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ABSTRACT
In the current Cambodian higher education sector, there is little regulation of standards in
curriculum design of undergraduate degrees in English language teacher education. The
researcher, in the course of his professional work in the Curriculum and Policy Office at the
Department of Higher Education, has seen evidence that most universities tend to copy their
curriculum from one source, the curriculum of the Institute of Foreign Languages, the Royal
University of Phnom Penh. Their programs fail to impose any entry standards, accepting
students who pass the high school exam without any entrance examination. It is possible for a
student to enter university with satisfactory scores in all subjects but English. Therefore, not
many graduates are able to fulfil the professional requirements of the roles they are supposed
to take. Neau (2010) claims that many Cambodian EFL teachers do not reach a high
performance standard due to their low English language proficiency and poor background in
teacher education.
The main purpose of this study is to establish key guidelines for developing curricula for
English language teacher education for all the universities across the country. It examines the
content of the Bachelor‘s degree of Education in Teaching English as a Foreign Language
(B Ed in TEFL) and Bachelor‘s degree of Arts in Teaching English to Speakers of Other
Languages (BA in TESOL) curricula adopted in Cambodian universities on the basis of
criteria proposed in current curriculum research. It also investigates the perspectives of
Cambodian EFL teachers on the areas of knowledge and skill they need in order to perform
their English teaching duties in Cambodia today. The areas of knowledge and skill offered in
the current curricula at Cambodian higher education institutions (HEIs), the framework of the
knowledge base for EFL teacher education and general higher education, and the areas of
knowledge and skill Cambodian EFL teachers perceive to be important, are compared so as to
identify any gaps in the current English language teacher education curricula in the
Cambodian HEIs. The existence of gaps show what domains of knowledge and skill need to
be included in the English language teacher education curricula at Cambodian HEIs. These
domains are those identified by previous curriculum researchers in both general and English
language teacher education at tertiary level. Therefore, the present study provides useful
insights into the importance of including appropriate content in English language teacher
education curricula.
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Mixed methods are employed in this study. The course syllabi and the descriptions within the
curricula in five Cambodian HEIs are analysed qualitatively based on the framework of
knowledge and skills for EFL teachers, which is formed by looking at the knowledge base for
second language teachers suggested by the methodologists and curriculum specialists whose
work is elaborated on the review of literature. A quantitative method is applied to analyse the
perspectives of 120 Cambodian EFL teachers on areas of knowledge and skills they should
possess. The fieldwork was conducted between June and August, 2014. The analysis reveals
that the following areas are included in the curricula at the five universities: communication
skills, general knowledge, knowledge of teaching theories, teaching skills, pedagogical
reasoning and decision making skills, subject matter knowledge, contextual knowledge,
cognitive abilities, and knowledge of social issues. Additionally, research skills are included
in three curricula while society and community involvement is in only one. Further,
information and communication technology, which is outlined in the Education Strategies
Plan (2006-2010), forms part of four curricula while leadership skills form part of two.
This study demonstrates ultimately that most domains that are directly and indirectly related
to language teaching competence are not sufficiently represented in the current curricula. On
the basis of its findings, the study concludes with a set of guidelines that should inform the
design and development of TESOL and TEFL curricula in Cambodia.
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CHAPTER ONE: INTRODUCTION
This chapter presents a brief background of Cambodian higher education, teaching and
learning English in Cambodia, and the roles of higher education institutions in Cambodian
curriculum development. It also shows the problems that give rise to this study, the objectives
of the study, the research questions, and rationale for the research.
1.1.

Brief Background of Cambodian Higher Education

The National Institute of Law, Politics and Economic Sciences, which was built in 1946 —
not long before Cambodia gained official independence from France — was the first
Cambodian higher education institution (Mak, 2005). French was the language used as the
medium of instruction and the pedagogical techniques and curricula were the same as those
adopted in the French education system (Chamnan & Ford, 2004).
After Cambodia became fully independent and had its own sovereignty and territorial
integrity, His Majesty King Norodom Sihanouk turned his attention to the development of
national education as a means of achieving national social and economic growth. He allocated
more than 20% of the annual national expenditure to the improvement of education (Ayres,
2000). According to Mak (2005), the Khmer Royal University (now known as the Royal
University of Phnom Penh) which was opened in 1960, was the first Cambodian public
university. Higher education grew significantly during the 1960s. Nine higher education
institutions (HEIs) were opened in Phnom Penh and other important provinces during this
period (Chamnan and Ford, 2004).
In 1970 there was a military coup organized by General Lon Nol, which was allegedly
supported by the United States of America. Because of the civil war, Cambodia was in
political chaos from 1970 to 1975. Resources were given to the military, and many facilities
in higher education institutions were destroyed. The development of higher education was
neglected. In 1975 Pol Pot toppled the Lon Nol government and led the country into the
―killing fields‖. About 1.7 million innocent people died due to starvation, disease, overwork,
and punishment. Schools and universities were closed, and the physical infrastructure of HEIs
was almost totally destroyed by the Pol Pot regime. Around 75% of university lecturers and
96% of university students were liquidated at this time (Chamnan & Ford, 2004).
1

Vietnamese soldiers invaded Cambodia and helped create the People‘s Republic of
Kampuchea (PRK) on January 7, 1979. This Vietnamese-backed PRK government also
received support from the Socialist bloc in Cambodia to restore its education (Neau, 2010).
With this support, during the 1980s the PRK government opened higher education institutions
whose chief purpose was to offer political training courses to promote Socialism in Cambodia
(Vann, 2012). According to Mak (2005), during the 1980s there were eight HEIs which
provided training in agriculture, economics, medicine, business, engineering, social sciences,
arts and culture. Curricula and textbooks adopted by most HEIs were developed with
assistance from communist countries, especially Vietnam and the Soviet Union. Many
programs were conducted in either Vietnamese or Russian (Clayton, 1999). According to
Clayton (2000), only children of important politicians and a few wealthy students had the
opportunity to receive higher education and students were not allowed to study English or
French.
The four major political factions signed the Paris Peace Accord on October 23, 1991, under
the presidency of the five permanent members of the United Nations Security Council (Neau,
2010). This led to a general election in Cambodia organized by the UN. After this general
election a coalition government was formed. Since then Cambodian students have been able
to attend English and French classes, and now English is the most prominent foreign language
(Neau, 2010). Since the election, Cambodia has received financial and technical support from
many donors (Vann, 2012), and in this way the government has been able to restore higher
education. Because access to public higher education institutions was limited and because
there was an increased number of high school graduates, in the late 1990s the Royal
Government recognized its financial limitations and established a policy of privatization in
higher education (Mak, 2005). Mak notes that Norton University in 1997 was the first private
university licensed to operate. Both private and public higher education institutions have been
mushrooming across the country since then. There are currently 103 HEIs nationwide, with
the total number of students enrolled in Bachelor‘s degrees in the academic year 2011-2012 at
207, 666 (MoEYS, 2010b).
1.2.

Teaching and Learning English in Cambodian Higher Education Institutions

English has become increasingly necessary in Cambodia. It is a requirement for many jobs as
the country has opened its doors to foreign investment. Seeing this social phenomenon, many
students have become interested in learning English. At the same time, a foreign language is
2

now included in all academic programs at tertiary level (MoEYS, 2007b). Joseph A.
Mussomeli, the American ambassador in Cambodia, said at an international conference of
English language teachers (CamTESOL)1 in Phnom Penh, that by teaching English to
Cambodian students, they are provided with useful life skills so that they can bring prosperity
to their country, and that English is a tool or ―weapon‖ which enables the reduction of poverty
and elimination of ignorance in Cambodia and communication with others in the world
(Igawa, 2008a).
Thus, knowing the importance of English and seeing an opportunity to make a choice of
profession, more and more high school graduates opt to study English language teacher
education; they are also aware that other jobs may be available such as in translation and
interpreting. Consequently, the majority of HEIs offer bachelor‘s degrees in English teachingrelated disciplines (MoEYS, 2010b). According to the statistics provided by the Department
of Higher Education in Cambodia, 4,163 students were enrolled in Bachelor of Arts in
English, Bachelor of Education in TEFL, or Bachelor of Arts in TESOL programs in the
academic year 2008-2009 (MOEYS, 2010b).
1.3.

