
D9. Even if the ESP course is not compulsory, the number of enrolments might be…
1.
high.
2.
low.
3.
very low.
4.
other (please specify)
D10. The challenges of developing ESP courses may include… (You may circle more than
one choice for this question.)
1.
English lecturers with little specialist knowledge of the field.
2.
students with low English proficiency.
3.
students with mixed English proficiency.
4.
lack of teaching materials.
5.
limited teaching facilities.
6.
other (please specify)
D11. Possible measures to deal with the ESP course development challenges include…
1.
developing training for English lecturers to teach ESP courses.
2.
collaborative learning and teaching between students and English lecturers.
3.
collaborative work between English lecturers and subject specific lecturers.
4.
utilising commercial textbooks.
5.
inviting guest speakers to provide lectures.
6.
other (please specify)
Please provide reason(s) for your response in D12:
D12. Materials to be used in the ESP courses should be… (You may circle more once choice
for this question.)
1.
2.
3.
4.
5.

commercial ESP textbooks.
authentic materials (e.g. newspapers, manuals).
teacher-made materials (e.g. handouts).
guest lecture notes (e.g. power-point presentation)
other (please specify)
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E. Additional information
E1. If the researcher would like more information from you, would you be prepared to be
interviewed? The interview will take approximately 30 minutes, and information is
confidential.
1.
Yes
2.
No
E2. If so, please give your:
Name:
Contact telephone number:

Thank you very much for your help.
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APPENDIX H: Questionnaire for industry stakeholders (Khmer version)
ករសិក&'វ)ភគេទេលើត្ម3វករស្មប់ករអភិវឌ&:ន៍វគ្សិក&'ភសអង់េគ្សស្មប់និ
ស"#ិត ថ"#ក់បរ()*#ប្ត (ESP): ករណីសិក'(របស់សកលវ.ទ'0ល័យមួយេនកម្8ជ

(ស្មប់និេយជកនិេយជិត)
ក្មងសំណ(រេនះមនេគលបំណងេធ្ើករពិេ្គះករយល់េឃើញរបស់អ្ក អំពីត្ម(វករករអភិវឌ/0ន៍
វគ្សិក'( ភសអង់េគ្សសស្មប់និស/0ិតបរ345/ប្ត (ESP) េនក្%ងមហវ*ទ,-ល័យវ*ទ,-ស2ស្ៃន
សកលវ%ទ'(ល័យភូមិន្ភ្ំេពញ (RUPP)។ វគ្សិក'( ESP គឺជវគ្សិក)*ភសអង់េគ្សសំរប់ជួយនិស)9ិត
ថ"#ក់បរ%&'(ប្តេលើជំនញ ឯកេទស និងអជីពរបស់ពួកេគនេពលអនគត។ ករេឆ្ើយតបទំងអស់របស់អ្ក
នឹង្ត&វបនរក+,ទុកជអនមិក ទំង្សុង។
A. ព័ត៌មនផ()ល់ខ្.ន

សូមគូសរង្ង់េលើេលខៃនករេឆ្ើយតបខងេ្កម (ជេ្មើសអចេ្ចើនជងមួយ)៖
A1. តួនទី៖
1.

ថ"#ក់្គប់្គង

2.

បុគ្លិក

A2. ជំនញ៖
1.

ជីវវ$ទ&'

2.

គីមីវ%ទ'(

3.

ព័ត៌មនវ(ទ*+

4.

បរ#ស%&ន

5.

គណិតវ&ទ()

6.

រូបវ%ទ'(
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B.ករយល់េឃើញទូេទអំពីត្ម4វករភសអង់េគ្សស្មប់និស&'ិតថ*&ក់បរ-./&ប្តេន RUPP

សូមគូសរង្ង់េលើេលខៃនករេឆ្ើយតបខងេ្កម៖
ខ្#ំគិតថ…

យល់

យល់

មិន

មិន

្សប

្សប

យល់

យល់្សប

ទំង

(2)

្សប

ទល់ែតសស់

(3)

(4)

្សុង

មិន
ដឹង
(5)