Roles of Higher Education Institutions in Curriculum Development

HEIs across the country must design curricula with clear aims and descriptions of overall
structures of each unit to respond to the students‘ learning needs (MoEYS, 2007b). They also
have to establish a technical team or committee responsible for developing these in order to
attain the stated mission. Similarly, in order to be licensed by the Royal Government of
Cambodia to run training programs at tertiary level, HEIs must submit relevant dossiers
consisting of their own institutional development strategic plans as well as well-structured
curricula with detailed content to be evaluated by the Ministry of Education, Youth and Sport
(MoEYS, 2002).
To ensure the quality of education, all HEIs in Cambodia are expected to pay strong
continuing attention to curriculum development, quality of teaching, student assessment
principles, constructive feedback from stakeholders, an internal quality assurance system, and
research (ACC, 2003). According to McNamara (2008), Cambodian HEIs should enable
graduates to contribute to social and economic development. McNamara also argues that

1

CamTESOL is an annual conference in South-Easat Asia for TESOL professionals to share peer-reviewed publications
which are useful for participants to solve practical issues pertinent to English language education.
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Cambodian HEIs should be responsible for creating curricula that can be adopted in order to
equip graduates with sufficient knowledge, skills, virtue and morality to fulfil the job
requirements in their specific societal context.
Thus, the Department of Higher Education has to create a curriculum development framework
by carefully scrutinizing current HEIs‘ curricula from a comparative viewpoint, the
qualifications of teachers in Cambodian HEIs, employment market demands, and the national
needs (MoEYS, 2010a). According to Proclamation 1435 issued by the Ministry of Education,
Youth and Sport, each higher education institution is required to establish a technical team
and clear policies for curriculum development in its institution (MoEYS, 2007b). The
Ministry‘s role is to ensure not that all curricula are the same, but simply that they embody
common principles. For example, students are obliged to have a certificate of Foundation
Year Studies and to earn at least 120 credits, overall, to be awarded a Bachelor‘s degree in
any field of study (MoEYS, 2002). The Foundation Year program comprises at least ten
subjects: at least two different subjects from the field of arts and humanity, at least two from
the field of mathematics, science, and computer science, at least two from the field of social
science, and two subjects in foreign languages (ACC, 2004).
1.4.

Research Problem

The large gap between graduate supply and workforce needs has severe impacts on the
Cambodian economic and social development, such as its unemployment rate (HRINC,
2010). A growing number of graduates are looking for jobs but find themselves without the
skills required to do the jobs. It is clear that a mismatch has developed between educational
achievement and market demands. According to Vann (2012), curricula with subjects that are
irrelevant are one of the major causes of the mismatch between higher education outcomes
and market demands in Cambodia.
Students‘ main purpose in attending university is to find a suitable job. University
undergraduate students majoring in TESOL or TEFL expect that their English proficiency
will be high. They want to be qualified English teachers after they graduate with a B Ed in
TEFL or BA in TESOL. However, not many Cambodian EFL teachers have reached high
performance standards (Neau, 2010). Neau contends that difficulties in teaching English in
Cambodia come from teachers‘ low English proficiency, poor teacher education, and curricula
which are not up-to-date. According to Igawa and Tsujioka (2009), Cambodian English
4

teachers need professional development in terms of teaching skills and methods,
understanding students, participating in English teaching conferences and workshops,
communication skills, English language proficiency improvement, understanding diverse
cultures, and knowledge of the subjects they are teaching.
According to McNamara (2008), many Cambodian HEIs, particularly the new and small ones,
lack senior staff with sufficient experience and knowledge of curriculum design and
development; hence, they simply follow the academic curricula of other more established
higher education institutions. He argues that these ―copied curricula‖ cannot fully respond to
the needs of the institutions and their contexts. Indeed, the researcher, in the course of his
professional work in the Curriculum and Policy Office at the Department of Higher
Education, has also seen evidence that the curricula of B Ed in TEFL implemented by most
HEIs have very similar subjects. It seems evident that the HEIs have copied these curricula
from one source which is the oldest and supposedly the most prestigious foreign language
institute; the Institute of Foreign Languages (IFL), the Royal University of Phnom Penh,
without regard for other and perhaps more appropriate or modern models of language
curriculum design or taking into account the specific needs of their local contexts, or the
demands of the job market. Yet they do not follow the same admission policy. IFL arranges
an entrance exam for every intake. It implements its admission testing rigorously in order to
select qualified students for its program, and is capable of refusing admission to students who
cannot reach an appropriate level. Thus, it is able to produce graduates with a good command
of English, which refers to the level of English required for language teaching careers in
Cambodia. Most universities therefore are replicating a large proportion of the IFL curriculum
but without a selection and an entrance exam. These universities simply use Grade 12 national
exam results released by the Ministry of Education, Youth and Sport as an admission
criterion. They accept students who pass the high school exam without giving them an
entrance exam; thus, it is possible for a student to enter university with satisfactory scores in
all subjects but English. This is one major initial problem.
In general, in order to respond to the genuine needs of their students, the universities that now
replicate the curriculum of another must develop or renovate their own. Therefore, key
guidelines for curriculum development need to be established for universities across the
country. To develop the key guidelines, it is necessary to evaluate and investigate the original
and independent curricula which are worth holding up as a model for others, and the
5

perceptions of EFL teachers of the areas of knowledge and skill that are needed for their
professional practice.
Educators and course designers have been paying particular attention to the issues of
curriculum or course evaluation since 1960s (Sanders, 1992, as cited in Richards, 2001).
According to Richards (2001), curriculum evaluation allows designers and other stakeholders
to know whether the content of a given course is relevant in order for its goals to be achieved.
Similarly, Graves (2000) claims that the evaluation of courses is carried out to know whether
the items included in a given course are what students need, whether they are sufficiently
comprehensive, and whether they are given enough focus. Thus, to examine and evaluate the
content of the present curricula, the perspectives of the EFL teachers, principal stakeholders,
should be explored.
1.5.

Research Objectives

The objectives of this research are to:
 Map the basis of academic content of the current B Ed in TEFL and BA in TESOL
curricula in Cambodian higher education institutions with the framework formed with
the use of best practice from the literature;


Gain the perceptions of EFL teachers of what knowledge and skills they need in order
to be sufficiently qualified;

 Propose guidelines for the development of TEFL/TESOL degree curricula in
Cambodian higher education institutions.
1.6.

Research Questions

In this study, questions relating to the content of English language teacher education programs
at Cambodian HEIs are addressed by an analysis of the relevant curriculum documents. These
questions are also answered by EFL teachers, who are directly influenced by the inclusion of
the content within the curricula. The features of the curricula and the views of these
stakeholders will be elicited to determine what domains of knowledge and skills need to be set
out in the B Ed programs.
1. What are the main features of the curriculum content of the B Ed in TEFL or BA in
TESOL in Cambodian universities?
6

2. To what extent are these features consistent with curriculum design theories in
higher education and second language teacher education?
3. What are the perspectives of Cambodian EFL teachers on the areas of knowledge
and skill needed for the fulfillment of their teaching duties?
1.7.

Definitions of Key Terms
-

TESOL is the abbreviation of Teaching English to Speakers of Other Languages.

-

TEFL is the abbreviation of Teaching English as a Foreign Language.

-

Curriculum is a group of relevant subjects introduced in a particular program of study
that provides a map of learning, and outlines the skills, attitudes, and performance
students are expected to gain from an educational institution.

-

Higher education institutions are institutions that provide post-secondary education
and equip attending students with knowledge, social skills, morality, and ethics.

1.8.