(1)
B1.មុខវ%ជ'(ភសអង់េគ្សពិតជចំបច់ស្មប់និស(=ិត
ថ"#ក់ បរ#$%&ប្តៃនមហវ#ទ&/ល័យវ%ទ'(ស*ស្េន
RUPP ។
B2.ភសអង់េគ្សពិតជចំបច់ស្មប់ករងររបស់
និស$%ិតថ($ក់បរ-./$ប្តៃនមហវ-ទ$6ល័យវ-ទ$6ស;ស្
េនRUPPនេពលអនគត ។
B3.ភសអង់េគ្សពិតជចំបច់ស្មប់ឯកេទសរបស់
និស$%ិតថ($ក់បរ-./$ប្តៃនមហវ-ទ$6ល័យវ-ទ$6ស;ស្
េន RUPP ។
B4. គួរែតមនវគ្សិក-.ESPសំរប់និស()ិតថ,(ក់
បរ#$%&ប្ត ៃនមហវ&ទ()ល័យវ&ទ()ស.ស្បែន្មពីេលើ
កម្វ%ធីភស អង់េគ្សនេពលបច្.ប/0ន្េន RUPP ។
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C. ករវ$ភគអំពីត្ម.វករ
C1. មតិកស្មប់វគ្សិក-. ESP
សូមគូសរង្ង់េលើេលខៃនមតិក រ"សរេសរក្'ងចេន+,ះខងេ្កម ែដលអ្កគិតថគួរែតប.្0ល
េនក្%ងវគ្សិក,-ESP ។ (ជេ្មើសអចេ្ចើនជងមួយ)
C1.1. មតិកស្មប់ករនិយយ គួរែតប'្)លនូវ...
1.

ជំនញេធ្ើបទបង()ញ

2.

ជំនញេធ្ើករពិភក/0ជ្កុម

3.

ជំនញេធ្ើករពិភក/0េដញេដល (debate)

4.

ជំនញេធ្ើករបេ,្ញសំេឡង

5.

េផ#$ងៗ (សូមប%&'ក់)

C1.2. មតិកស្មប់ករស+,ប់ គួរែតប'្)លនូវ...
1.

យុទ្ស&ស្ក្+ងករស/0ប់ (ឧ. ជំនញស&'ប់រកព័ត៌មនេគល, ជំនញស&'ប់រកព័ត៌មនលម្ិត
។ល។)

2.

យល់ដឹងពីករបេ-្ញសំេឡង (accents)

3.

ជំនញក្'ងករកត់្ត

4.

ករយល់ពីចំណ+ចសំខន់ៗ ក្#ងករស()ប់វ-ទ)/# និងទូរទស()ន៍

5.

ករយល់អត្ន័យពីករសន្ន របយករណ៍ និងបទបង'(ញេផ(,ងៗ

6.

ករស$%ប់េសចក្ីែណនំ (ឧ. េសចក្ីែណនំស្មប់កិច្ករ្សវ្ជវ)

7.

ករស$%ប់ពីករបេ្ងៀន

8.

េផ#$ងៗ (សូមប%&'ក់)

C1.3. មតិកស្មប់ករអន គួរែតប'្)លនូវ...
1.

យុទ្ស&ស្ក្+ងករអន (ឧ.ជំនញអនរកព័ត៌មនេគល ជំនញអនរកព័ត៌មនលម្ិត ។ល។)

2.

ជំនញក្'ងករបេង្ើនេល*+,នអន

3.

ជំនញទូេទក្+ងករអន

4.

ករអនអត្បទឯកេទស (specialist texts)

5.

ករអនេសៀវេភេមេរៀន (textbooks)

6.

ករអនអត្បទបេច្កេទស (journal articles)

7.

ករអនេសៀវេភែណនំ (manuals)

8.

ករអនេសចក្ីែណនំស្មប់កិច្ករ្សវ្ជវ (assignments)

9.

ករអនអត្បទទូេទ (ឧ. កែសត, អ៊#នេធើេណត, របយករណ៍ ។ល។)

10.

េផ#$ងៗ (សូមប%&'ក់)

C1.4. មតិកស្មប់ករសរេសរ គួរែតប'្)លនូវ...
1.

ករសរេសររបយករណ៍មន្ីរពិេសធន៍ (Laboratory reports)

2.

ករសរេសររបយករណ៍អំពីដំេណើរទស01នកិច្សិក07 (field-trip reports)
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3.

ករសរេសរកិច្ករ្សវ្ជវ (assignments)

4.

ករសរេសរអ៊'ែមល

5.

ករសរេសរអត្បទេផ*+ងៗគ/*

6.

ករសរេសរេសចក្ីសេង្ប

7.

ជំនញកត់ចំណ ំ

8.

េផ#$ងៗ (សូមប%&'ក់)

C1.5. មតិករស្មប់វក,-សព្ (vocabulary) គួរែតប'្)លនូវ...
1.

យុទ្ស&ស្ក្#ងវក&'សព្ (ឧ. ករទយអត្ន័យពក)*ក្,ងអត្បទ)

2.

ករេ្បើ្បស់វក,-សព្េនក្2ងបរ4បទ

3.

វក#$សព្ឯកេទស

4.

ជំនញក្'ងករបេង្ើតពក12 និងសន&'នពក'* (ឧ. នម, កិរ$យស័ព្, គុណនម, កិរ$យវ$េសស)

5.

ករបេ%្ញសំេឡងេលើវក01សព្ឯកេទស

6.

េផ#$ងៗ (សូមប%&'ក់)

C1.6. មតិកស្មប់េវយ,-ករណ៍ គួរែតប'្)លនូវ...
1.

បច្$ប%&ន្កលធម្ត (ឧ. នងេ្កកពីេកងេនេម+,ង6 ។)

2.

អតីតកលធម្ត (ឧ. ពួកេគបនេទទិញឥវ./ន់កលពីម/5ិលមិញ ។)

3.

បច្$ប"#ន្កលសំបូរណ: (present perfect) (ឧ. េយើងបនេទេសៀមរបពីរដង។)

4.

កររយករណ៏ (reported speech) (ឧ. គត់្ត%វបនរយករណ៏ថ...)

5.

ទំរង់អកម្ (passive voice) (ឧ. លទ្ផលេបះេឆ)*ត្ត-វបន្បកសកលពីម*6ិលមិញ ។)

6.

ឈ"ប
# ់របស់ល&'ះ (ឧ. ខណៈេពលែដល, េនេពល, ពីេ្ពះ, ដូេច្ះ ។ល។)

7.

អនុ្បេយគ (relative clauses: who, which)(ឧ គត់ជបុរសែដលអចរត់បនយ,-ងេលឿន ។)

8.

េផ#$ងៗ (សូមប%&'ក់)

C1.7. មតិកស្មប់ករយល់ដឹងពីវប23ធម៌បរេទស គួរែតប'្)លនូវ...
1.

ភពគួរសមេនក្,ងវប#$ធម៌ខុសគ,#

2.

ករសួរសំណ'រេនក្,ងវប01ធម៌ខុសគ80

3.

ចំេណះដឹងពីវប-.ធម៌បរេទស

4.

ករវយតៃម្វប+,ធម៌

5.

ភសប្មម (taboo language)

6.

ករ្ពមេ្ពៀង និងករែខ្ងគំនិតគ-.េនក្3ងវប.6ធម៌ខុសគ-.

7.

េជៀសវងករយល់្ចឡំក្2ងករទំនក់ទំនង (avoiding miscommunication)

8.

េផ#$ងៗ (សូមប%&'ក់)

C1.8. មតិកស្មប់ទំនក់ទំនងពណិជ្កម្ គួរែតប'្)លនូវ...
1.

ភពខុសគ'(រវងភសផ្%វករ និងេ្កផ្)វករ

2.

ទំនក់ទំនងក្)ងករ្បជុំអជីវកម្

3.

ភសស្មប់េធ្ើបទបង./ញ

4.

ភសស្មប់េធ្ើករែណនំខ្/ន
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5.

ភសស្មប់ទំនក់ទំនងទូរស័ព្

6.

ជំនញសន្ន (ឧ. ករនិយយេលងខ្ីៗ)

7.

ករសរេសររបយករណ៍ក្+ងវ.ស័យពណិជ្កម្ (business report writing)

8.