Perspectives are someone‘s view of a particular thing.
Rationale for the Research

This research study is conducted with two main aims in view. First, it aims to propose
guidelines for the development of TEFL/TESOL degree curricula in Cambodian higher
education institutions. According to Proclamation 1435 issued by the Ministry of Education,
Youth and Sport, each higher education institution must establish a technical team and clear
policies for curriculum development in the institution (MoEYS, 2007b). This implies that the
MoEYS wants each Cambodian higher education institution to develop its own curriculum
and not copy a curriculum from another such institution. Although there is a curriculum
framework of a kind that is available to higher education institutions, it lacks guidelines for
curriculum design and development, and thus the Ministry needs to develop clear curriculum
guidelines for those universities to follow. To devise these is the purpose of the study.
Second, the study aims to contribute to the promotion of English language learning and
teaching in Cambodia, since it seeks to identify gaps in the content of the existing language
teacher education degrees. With the disclosure of these gaps, the university technical teams
will be provided insights into how to develop and revise their curriculum so that they are able
to include appropriate knowledge and skills in the English language teacher education
programs offered. By demonstrating what knowledge and skills Cambodian EFL teachers
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should possess for their professional practice, the English language teachers will become
aware of their own professional development needs. This would promote English language
teaching and learning, which has become increasingly important in Cambodia, especially as
the country integrates itself fully into the AEAN Community in 2015".
Above all, the results of this research provide useful insights into the importance of including
appropriate content in the English language teacher education curricula. With its
recommendations, the universities across the country will be better able to develop their B Ed
in TEFL and TESOL curricula and remove much of the problem which the thesis began by
―describing‖. In return, the quality of English language education in Cambodia will be
significantly raised.
1.9.

Summary

This chapter has provided an overview of higher education, the importance of English
language education, and the roles of HEIs in curriculum development in Cambodia. Since the
first university was established in 1946, Cambodia has not been able to constantly develop its
higher education due to the chronic civil wars in the country. Cambodian education was paid
strong attention during the administration of His Majesty King Norodom Sihanouk. Higher
education was then totally neglected during Pol Pot‘s genocidal regime. After the Paris Peace
Accord was signed on October 23, 1991 by the four political factions under the presidency of
the five permanent members of the United Nations Security Council, Cambodia started
building its political stability. Since then, education has been given great attention, and the
number of both public and private higher education institutions dramatically increased to 103
in 2013.
As English is increasingly important in Cambodia, the demand for EFL teachers has risen.
Therefore, the majority of universities offer English language teaching related degrees. This
mean that these universities are required to look thoroughly at the aspects that bring about
quality training. One of their main efforts is to take into account their curricula. These higher
education institutions should be responsible for developing curricula that enable their
graduates to be sufficiently qualified for the requirements of the jobs in their societal setting.
This research aims to investigate the content of the English language teacher education
curricula in Cambodian HEIs. It also examines the perceptions of Cambodian EFL teachers of
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the domains of knowledge and skills they need in order to perform their English teaching
duties; and, it evaluates the extent to which the curricula meet the needs of the graduates. The
research offers significant guidelines for the design and development of the curricula at
Cambodian higher education institutions by pointing out what domains of knowledge and
skills need to be included in the programs. The next section shows a brief account of the
research methodology employed in the study.
1.10. Methodology
Both qualitative and quantitative methods were employed for the current study. A qualitative
method was applied for content analysis of the relevant curriculum documents, and a
quantitative method was used to explore Cambodian EFL teachers‘ perceptions of what
domains of knowledge and skills they need for their professional practice. These perceptions
were obtained through questionnaires. The data from the general comments in the last openended questions of the questionnaire were analyzed utilizing a qualitative approach. There
were two main types of data used in this study: the course descriptions within the whole
curricula from the five higher education institutions; and the completed questionnaires from
120 respondents. The researcher applied random sampling techniques to reach the number of
the informants from whom he wished to collect the data.
The analysis of the collected data was done into two stages. First, the objectives and
descriptions of all units in the curricula were carefully coded based on the twelve domains of
knowledge of EFL teachers as follows.
1. Communication skills
2. General knowledge
3. Knowledge of teaching theories
4. Teaching skills
5. Pedagogical reasoning and decision making skills
6. Subject matter knowledge
7. Contextual knowledge
8. Research skills
9. Information and communication technology
10. Cognitive ability
11. Knowledge of social issues
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12. Society and community involvement
Second, descriptive statistical data analysis with the use of Statistical Packages for Social
Science (SPSS) was employed to analyze the perspectives of the participants on the
knowledge and skills they should have to fulfil their English language teaching duties in the
contemporary Cambodian setting. The findings show the domains of knowledge and skills
currently included in the EFL teacher education curricula, the consistency of the content of
these curricula with theories of English language teacher education and general higher
education curriculum, and the perspectives of EFL teachers on the areas of knowledge and
skills they need for their teaching performance. The next section shows the outline of the
thesis.
1.11. Thesis Outline
This thesis is organized into six chapters; Chapter One, introduction; Chapter Two, the
literature review; Chapter Three, the research methodology; Chapter Four, findings; Chapter
Five, the discussion of the findings; and Chapter Six, the conclusion and recommendations.
Chapter 1: Introduction
This chapter presents a brief background of Cambodian higher education, the role of the
English language in the country, and the duties of HEIs in ensuring the quality of higher
education. It also probes the research problems which link to the research objectives and
questions. The rationale for the study is also indicated.
Chapter 2: Literature Review
In this chapter, literature relevant to the study is discussed in breadth and depth as a means of
identifying any gap in knowledge. It is related to procedures of language curriculum design
and development, philosophical approaches to curriculum design in higher education, and
areas of knowledge of second language teachers, characteristics of effective English language
teachers, and appropriate English teacher education Curriculum Development. This chapter
also presents the conceptual framework for the study.
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Chapter 3: Research Methodology
This chapter presents an overview of the research methodology, the rationale for the
methodology, the research context, choices of participants, the processes of data collection,
the questionnaire, the procedures for questionnaire distribution, the method of data analysis,
the limitations of the method used, and ethical considerations.
Chapter 4: Findings
In this chapter, an analysis of the relevant curriculum documents and the data collected are
presented.
Chapter 5: Discussion
This chapter discusses the findings stemming from the data analysis noting where they
correspond with the literature on the subject, and where they are at variance with other
empirical studies.
Chapter 6: Conclusion and Recommendations
This chapter presents a summary of the research problems, the conceptual framework used in
the study, the research methodology, the major findings, the recommendations and
implication of the research, as well as the limitations of the study.
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CHAPTER TWO: LITERATURE REVIEW
Chapter 1 has presented the research problem, objectives and questions. It has also given a
brief background of Cambodian HEIs, teaching and learning English in Cambodian HEIs, and
the role of Cambodian HEIs in the development of their institutional curricula. This chapter
presents a review of the relevant literature and gives a basis for the analysis of the curriculum
as a document as well as perspectives of EFL teachers on the knowledge and skills they need
for their professional practice. It covers the definitions of curriculum, language course design,
language curriculum perspectives, philosophical approaches to curriculum design in higher
education, goals and objectives of higher education curricula, the areas of knowledge
introduced in English teacher education curricula, and appropriate English teacher education
curriculum design, characteristics of effective English language teachers, and conceptual
framework for the study.
2.1. Defining Curriculum
Curriculum professionals do not completely agree on a definition of ―curriculum‖. According
to Wiles (2009), the curriculum is generally seen as a set of subject matter prepared in written
documents like books and syllabi. It is defined in terms of a series of goals that help students
gain successful learning experiences through a development process (Wiles and Bondi, 2007).
Ornstein and Hunkins (2009) suggest four definitions of ―curriculum‖, some of which are
quite comprehensive. First, the curriculum is a plan for attaining goals and so provides
learners with the opportunities to learn successfully. Second, the curriculum involves
students‘ experiences. Third, the curriculum represents a system used for dealing with people.
This definition, say Ornstein and Hunkins (2009), is less popular than the previous ones.
According to the fourth definition, the curriculum is an area of study with its own foundation,
knowledge areas, research, theory, principles and specialists. Glatthorn, Boschee and
Whitehead (2009) add even another definition:
The curriculum is the plans made for guiding learning in the schools, usually represented in retrievable
documents of several levels of generality, and the actualization of those plans in the classroom, as
experienced by the learners and as recorded by an observer; that experience takes place in a learning
environment that also influence what is learned. (p. 3).