ករសរេសរលិខិតក្+ងវ.ស័យពណិជ្កម្ម (business letter writing)

9.

ករសរេសរអុីែម៉លក្.ងវ1ស័យពណិជ្កម្

10.

េផ#$ងៗ (សូមប%&'ក់)

C2. ភពចំបច់ៃនមតិកស្មប់វគ្សិក56 ESP

សូមគូសរង្ង់េលើករេឆ្ើយតបអំពីករយល់េឃើញរបស់អ្កពីភពចំបច់ៃនមតិកនិមួយៗ
ែដល្ត&វប)្+លេទក្0ង វគ្សិក'( ESP
C2.1. ស្មប់ករសិក*+

C2.2.
ស្មប់ករងរនេពលអនគត

ខ"#ំង

ខ"#ំង

ល្ម

ទប

មិន

ខ"#ំង

ខ"#ំង

ល្ម

ទប

មិន

ណស់

(2)

(3)

(4)

ដឹង

ណស់

(2)

(3)

(4)

ដឹង

(5)

(1)

(1)

(5)

1. ករនិយយ
2. ករស$%ប់
3. ករអន
4. ករសរេសរ
5. វក#$សព្
6. េវយ$%ករណ៍
7.ករយល់ដឹងពីវប-.ធម៌បរេទស
8. ទំនក់ទំនងពណិជ្កម្
9. េផ#$ងៗ
(សូមប%&'ក់)
D. ករវ$ភគអំពីស,-នភព

សូមគូសរង្ង់េលើករេឆ្ើយតប រ"សរេសរក្'ងចេន+,ះខងេ្កម៖
D1. និស$%ិតថ($ក់បរ-./$ប្ត RUPP គួរែតេរៀនវគ្សិក./ ESP…
1.

្បេភទដូចគ%&ែតមួយស្មប់្គប់េដប4&តឺម៉ង់ទំងអស់េនក្>ងមហវAទ&Cល័យវAទ&CសGស្ ។

2.

្បេភទខុសគ*+ស្មប់េដប0+ដឺម៉ង់នីមួយៗេនក្=ងមហវ@ទ+Aល័យវ@ទ+AសEស្ ។

3.

េផ#$ងៗ (សូមប%&'ក់)

D2. វគ្សិក'( ESP គួរេផ&'តេលើ...
1.

ភសអង់េគ្សស្មប់ជំនញ ឯកេទសរបស់និសិ)*ត ។ (ឧ.
ភសអង់េគ្សស្មប់ឯកេទសគីមីវ3ទ45)
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2.

ភសអង់េគ្សស្មប់ករងរ ។

3.

1 និង 2

4.

េផ#$ងៗ (សូមប%&'ក់)

D3. វគ្សិក'( ESP គួរែតមនរយៈេពល...
1.

1 ឆមស ។

2.

2 ឆមស ។

3.

3 ឆមស ។

4.

េផ#$ងៗ (សូមប%&'ក់)

សូមផ្ល់េហតុផលស្មប់ចេម្ើយ D3:
D4. វគ្សិក'( ESP គួរែតមន...
1.

1 ក្មិត ។

2.

2 ក្មិតេផ()ងគ,( ។

3.

3 ក្មិតេផ()ងគ,( ។

4.

េផ#$ងៗ (សូមប%&'ក់)

D5. លក្ខណ#ៃនក្មិតភសអង់េគ្សសំរប់ចូលេរៀនវគ្សិក>? ESP គឺ ...
1.

ក្មិតដំបូង (elementary) ។

2.

ក្មិតបុេរមធ+,ម (pre-intermediate) ។

3.

ក្មិតមធ'(ម (intermediate) ។

4.

ក្មិតអ្ីក៏បន (none) ។

5.

េផ#$ងៗ (សូមប%&'ក់)

D6. វគ្សិក'( ESP គួរអនុវត្តម... (អ្កអចគូសជេ្មើសបនេ្ចើនជងមួយស្មប់សំណ9រេនះ)
1.