As a curriculum consists of courses that direct students to the achievement of their learning
goals, it is crucial to take account of the content of those courses. The next section deals with
several procedures used to determine the knowledge and skills that need to be offered to
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learners in a language course. It also shows how important it is to take each step and how each
needs to be taken.
2.2. Language Curriculum Design
In the current literature on language course design there are some accepted common
components. Graves (2000), for example, says that the components consist of: establishing
objectives by using forms of assessment; determining course content, materials and methods;
and evaluating the program. Nation and Macalister (2010) argue that when designing a
language course, the designers have to take into account the learners‘ existing knowledge, the
knowledge they do not have, the available resources, teachers‘ skills, and learning and
teaching principles. To achieve this, they suggest the following processes.
1. Assessing the environment or situation
2. Assessing students‘ needs
3. Deciding on principles
4. Setting goals
5. Determining and sequencing content
6. Designing lesson format and presenting materials
7. Monitoring and assessing the course
8. Evaluating the course
These essential processes in curriculum design are discussed below.
2.2.1. Assessing Environment
Richards (2001) says that environment analysis or situational analysis is conducted to
identify what factors in the planned or current course project could have potential effects on
the implementation of the curriculum. According to Graves (2000), when the course designers
obtain sufficient information about the environment, they will be able to decide what to put in
the curriculum and how to implement that curriculum. Nation and Macalister (2010) similarly
argue that environment analysis is a useful element to consider in curriculum design since
such analysis enables curriculum designers to be confident that the course will be
implemented effectively and efficiently. They suggest that situation, teacher, and learner
factors be taken into account when designing a language curriculum.
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Concerning the situation factors, Nation and Macalister (2010) argue that if the education
institutions cannot afford to buy materials recommended by the curriculum designers, the
courses will not be successfully implemented. They also suggest that the course designers
must also pay particular attention to the classroom conditions, amount of time for the course,
and other requisite resources.
Nation and Macalister (2010) also note that curriculum designers have to know whether the
teachers are well trained in terms of using materials and assigning the learners to do
meaningful activities, and whether the teachers are confident enough in using the language
and their language proficiency is high enough to correct students‘ spoken or written work. If
teachers cannot meet these criteria, they will not be able to implement even a well designed
curriculum effectively and efficiently. Nation and Macalister ask whether the teachers have or
are given sufficient time to prepare for classroom teaching and to mark the students‘ work. In
addition to what Nation and Macalister say about the teacher factor, Richards (2001) suggests
that the teachers‘ morale, motivation, teaching styles, beliefs and principles be given serious
consideration.
Regarding learner factors, Nation and Macalister (2010) and Richards (2001) insist that
curriculum or course designers have to look thoroughly at the learners‘ existing knowledge
and experience; the learners‘ specific purposes for learning the language; their preferred
language learning styles; and their ages, because such information helps the designers know
what topics and activities are likely to be interesting for the learners. For example, if the
students are not interested in learning a foreign culture, they may not wish to spend much time
reading about it.
2.2.2. Assessing Needs
Course designers conduct needs analysis in order to determine the goals and content of a
language course (Nation & Macalister, 2010). According to Graves (2000) and Richards
(2001), needs analysis involves collecting data on the needs and interests of learners,
interpreting them and deciding on what should be offered in the course so that the students‘
needs and preferences are met. Graves (2000) adds that ongoing needs assessment gives
students the opportunity to reflect on their studies and update their needs and interests.
Richards (2001) adds that needs analysis is also done in order to determine what language
skills learners need for particular future situation, to determine whether the current courses
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sufficiently respond to the learners‘ needs, and to show the gap between what learners can
currently do and what they wish to be able to do, and to gather information about any
particular problems learners are facing.
Graves (2000) suggests six steps to be taken to assess learners‘ needs in attending a language
course. These are: deciding on what information to collect and why; deciding when, from
whom, and how the information can be collected; collecting data; interpreting information;
working with the interpretation of the information; and evaluating the needs analysis. To
determine what kinds of information is needed, Nation and Macalister (2010) suggest looking
at necessities, lacks and wants. Necessities refer to what is important for the students‘ use of
the target language. Lacks are what knowledge and language skills learners do not have.
Wants refer to what language learners wish to learn. Graves (2000) proposes two main aspects
to take into account when conducting an analysis of learner needs: present and future aspects.
For the present aspect, the information that should be collected for a needs analysis will be
about who the students are, their present level of language proficiency, their experience in the
target language and in other cultures, their interests, their preferred learning styles, and their
attitudes towards themselves as students and towards the target language. For the future
aspect, the information will be about the reasons for taking the language course, target
contexts, the kinds of communicative skills learners will need, and the language macroskills
learners will need. In order to collect information for needs analysis, Richards (2001)
proposes several techniques: questionnaires, self-ratings, interviews, meetings, observation,
collecting the language sample of learners, task analysis, case studies, and analysis of
information from potential resources.
2.2.3. Deciding on Principles
Principles refer to methods used to encourage language learning (Nation & Macalister, 2010).
They can also be called beliefs (Graves, 2000). According to Graves, ―beliefs also arise from
work experience and the discourses of the workplace, what you feel constitutes success and
works in each setting, what you perceive to be important or necessary or the way things are
done.‖ (p. 26). By comparison, Nation and Macalister (2010) argue that any principles have to
be based on research and theory, and can be applied in a wide range of situations where
language is learned and taught. They propose twenty principles distributed within three main
categories: content and sequencing, format and presentation, and monitoring and assessment.
These are explained below.
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2.2.3.1. Content and Sequencing
According to Nation and Macalister (2010), there are eight principles in this subdivision:
-

A language course should provide students with opportunities to learn and practice the
language items which appear frequently in the language use.

-

Students should be trained to be effective and independent language learners.

-

Teachers or course designers should offer students repeated opportunity to learn and
practice their wanted items in the different settings where those items are used.

-

A language item introduced to students has to help the students understand some other
language items.

-

There should be clear language teaching and learning goals in a language course and
opportunities for those goals to be attained so that students can learn necessary
language items, skills and strategies.

-

Language course designers have to give consideration to the most favourable
sequencing of the language items introduced in the course and know when the students
are ready to learn those items.

-

A language course should give students opportunities to use their existing knowledge.

-

Language course designers should sequence the language items that can easily be
learned together and avoid putting together language items that interfere with each
other.

2.2.3.2. Format and Presentation
Nation and Macalister (2010) suggest ten principles concerned with format and presentation.
The first is that learners should be motivated to learn the language and value it. To motivate
students to learn the target language, course designers or teachers should make the lessons
relevant and interesting; provide learners with power to control or make decisions on what
they are learning; and establish accurate learning outcomes of each task or activity to ensure
that students will achieve them. To be motivated to learn the language, according to Ur
(2012), students should be given many short achievement tests. Ur adds that when language
learners get good results in the tests, they become confident that they will be successful
language learners. To assist with this, Nation and Macalister (2010) add that students should
be given ways of keeping a record of their progress. According to Cotterall (2000) language
learners should be motivated to become independent learners. To attain this, teachers should
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explain the rationale and goals of any classroom activities. Nation and Macalister (2010) say
that rewarding learners for their diligence in learning a language motivates them to study
harder. Nation (1989) contends that giving students tasks that consist of competition, time
pressure, memory and puzzle-like solutions is a good way to push students to learn the
language. Boon (2007, as cited in Nation & Macalister, 2010) add that students should be
encouraged to create their own realistic goals of learning the language.
The second principle involves the needs for language course designers to balance the amount
of time allocated for the four strands: meaning-focused input, language-focused learning,
meaning-focused output, and fluency development. Nation and Macalister (2010) claim that:
The rough rule of thumb is that on average roughly equal time should be given to each of these four
strands in the total language experience of the learner. That means that time in class and out of class can
be considered if, during these times, the learner is gaining appropriate language activity that can be
classified as fitting into these strands. For example, if a learner is doing a lot of graded reading outside
class time and is gaining truly comprehensible input outside of class time, this would mean that the time
allocation for meaning-focused input could be met outside class and so the time in class could be given
to language-focused learning, meaning-focused output and fluency development. (p. 51)