គេ្មងសិក)*មុខងរ (functional syllabus គឺជគេ្មងសិក+,ែដលេផ1+តេទេលើករេស្ើសុំ
ករតវ%& ករយល់្ពម ។ល។)

2.

គេ្មងសិក)*មូលដ/)នភរកិច្ (task-based syllabus គឺជគេ្មងសិក+,ែដលេផ1+ត
សំខន់េលើ ករបំេពញភរកិច្ មួយែដលជភសអង់គ្សេនក្4ងកែន្ងករងរ)

3.

គេ្មងសិក)*មូលដ/)នជំនញ (skills-based syllabus គឺជគេ្មងសិក+,ែដលេផ1+ត
សំខន់េលើ យុទ្ស&ស្ េនក្%ងករសរេសរ ករអន ករស$%ប់ និងករនិយយ

4.

គេ្មងសិក)*មូលដ/)នសមត្ភព (competency-based syllabus គឺវគ្សិក()ែដលេផ/(ត
សំខន់េលើ ករអនុវត្ របស់និស'(ិតេនក្.ងស1'នភពមួយក្.ងក្មិតស្ង់ដមួយ)

5.

គេ្មងសិក)*មូលដ/)នរួមប4្6លគ8) (integrated syllabus គឺជគេ្មងសិក+,ែដលេផ1+ត
សំខន់េលើ អទិភពចំបច់ណ មួយក្1ងករសិក67ជជងជេ្មើសដច់ខតមួយ)

6.

េផ#$ងេទៀត (សូមប%&'ក់)

D7. ករវយតៃម្ករសិក,-េទេលើនិស,3ិតក្5ងវគ្សិក,- ESP េនះគួរែតរួមប+្-លនូវ...
(អ្កអចគូសជេ្មើសេ្ចើនជងមួយ ស្មប់សំណ(រេនះ)
1.

ករេធ្ើបទបង*+ញ (presentation) ។
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2.

កិច្ករ្សវ្ជវ (assignment) ។

3.

សំណ$រ (quizzes) ។

4.

សំណ$រពក់កណ*+លឆមស (midterm test) ។

5.

្បឡងឆមស (final exam) ។

6.

ក្មងឯកសតមដន (portfolios) ។

7.

ករចូលរួមក្*ងថ-.ក់ (class participation)

8.

វត្មន (attendance) ។

9.

របយករណ៍្សវ្ជវទស-.នកិច្ (research reports of workplace visit) ។

10.

េផ#$ងៗ (សូមប%&'ក់)

D8. ករចុះេឈ()ះចូលេរៀនវគ្សិក)4 ESP គួរែត ...
1.

ជកំហិត (compulsory) ។

2.

ជជេ្មើសមួយ (elective) ។

3.

េផ#$ងៗ (សូមប%&'ក់)

សូមផ្ល់េហតុផលស្មប់ចេម្ើយ D9:
D9. េទះបីករចុះេឈ+,ះចូលេរៀនវគ្សិក,7ESP មិនែមនជករត្ម*វក៏េដយ
ចំនួននិស'(ិតែដលចុះេឈ1'ះចូលេរៀន វគ្សិក'(េនះ្បែហលជនឹងមន ...
1.

ចំនួនេ្ចើន ។

2.

ចំនួនតិច ។

3.

ចំនួនតិចតួចបំផុត ។

4.

េផ#$ងៗ (សូមប"#$ក់)

D10. ប"#$្បឈមៃនករអភិវឌ$1ន៍វគ្សិក$7 ESP រួមមន ...
(អ្កអចគូសជេ្មើសេ្ចើនជងមួយស្មប់សំណ8រេនះ។)
1.

ស"ស#$ចរ$'ភសអង់េគ្សែដលមនចំេណះដឹងខងជំនញឯកេទសរបស់និសិ>?តតិចតួច ។

2.

និស$%ិតែដលមនកំរ.តភសអង់េគ្សទប ។

3.

និស$%ិតមនកំរ+តភសអង់េគ្សច្មុះ ។

4.

ខ្ះខតសម()រៈបេ្ងៀន ។ (ឧ. េសៀវេភESP ឯកសរពក់ព័ន្ESP)

5.