Nation and Macalister (2010) point out that the amount of time for the four strands might
change slightly. They say that at an early stage of language learning, approximately 30
percent may be given to meaning-focused input, approximately 30 percent allocated to
language-focused learning, roughly 20 percent given to meaning-focused output and about 20
percent devoted for the development of language fluency. They add that at the advanced level,
it is hard to separate meaning-focused input and meaning-focused output because at this level
a person‘s meaning-focused output is his or her meaning-focused input, so that 50 percent of
the time should be allocated to them. About 20 percent may be needed for language-focused
learning and about 30 percent for the development of language fluency.
In considering the third principle, Nation and Macalister (2010) suggest that language course
designers or teachers should encourage students to spend time reading texts that interest them
and listening to whatever they like in order to improve their language competence. Nation &
Macalister‘s fourth principle of format and presentation is concerned with provision of a
variety of activities for language learners to increase their fluency by applying their existing
knowledge. In the fifth principle, course designers or teachers should provide students with
sufficient opportunities to produce the language in both writing and speaking on a variety of
topics. The sixth principle is concerned with the inclusion of the sound system, vocabulary,
grammar and discourse domains in language-focused learning. They say that in general, about
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25 percent of the time in a language course should be allocated to language-focused learning.
In their seventh principle, Nation and Macalister (2010) argue that language course designers
should give as much time as possible to the emphasis on the language being learned and
taught. The eighth principle involves giving activities that enable students to learn the
language items using their own thinking.
In the ninth principle, Nation and Macalister (2010) suggest that language courses should be
presented in order that students hold positive attitudes towards the target language, its users,
its use, the skills of the teachers, and the possibility of being successful language learners. If
students are demotivated and shy about the use of the target language, or feel they are being
threatened to learn it, it is hard for them to succeed in learning that language. To achieve this,
course designers or teachers have to look at two critical types of motivation, intrinsic
motivation and instrumental motivation, which have been given significant attention by
researchers (Nation & Macalister, 2010). According to Ur (2012), teachers can motivate their
language students in three major ways: taking every chance to tell learners how necessary it is
to be able to use the target language, encouraging students to be confident that they can
achieve their language learning goals, and making learning and teaching activities in the
classroom interesting. The last principle is concerned with the provision of opportunities for
language learners to use learning materials that are suitable for their personal styles of
learning. To attain this, Nation and Macalister (2010) suggest looking at such as: group size,
speed and intensity, medium, presentation, mental process, understanding, use of first
language, and source of control (following planned activities or negotiating learning
procedures with students).
2.2.3.3. Monitoring and Assessment
The first principle of monitoring and assessment of language courses is that students and their
needs, teaching conditions, amount of time and necessary resources have to be taken into
account during the processes of selecting, grading, presenting and assessing materials in
language courses (Nation & Macalister, 2010). Richards (2001) says this principle focuses on
the significance of conducting needs analysis and situation or environment analysis. In the
second principle, Nation and Macalister suggest that language students be given corrective or
constructive feedback, which is helpful for them to improve their language competence. First,
students can enhance the quality of their language use by monitoring themselves. Second,
they can help give corrective feedback to each other when they communicate in the target
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language. Finally, language learners can receive feedback from their teachers, who are the
observers of the students‘ communication process.
2.2.4. Goals, Content and Sequencing
To put appropriate content in a language course, language course designers have to pay
particular attention to the environment or context where the language is taught, the needs of
the students, and the beliefs of teaching and learning (Nation & Macalister, 2010; Graves,
2000; and Richards, 2001). Graves (2000) adds that to decide on the objectives of the course,
the materials to be used, the sequence of the items, and the evaluation of the course, language
course designers have to organize the content in a way that enables them to see the connection
between different language items. Further, Richards (2001) suggests that language course
designers should take into account the entry and exit levels of the learners‘ English
proficiency. Learners should also be given carefully designed tests to determine their
language skills prior to and after the course.
Making the right decision on the content of a language course and appropriately sequencing
the items are two of the most useful steps in the entire curriculum design and development
process (Nation & Macalister, 2010; and Richards, 2001). Excellent learning and teaching
will bring about poor outcomes if inferior language items are selected and put in the course.
Nation and Macalister (2010) contend that the goals of a language course are to enable
learners to improve one or more of the following: language, ideas, skills, or discourse (text).
To reach any goals of a language course, Nation and Macalister (2010) propose some
guidelines concerning situation, needs, and principles. Regarding situation or environment,
the language course should help learning in the classroom, be suitable for the learners‘ ages,
and what students want to see in a course should be included in the content. Course designers
have to make sure that students who miss some classes can catch up with the lessons. Also,
course designers should make sure that teachers can comprehend the language items
introduced, and the number of lessons should be relevant to the durations set by the school.
The course should also promote independent learning or learning activities outside the
classroom. Related to needs of the learners, Nation and Macalister (2010) and Richards
(2001) claim that the content in a language course should take account of the students‘
language proficiency of the students and what language use they wish to improve. The
principles used for deciding on the content and sequencing of a language course are outlined
in section 2.2.3.
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Richards (2001) argues that sequencing the language items is concerned with reasonable and
clear decisions on which items should be introduced first in the course and which should be
learned later. To sequence the content, Richards recommends several criteria. First, the items
which are considered to be easier should be introduced earlier, and the content perceived to be
more difficult should be learnt later. Things to be learned at the early stage need to be
simplified. Second, the content should be sequenced based on the order in which things
happen in real situations. . For example, according to Richards (2001), people usually acquire
listening, speaking, reading and then writing. Therefore, the designer interested in English
language proficiency should look at this sequencing. Third, the needs for the language use in
the real world of learners may also be taken into consideration when sequencing the content.
Fourth, the sequencing should be based on what is important at a particular stage as a basis for
a later stage in the learning process. Another way of sequencing the content may be from
whole to part or from part to whole. For example, the course might focus on the entire topic
before looking at separate constituent parts that make it up; or, students might be taught how
to write paragraphs before they can put paragraphs together to develop an essay. The last
method of sequencing the content involves including the language items repeatedly in the
course so that students have many opportunities to absorb or acquire them.
2.2.5. Evaluating the Course
Course evaluation involves examining both the outcomes of the course and its planning and
implementation (Nation & Macalister, 2010 and Richards, 2001). Evaluations seek to know if
the teaching and learning process meets an established standard, if the course has enabled the
students to achieve their goals of improving the language use, if the students and other
stakeholders are happy with the course offered, and if the course is effective compared with
others. There are two kinds of evaluation in a language course: formative and summative. The
differences between them are the purposes of the evaluations themselves.
Formative evaluation is ongoing in a course and involves figuring out what is working well,
what is not, and what issues need to be solved so that the whole course can be improved
(Nation & Macalister, 2010 and Richards, 2001). According to Richards (2001), a person in
charge of this evaluation task has to find out if sufficient time has been allocated for any
course objectives; if language learners have been placed at the right level in the course; how
effectively the textbooks have been used; if the teaching techniques are appropriate; if either
teachers or students have any trouble with the course; if the students are satisfied with the
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course; if the students have been given adequate opportunities to practise; and if there should
be more or less work for students.
Summative evaluation of a course is usually completed at the end of a course and is
concerned with revealing its efficiency and effectiveness (Richards, 2001 and Nation &
Macalister, 2010). To know whether or not the course is effective, Richards (2001) offers
several different measures. First, the course evaluators have to figure out the extent to which
every course objective has been reached. This can be attained through relatively informal
observation. If the students cannot use the language in a particular situation as set in the
objective, there might be some reasons related to inadequate time for them to practise during
the course. Second, a thoroughly designed test can be given to students at the end of the
course to measure their language learning accomplishment. Third, the course evaluators can
see how successful the course is by looking at retention and re-enrolment rates of the learners.
If the students continue the language course within its duration and if more students enroll in
the course, it is a sign of accomplishment in the course design. If the retention rates are high
and no other students have enrolled in the course, it is a sign of failure in the course design.
Fourth, how successful a language course is can be reflected in how easy it is to develop and
implement the course. The last measurement of the effectiveness of a language course can be
seen through the levels of satisfaction with the course on the part of both teachers and
students. If they have spoken enthusiastically of it, it can be considered to be acceptable.
2.3. Language Curriculum Perspectives
Regarding the goals and objectives of curricula, Richards (2001) proposes five curriculum
perspectives: academic rationalism, social and economic efficiency, learner-centredness,
social reconstructionism, and cultural pluralism. All, except the last one, of these five
curriculum perspectives produce similar educational goals to the approaches to curriculum
design in higher education suggested by Toohey (1999). Cultural pluralism is not mentioned
in Toohey‘s (1999) philosophical approaches perhaps because it is applied particularly to the
design of language curricula, not necessary to the design of general higher education
curricula.
Each of Richards‘ curriculum perspectives focuses on a different approach to the function of
language in an educational program. In the academic rationalism perspective, a foreign
language is introduced into a program in order to help learners improve their academic
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performance or their discipline. In addition, the content of various subjects is seen as the main
parts of the curriculum, and understanding those subjects is the outcome of the program. The
social and economic efficiency perspective focuses on what the students and their society need
and the function of training in enabling students to be economically productive. A foreign