សម#$រៈបរ(ក*$របេ្ងៀនេនមនក្មិត ។ (ឧ. LCD projector, កុំព%&'ទ័រ)

6.

េផ#$ងៗ (សូមប%&'ក់)

D11. វ"ធនករែដលអចេធ្ើបន េដើម%&ីេដះ្សយប./%្បឈម ក្#ងករអភិវឌ,-ន៍វគ្សិក,3 ESP រួមមន...
1.

ករបណ%&ះបណ)*លស"ស#$ចរ$'ភសអង់េគ្សស្មប់បេ្ងៀនវគ្សិក/0 ESP ។

2.

ករប$្&លវ)ធីស-ស្េរៀន និងករបេ្ងៀនសហករគ-.រវងនិស.0ិត និង ស"ស#$ចរ$'
ភសអង់េគ្ស ។

3.

ករសហករគ&'រវងស+ស,'ចរ'.ភសអង់េគ្ស និងស%ស&'ចរ'*ជំនញឯកេទស ។

4.

ករេ្បើ្បស់េសៀវេភសិក+,ែដលមន្សប់េលើទីផ+,រ ។

5.

អេ#្ើញវគ្ិនមកផ្ល់បទបង56ញ ។

339

6.

េផ#$ងៗ (សូមប%&'ក់)

សូមផ្ល់េហតុផលស្មប់ចេម្ើយ D12:
D12. សម#រៈបេ្ងៀនេនក្/ងវគ្សិក45 ESP គួរែតមន...
(អ្កអចគូសជេ្មើសេ្ចើនជងមួយស្មប់សំណ8រេនះ។)
1.

េសៀវេភ ESP មន្សប់េលើទីផ-.រ ។

2.

ឯកសរទូេទ (ឧ. កែសត េសៀវេភែណនំបេច្កេទស) ។

3.

ឯកសរចង្កងេដយស&ស'(ចរ(+ (ឧ. hand-outs) ។

4.

ឯកសរចង្កងេដយវគ្ិន (ឧ.ឯកសរេធ្ើបទបង,-ញ) ។

5.

េផ#$ងៗ (សូមប%&'ក់)

E. ព័ត៌មនបែន្ម
E1. ្បសិនេបើអ្ក្សវ្ជវចង់បនព័ត៌មនបែន្មពីអ្ក េតើអ្កអចចូលរួមករសម12សន៍បនែដររ8េទ?
ករសម%&សន៍មនរយះេពល្បែហល 30នទី។ ព័ត៌មនែដលអ្កបនផ្ល់គឺ្ត4វបនរក78ជករសម<7ត់ ។
1.

យល់្ពម

2.

មិនយល់្ពម

E2. ្បសិនេបើអ្កយល់្ពម សូមបំេពញព័ត៌មនខងេ្កម៖
េឈ#$ះ
េលខទូរស័ព្ ទំនក់ទំនង

សូមអរគុណ!
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APPENDIX I: Interview questions for academic stakeholders and graduate employees
(English version)
1. What kind of English skills or abilities do you think most FoS students need, which
can assist them with their academic studies and future job? (Could you order them in
terms of priority (speaking, listening, reading, writing, and why?)
2. What do you think about incorporating ‘business communication’ into the ESP
courses? Is business communication important and why/ why not?
3. If only one ESP course is offered for all FoS students, what should the objectives and
the lessons of this course include?
4. What kind of teaching methods and assessment types do you expect the course should
adopt?
5. A lot of lecturers in the questionnaire suggested ESP courses should not be
compulsory but elective. What is your view on this?
6. What are your concerns/ challenges for developing ESP courses for FoS students?
7. Do you have any suggestions to resolve those challenges?
Extra questions: just in case participants have no idea for questions 6 and 7, or do not
mention the following points in answers to questions 6 and 7.
8. What is your suggestion to deal with the following challenges:
8.1. lecturers of English with little or no specialist knowledge of FoS fields
8.2. students with low English proficiency not being able to attend the ESP courses
9. What do you think about collaborative work between English and subject specific
lecturers in ESP teaching?
10. What do you think about collaborative teaching and learning between English
lecturers and students?
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APPENDIX J: Interview questions for academic stakeholders and graduate employees
(Khmer version)
សំណ$រសំភសន៍ស្មប់និស()ិតស"ស#$ចរ$' និងនិេយគជិក

1. េតើនិស'(ិតមហវ,ទ'.ល័យវ,ទ'.ស3ស្ភគេ្ចើន្ត9វករជំនញឬ សមត្ភព
ភសអង់េគ្សអ្ីែដលអចជួយពួកេគក្7ងករសិក;<និង ករងររបស់ពួកេគ
នេពលអនគត? (ឧទហរណ៍ ករនិយយ ករស$%ប់ ករអន ករសរេសរ។
េហតុអ្ី? សូមេរៀបតមលំដប់ពីសំខន់ខ,-ំងេទមិនសូវសំខន់។)
2. េតើអ្កយល់យ+,ងណចំេពះករប6្8ល្បធនបទ "ករទំនក់ទំនងែផ្ក ជំនួញ"
េទក្%ងមុខវ+ជ-.ភសអង់េគ្សស្មប់និស.;ិតមហវ+ទ.?ល័យវ+ទ.?សCស្?
េតើវសំខន់េទ? េហតុអ្ី ?
3. ្បសិនមុខវ*ជ,-ភសអង់េគ្សស្មប់និស-7ិតមហវ*ទ-;ល័យវ*ទ"#ស%ស្រួមមួយ
្ត#វបនបេង្ើតេឡើងេនះ េតើគួរែតប'្)លេមេរៀននិង េផ#$តេលើអ្ីខ្ះ?
4. េតើមុខវ(ជ*+ភសអង់េគ្សេនះគួរែតេ្បើ្បស់នូវ វ"ធីស&ស្បេ្ងៀននិង ករវយតៃម្
និស$%ិតដូចេម្ច?
5. ស"ស#$ចរ$'ភគេ្ចើនយល់ថមុខវ7ជ9$ភសអង់េគ្សេនះគួរជមុខវ&ជ'(ជេ្មើស
មួយ។ េតើអ្កយល់ដូចេម្ចចំេពះមតិេនះ?
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6. េតើមនប'()្បឈមអ្ីខ្ះចំេពះករអភិវឌ()វគ្សិក(.ភសអង់េគ្ស
ស្មប់និស()ិតមហវ.ទ(0ល័យវ.ទ(0ស5ស្?
7. េតើប%&'្បឈមទំងេនះគួរេដះ្សយដូចេម្ច?
សំណ$របែន្ម: ក្#ងករណីអ្កេឆ្ើយគ"#នេយបល់ស្មប់សំណ(រទី6និង 7 ឬ

ចំណ$ចដូចខងេ្កមមនក្1ងចេម្ើយសំណ+រ 6 និង 7 ។
8. េតើអ្កមនដំេណះ្សយអ្ីស្មប់ប567្បឈមដូចខងេ្កម:
8.1 ស"ស#$ចរ$'ភសអង់េគ្សមនចំេណះដឹងជំនញឯកេទស តិចតួចឬគ'(ន
8.2 និស$%ិតមនជំនញភសអង់េគ្សទបមិនអចចូលរួមវគ្សិក$@ភស
អង់េគ្សេនះ
9. េតើអ្កយល់ដូចេម្ចចំេពះករសហករគ"#រវង ស"ស#$ចរ$'ភស អង់េគ្សនិង
ស"ស#$ចរ$'ឯកេទសក្.ងករបេ្ងៀនវគ្ភសអង់េគ្សេនះ?
10. េតើអ្កយល់ដូចេម្ចចំេពះវ3ធីស7ស្បេ្ងៀន សហកររវងស(ស)*ចរ*,
ភសអង់េគ្សនិង និស$%ិតចំេពះវគ្ភសអង់េគ្សេនះ?
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APPENDIX K: Interview questions for employers (English version)
1. Could you tell me what kind of tasks (jobs/activities) do your employees engage in
that would require English skills?
2. Do you think these tasks should be taught in the ESP courses? Why? Why not?
3. What kind of English skills do the graduate employees lack based on your experience
working with them?
4. What kind of teaching methods should be adopted for the ESP courses?
(lectures from employers…)
5. What kind of assessment should be adopted for the ESP courses? (Examples: role
plays-exams, portfolio, presentations, speaking tasks)
6. What do you think about incorporating ‘business communication’ into the ESP
course? What are some important aspects of business communication? Are these skills
important? (Provide examples: writing letters, writing emails, speaking on the phone
etc?)
7. If university offered only one Faculty general ESP course (one course fits all) for all
FoS undergraduate students, what should be the objectives of this course?
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APPENDIX L: Interview questions for employers (Khmer version)
សំណ$រសំភសន៍ស្មប់និេយគជិត