language is included in a curriculum when that language can help develop the economy of the
learners and their society. The learner-centredness perspective strongly focuses on the
individual needs of the students and their own experiences, and the curriculum drawn from
this perspective gives learners tools to improve, by themselves, their critical thinking skills
and other skills which are believed to be necessary for them. In social reconstructionism,
learners are offered opportunities to examine social issues, such as inequality and injustice,
and their personal problems and to find ways to deal with those problems. The curriculum
deriving from this perspective helps students enhance their skills, knowledge and attitudes. In
the cultural pluralism curriculum perspective, learners are involved in several different
cultures and not only those of the dominant countries. The curriculum from this perspective
helps learners to value everyone around them and the cultures and religions of others, and to
raise the self-esteem of any minority groups (Uhrmacher, 1993, as cited in Richards, 2001).
According to Phillips and Terry (1999, as cited in Richards, 2001), in America, the American
Council on the Teaching of Foreign Languages has developed three features for cross-cultural
ability in any foreign language training program: the demand to learn about the cultures, to
compare them, and to involve in cross-cultural discovery.
2.4. Toohey’s Philosophical Approaches to Curriculum Design in Higher Education
When we have the concepts of academic curricula, we know the complexities of the situations
that both learners and teachers face (Barnett & Coate, 2005). Regarding this issue, Toohey
(1999) suggests five philosophical approaches to curriculum design in higher education: the
traditional or discipline-based approach, the performance or system-based approach, the
cognitive approach, the personal relevance/experiential approach, and the socially critical
approach. Each approach shows a different way of thinking about the functions of the current
HE curricula, and these approaches allow curriculum designers to be aware of different issues
so that they can determine acceptable knowledge, proper learning goals and specific
perceptions on education.
Toohey‘s philosophical approaches to curriculum are requisite for curriculum designers or
developers since they have the merit of providing deep insights in understanding and
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perceiving higher education curricula. Each approach expressly characterizes knowledge in
any profession or discipline. Knowledge is viewed differently in different philosophical
approaches to curriculum. They can also be applied to design curricula with different goals
and objectives. Crucially, they can help determine content necessary for the whole training
programs. By using these approaches, curriculum designers can choose and organize the
content that can help learners gain essential skills required by the job market.
Toohey‘s (1999) philosophical approaches to curriculum design in higher education are used
as a set of guidelines for analyzing the content of the current EFL teacher education curricula
and for investigating the perspectives of EFL teachers on what areas of knowledge and skills
they perceive to be significant for their professional practice. There is good reason to adopt
Toohey‘s framework in this study. Toohey‘s authority in the field of higher education
curriculum design is acknowledged by researchers. For example, Peach (2010) conducted a
study to underpin a philosophical approach to undergraduate curricula, namely socially
critical vocationalism. In this study, Peach adopted Toohey‘s socially critical, cognitive, and
experiential approaches along with Young‘s (1999) critical vocationalism to discover what the
important goals of curricula and the supporting philosophical approach at undergraduate level
should be in the United Kingdom. Peach‘s study reveals that socially critical vocationalism is
concerned with traditional intellectual development for tertiary education to be more
responsive to and connected with the economic and social needs of a nation. It also shows that
the curricula designed with the adaptation of the socially critical vocationalism approach
provide graduates with the opportunity to gain requisite knowledge and skills so that they
meet the job requirements in their social settings.
What follows (2.4.1 to 2.4.5) is a summary and discussion of Toohey‘s five philosophical
approaches to curriculum design in higher education.
2.4.1. Traditional or Discipline-Based Approach
In a discipline-based approach, different units and topics on basic fundamental concepts are
introduced in the whole curriculum, and each topic is structured with clear justification for its
inclusion. In this approach knowledge is perceived as having independent existence. Students
are expected to gain a broad knowledge of the field, key concepts, and ways of applying
details, information which exists in books and published articles. Strong emphasis is placed
on abstract and theoretical knowledge: personal or expressive knowledge is of little or no
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account. The specific content is often selected for breadth so that students can thoroughly
understand any area of the discipline, but topics covered are not necessarily related to either
learners‘ interest or contemporary social issues (Toohey, 1999). There is a connection
between Toohey‘s traditional or discipline-based approach to curriculum in higher education
and Barnett and Coate‘s (2005) conception of curriculum as culture. ―For many educators the
academic disciplines are at the core of all academic activity and the main role of curricula is
to transmit the knowledge that students are to master‖ (Barnett & Coate, 2005, p. 32).
2.4.2. Performance or System-Based Approach
In this approach, the performance of which an individual is capable is the evidence for their
knowledge and understanding. Therefore, theoretical knowledge and applied knowledge
cannot be offered to students separately. A theory is introduced in the context of the field
where it might be employed. Students can perform tasks effectively and efficiently when
learning tasks contribute to necessary knowledge and skills. When teachers are instructional
designers, they have to determine what knowledge and skills the students need to gain from
each unit and topic introduced, so that the students can perform the real tasks. In addition, in a
performance is chosen according to the needs and standards of professional practice and can
include observation of the performance of skilled professionals who help determine what
kinds of knowledge and skills students have to obtain.
2.4.3. Cognitive Approach
The major aim of the cognitive approach based curriculum is to enable students to become
deep thinkers and effective problem solvers. In this approach, the curriculum designers take
particular account of the development of critical thinking, analysis, reasoning, and intellectual
abilities of the students. To enable students to integrate their previous experience with their
new knowledge, their teachers give them real world examples and problems to deal with. The
curriculum designers introduce content that enables students to think critically, to become
lifelong learners, and to address challenges. Accordingly, Haywood (2010) suggests that
cognitive processes involve ways of thinking logically, and of viewing, learning, and dealing
with problems. Because of its focus on how we perceive the world, think about it, gain and
link knowledge to other knowledge, and use knowledge to tackle issues. The curriculum
designers will require learners to practise or develop these skills.
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Toohey (1999) contends that ―thinking becomes both the purpose and the content of the
curriculum‖ (p. 57). In this philosophical approach, the content is not selected to provide a
wide coverage of any specialization but for students to develop their intellectual abilities. To
enable them to become critical and deep thinkers, curriculum designers have to introduce
activities like group discussion, in which a variety of issues can be debated. However,
Haywood (2010) argues that a cognitive education program should go along with existing
content-oriented curricula, so that the focus is on both cognitive development and university
attainment goals.
In regard to English language teacher education programs such as those specified in the
questions in this research, students can develop their critical thinking skills by studying
English literature. It is a medium of improving English language proficiency, but also of
raising critical questions, ―so that the underlying cultural and ideological assumptions in the
texts are not merely accepted and reinforced, but are questioned, evaluated, and, if necessary,
subverted‖ (Lazar, 1993, p. 17).
2.4.4. Personal Relevance or Experiential Approach
Curriculum designers using this philosophical approach have to work collaboratively with
students to determine what knowledge and skills they need to acquire, and what types of
issues or problems need to be tackled. In return, the designers help respond to the individual
needs and interests of the students. The skills and knowledge that are personally significant
for students are highly valued, so teachers have to let them know what knowledge and skills
they need to acquire for their profession or discipline. In this approach, students have to be
given the opportunity and responsibility to control their own educational and career
development.
Curriculum designers need to show students models of competences they are expected to have
for their individual, social, or professional needs so that they know the gap between their
current level of knowledge and skills, and that of the knowledge and skills they will need
(Knowles et. al, 1984, as cited in Toohey, 1999). Therefore, the content of these curricula is
selected to meet the learning goals, and the types of resources and experiences that can
provide good learning are characteristics of strong cooperation between students and teachers
(Toohey, 1999).
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2.4.5. Socially Critical Approach
The main aim of socially critical curricula is to make students aware of the issues occurring in
their society and willing to help deal with them. Thus, this approach is widely used in the
fields of social sciences and humanities. However, it has begun to have an influence on the
applied sciences because theorists have come up with questions pertinent to technologically
based solutions to important social issues. In the socially critical perspective, knowledge is
formed in the light of the cultural and historical backgrounds of the students (Toohey, 1999).
People can gain knowledge by interacting with others who may or may not have a similar
social status, background and culture as themselves. In a socially critical curriculum for the
field of social sciences and arts, content derives from current major issues in a society, and it
is usually organized according to investigation.
To enable students to be aware of the current ills of their society and encourage them to help
cope with or alleviate any social issues, teachers implementing such curricula have to assign
their students to working in groups (Toohey, 1999) so that they can contribute or form ideas
about the problems mentioned in their social context. In consequence, they are able to suggest
appropriate solutions. Since particular attention is paid to social actions in this approach, the
collaborative projects or investigations should be premised on the problems in the
communities. As a result, graduates will be definitely motivated to engage themselves in
understanding and critiquing social institutions. In the light of understanding social action, in
Cambodia young people have to do volunteer work in the society and engage themselves in
communities so that they can earn experience and apply the knowledge and skills they have
gained from university (Radio Free Asia, 2015)
Higher education plays a vital role in equipping students with knowledge, skills, ethics, and
morals so that they are ready to perform their work and live harmoniously in their social
context. Toohey (1999) proposes seventeen general academic goals for graduates: to think,
question, and challenge, to deal with problems and difficulties, to make decisions, to have a
rich intellectual and cultural life, to be critical and questions their surroundings, to know their
own beliefs and values, to treat other people humanely, to analyze big problems, to interact
well with others, to be self-confident, to show honesty, to work in an effective manner, to gain
knowledge of their chosen field of study, to be able to keep gaining knowledge, to link their
experience with theory, to analyze research findings, and to know that they can create
knowledge. When determining the content and the structure of training programs at tertiary
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level, curriculum designers and stakeholders must consider the five philosophical approaches
and recognise the goals they achieve.
2.5. Goals and Objectives of Higher Education Curricula
Different philosophical approaches should be used when designing higher education curricula
which have different purposes (Toohey, 1999). Most university teachers give value to all or
most of the educational goals mentioned in the various philosophical approaches to curricula
in higher education. These goals are a wide knowledge of a discipline and how knowledge is
formed within it, skill performance, the development of intellectual ability, knowledge and
skills which are personally important for students, and the development of students‘ critical
thinking skills. Barnett and Coate (2005) contend that sometimes some conceptions of
curricula are more influential than others. Toohey recommends a combination of more than
one approach when designing a present higher education curriculum.
Today, students need to have expertise which includes not only a broad knowledge of the
field, but also the ability to respond to new and unexpected challenges (Bridges, 2000).
According to Barnett and Coate (2005), graduates should be ready for the world of change
that they will face. They suggest that students need to be equipped with skills, adaptability,
flexibility, self-reliance, and ability to learn. To achieve this, besides the specific skills
students develop at university, they need four other skills: communication skills, numeracy,
the use of information technology and learning how to learn (Bridges, 2000). According to
Ramsden (2008), in his policy paper for the future of higher education, higher education
institutions should be encouraged to design curricula that are interdisciplinary, that help
students develop research skills, and that are filled with global perceptions.
2.6. The Areas of Knowledge in Second Language Teacher Education Curricula
Valli and Tom (1988) describe the knowledge base for teacher education as the "entire
repertoire of skills, information, attitudes, etc., that teachers need to carry out their classroom
responsibility" (p. 5). Several investigations have been made by researchers in order to
determine exactly what knowledge teachers should have. Shulman (1987) proposes seven
kinds of knowledge base as a minimum. They are content knowledge (knowledge of what
they are teaching), general pedagogical knowledge (knowledge of classroom management and
organization which are useful in transferring knowledge to learners), curriculum knowledge,
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pedagogical content knowledge (a combined knowledge of content and pedagogy that forms
professional understanding), knowledge of learners and their characteristics, knowledge of
educational context (knowledge of schools, communities, and cultures), and knowledge of
educational values and purposes. Shulman adds that amongst these types of teacher
knowledge, pedagogical content knowledge is given strong attention since it shows different
bodies of knowledge teachers should have. It is the amalgam of content and pedagogy which
can help teachers understand how specific topics, issues or problems are organized to respond
to the interests of the learners so that learning goals can be attained.
Regarding the content and structure of second language teacher education curricula, Lafayette
(1993, as cited in Nguyen, 2013) suggests three important kinds of knowledge that teacher
students have to gain: second language competencies, civilization and culture, and language
analysis. Pedagogical knowledge is not mentioned in Lafayette‘ research findings. To make a
second language teacher education program more effective, Day (1993) proposes four types
of knowledge: content knowledge (knowledge of the subject matter: e.g. English language,
which is represented by courses in syntax, semantics, phonology and pragmatics and literary
and cultural aspects of the English language), pedagogical knowledge (knowledge of generic
teaching strategies: e.g. classroom management, motivation, decision making), pedagogical
content knowledge (specialized knowledge of transferring content knowledge to students),
and support knowledge (the knowledge of different areas that inform the approach to the
teaching and learning of English; e.g., psycholinguistics, linguistics, second language
acquisition, sociolinguistics, research methods).
Addressing any limitations in Lafayette‘s and Day‘s suggested areas of knowledge for a
second language teacher education program, Roberts (1998) suggests six categories of
knowledge required for classroom teaching. These types of knowledge are content knowledge
(knowledge of target language system), pedagogical content knowledge (ability to teach or to
adapt content to learners), knowledge of general pedagogy (classroom management activities
and assessment), knowledge of curricula (ability to understand and know the curriculum and
resources), knowledge of the contexts (ability to understand students, school, and
community), and process knowledge (interpersonal and team skills, language analysis skills,
and observation and inquiry skills). Similarly, Teddick and Walker (1995) contend that
particular attention needs to be paid to English language skills, syntax and vocabulary when
training is provided to pre-service and in-service EFL teachers so that they perceive
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themselves as qualified. A suggestion here is that in the Cambodian context, the relatively low
English proficiency of Cambodian teachers is an impediment in promoting English teaching
and learning in Cambodia (Neau, 2010) and this could be an additional category.
Richards (1998) proposes six major domains of knowledge for second language teacher
education. These are theories of teaching, teaching skills, communication skills, subject
matter knowledge, pedagogical reasoning and decision-making, and contextual knowledge.
They are similar to the ones suggested in Roberts‘ (1998) models but provide a broader
concept of knowledge and skills than the empirical studies by Teddick and Walker (1995) and
Neau (2010). Also, Richards‘ (1998) framework presents a more comprehensive view of areas
of knowledge and skills for EFL teachers than Day‘s (1993) and Lafayette‘s (1993) do.
Crucially, each domain outlined by Richards is clearly presented, which is useful and thus a
good reference for analyzing and comparing the content of the curricula. As in the case of
Toohey in general higher education, Richards‘ authority in the field of knowledge domains of
second language teacher education programs has to be acknowledged. For example, Igawa
(2008b) used his model to investigate the professional development needs for EFL teachers in
Japan and Korea. Igawa found that the professional development needs of EFL teachers in
Japan and Korea were teaching skills and methods, language improvement (for non-native
speakers of English), communication skills, motivation, attending conference or workshop,
understanding students, lifelong learning, subject matter knowledge, and cultural
understanding. Richards was also adopted as a guiding authority by Nguyen (2013), who
investigated the curricula for English language teacher education at two universities, one in
Australia and the other in Vietnam. Nguyen found that the six domains of knowledge
proposed by Richards (1998) were introduced into each curriculum. She also suggested the
introduction of two other areas of knowledge: general knowledge (knowledge of History,
Philosophy, or Communist Party) into the university curricula in Vietnam because of its
educational policy; and knowledge of a second area of study (Business, Music, or Arts) into
the curriculum in the Australian university due to its double degrees. The study also suggests
that research skills be paid attention to in these two curricula.
A summary of Richards‘ six domains of areas of knowledge for second language teacher
education programs follows.
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2.6.1. Knowledge of Teaching Theories
Knowledge of theories of teaching refers to the theoretical foundations of actual classroom
teaching practice which student teachers need to develop in the entire period of training.
Theories of teaching are necessary in order for second language teachers to understand the
nature and importance of real classroom teaching practice. Posner (1985, as cited in Richards,
1998) points out that teachers using different theories of teaching have different concepts and
understanding of real classroom practice. For instance, a didactic approach of teaching is
based on the belief that clear explanation, demonstration, and discussion are important for the
process of transmitting knowledge to students. By comparison, the discovery view of teaching
is based on the belief that students can themselves contribute to knowledge through vigorous
observation, investigation and discovery, and that teachers can give them opportunities to
learn implicitly from close investigation, and not provide them with clear explanation and
demonstration. By comparison, an interactionist view is based on the thinking that learners
come to their classroom with their own viewpoints; hence, teachers need to allow interaction
between students‘ viewpoints, empirical studies, and the content of the curriculum.
2.6.2. Teaching Skills
Teachers need to have the ability to choose learning activities, raise questions, introduce new
items to students, facilitate learning activities, give students opportunities to practise new
items, check students‘ comprehension, monitor students‘ learning, and provide constructive
feedback on students‘ performance, review an old lesson and re-explain it when necessary. In
addition to these skills, Gower and Walters (1983, as cited in Richards, 1998) suggest that
language teachers need to be able to present the target language, manage practice, create
appropriate communication activities, use text and dialogues, and elicit dialogues and
narrative. In the Cambridge University notes for the guidance of assessors and centres, the
five skills second language teachers need to have are: preparing communicative activities for
interaction, guiding communicative interaction, balancing between language accuracy and
fluency, identifying students‘ mistakes, and correcting students‘ mistakes (Cambridge
University, 1991, as cited in Richards, 1998).
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2.6.3. Communication Skills
The ability to use the target language properly and communicate effectively in it is often
regarded as one of the most important qualities of a good language teacher. Lima (2001)
argues that target language proficiency is the main quality of non-native English teachers, and
that teacher training program designers and stakeholders should be worried about any low
target language proficiency of the prospective teacher students and should also make an effort
to deal with this problem. Cambridge University introduces some skills to assess the
candidates‘ ability to teach before awarding them the CELTA, an internationally recognized
TESL/TEFL qualification. These skills are related to teachers‘ personality, audibility, clarity
and speed of voice, and ability to understand students and communicate well with them.
Heaton (1981) proposes eight important communication abilities non-native English teachers
should have: (1) ability to give rules or order, (2) ability to draw students‘ attention, (3) ability
to raise questions, (4) ability to elaborate what has been said, (5) ability to give instructions,
(6) ability to offer and reject permission, (7) ability to give advice, and (8) ability to explain
things. In training, therefore, there should be creative activities for student teachers to enhance
their general communication skills. For instance, student teachers can be assigned to
collaborative work and discussion of any particular problems. Moreover, the program
guidelines for Foreign Language Teacher Education developed by the American Council on
the Teaching of Foreign Language clearly say that teacher students should be given plenty of
opportunities to develop their speaking, listening, reading, and writing (Lima, 2001).
2.6.4. Subject Matter Knowledge
Subject matter knowledge in foreign language teaching includes the specialized knowledge of
phonetics and phonology, syntax, grammar, sociolinguistics, discourse analysis, curriculum
and syllabus design, second language acquisition, testing and assessment, and analysis of
TESOL methods (Richards, 1998). Richards (1998) argues that when teachers do not have full
knowledge of the teaching content, they will have trouble making proper plans for classroom
teaching and they will not be confident in using their subject matter knowledge. Knowledge
of grammar, for example, is indispensable. Faez and Valeo (2012) claim that 66% of novice
English language teachers with a TESOL degree in Canada regarded grammar as one of the
most essential elements of the English language teacher education program. Assessment
knowledge is also crucial. The assessment literacy plays a vital role in modern English