1. េតើមនភរកិច្អ្ីខ្ះ (ករងរ / សកម្ភព) ែដលត្ម$វឱ'(បុគ្លិករបស់អ្ក
េ្បី្បស់ភសអង់េគ្ស?
2. េតើភរកិច្ទំងេនះគួរែតប3្4លេទក្8ងវគ្សិក<=ភសអង់េគ្សថ្ីេទ? េហតុអ្ី?
3. តមបទពិេសធន៍របស់អ្កេធ្ើករជមួយពួកេគ េតើជំនញភសអង់េគ្សអ្ីខ្ះ
ែដលពួកគត់ខ្ះខត?
4. េតើវគ្សិក*+ថ្ីេនះគួរេ្បី្បស់វ7ធីស:ស្បេ្ងៀនអ្ីខ្ះ?
5. េតើវគ្សិក*+ថ្ីេនះគួរេ្បី្បស់ករវយតៃម្/ ករេធ្ីេត្សដូចេម្ច?
6. េតើគ្សិក)*ថ្ីេនះគួរែតប4្6លេមេរៀន “ទំនក់ទំនងពណិជ្កម្ " េទ?
េតើករទំនក់ទំនងពណិជ្កម្គួរប7្9លជំនញអ្ីខ្ះ?
េតីជំនញទំងេនះសំខន់រ.េទ?
7. េបីសិនជនិស()ិតវ,ទ(.ស0ស្ទំង៦ជំនញ េរៀនវគ្សិក+, អង់េគ្សថ្ីេនះរួមគ12
េតីេពលប'្ប់ករសិក/0វគ្េនះ និស$%ិតគួរមនសមត្ភពអចេធ្ីអ្ីខ្ះ?
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APPENDIX M: Institutional approval letter
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APPENDIX N: Research ethics approval
Approval has been renewed and granted until 04 August 2017

2 May 2014

APPROVED - Project number 14-108

Mr Korop Khat
Faculty of Arts & Design
University of Canberra
Canberra ACT 2601
Dear Korop,
The Human Research Ethics Committee has considered your application to conduct research with human
subjects for the project titled A needs analysis study for the development of English for undergraduate
student specialisation courses: A case study of a Cambodian university
Approval is granted until 5 August 2015.
The following general conditions apply to your approval.
These requirements are determined by University policy and the National Statement on Ethical Conduct in
Human Research (National Health and Medical Research Council, 2007).
Monitoring:

You must, in conjunction with your supervisor, assist the Committee to monitor the conduct of approved
research by completing and promptly returning project review forms, which will be sent to you at the end of
your project and, in the case of extended research, at least annually during the approval period.

Discontinuation
of research:
Extension of
approval:

You must, in conjunction with your supervisor, inform the Committee, giving reasons, if the research is not
conducted or is discontinued before the expected date of completion.

Retention and
storage of data:

University policy states that all research data must be stored securely, on University premises, for a minimum
of five years. You must ensure that all records are transferred to the University when the project is complete.

Contact details
and notification
of changes:

All email contact should use the UC email address. You should advise the Committee of any change of
address during or soon after the approval period including, if appropriate, email address(es).

If your project will not be complete by the expiry date stated above, you must apply in writing for extension of
approval. Application should be made before current approval expires; should specify a new completion date;
should include reasons for your request.

Yours sincerely
Human Research Ethics Committee

Hendryk Flaegel
Research Ethics & Compliance Officer
Research Services Office
T (02) 6201 5220 F (02) 6201 5466
E hendryk.flaegel@canberra.edu.au
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