32

language teaching (Fulcher, 2012). Fulcher adds that having language assessment to be a
separate subject in the teacher education curriculum is common in international TESOL.
2.6.5. Pedagogical Reasoning and Decision-Making Skills
Pedagogical reasoning and decision-making skills involve a teacher‘s ability to apply their
subject matter knowledge in classrooms, particularly where students‘ background and ability
differ. Second language teachers have to use their teaching skills and techniques appropriately
and this requires pedagogical reasoning and decision-making skills. Knowledge of teaching
methodology and a variety of teaching skills and techniques are crucial when teachers start
their teaching careers. However, when they are teaching, the classroom situations they face
will require them to have specialized thinking and problem solving skills too (Richards,
1998).
To apply subject matter appropriately, second language teachers need to acknowledge the
learners‘ perceptions of the subject matter in order to introduce items which are likely to be
relevant to the learners‘ knowledge, background and interests (Richards, 1998). Thus,
teachers need to have a deep understanding of the subject matter in order to suitably
incorporate appropriate content in their teaching plan. Good language teachers use a variety of
interesting and useful techniques to present specific items in their classrooms. Moreover,
language teachers have to link the purpose of language learning with the broader goals of the
curricula.
2.6.6. Contextual Knowledge
Contextual knowledge refers to the ability to understand the social context and other factors
that influence their language teaching practice. The contextual factors that need attention are
policies on target language, policies on language teaching, community factors, sociocultural
factors, kind of education and institutional factors such as administrative practice, educational
culture of education, programs implemented, level of second language classes, students‘ ages,
learning factors, physical resources, and testing factors. Therefore, teachers have to be aware
of the roles of context in second language teaching and be able to apply their teaching
techniques and skills in conjunction with the contextual factors (Richards, 1998, 2010).
Relating to contextual knowledge, Richards‘ (2001) says, ―quality teaching is achieved not
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only as a consequence of how well teachers teach but through creating contexts and work
environments that can facilitate good teaching‖ (p. 198).
Table 1 shows the domains of knowledge to be included in a second language teacher
education program proposed by different researchers.
Table 1. Knowledge base for second language teacher education

Lafayette (1993)

Day (1993)

Roberts (1998)

Richards (1998)

Second

Content

Content

Theories of

language

knowledge

knowledge

teaching

Civilization and

Pedagogical

Pedagogical

culture

knowledge

content

competencies
Teaching skills

knowledge
Language

Pedagogical

General

Communication
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content

pedagogical

skills

knowledge

knowledge

Support

Curricular

Subject matter

knowledge

knowledge

knowledge

Contextual

Pedagogical

knowledge

reasoning and
decision making

Process

Contextual

knowledge

knowledge

2.7. Characteristics of Effective English Language Teachers
In 2002, the National Board for Professional Teaching Standards in the United States issued
five major attributes that teachers of all subjects need to possess. First, teachers should be
committed to students and their learning. They work very hard to make knowledge accessible
for every student. They practise their teaching based on their students‘ ability, interest,
knowledge, skills, and family circumstances. Successful teachers need to help develop
students‘ cognitive ability and motivate them. Second, accomplished teachers have a deep
understanding of what they are teaching and know how to deliver the subject matter
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knowledge to their students: they are fully aware of the problems or difficulties their students
confront. Third, effective teachers are in charge of managing and monitoring their students‘
learning. They know general teaching techniques and can apply each one appropriately at the
right time, and they use multiple ways of assessing their students‘ learning outcomes. Fourth,
accomplished teachers are role models of educated persons. They exemplify the virtues that
they want their students to possess. They show their students their own fairness, curiosity,
tolerance, honesty, and respect for other different cultures. Teachers apply their knowledge of
human development, specialized disciplines and rich understanding of their students to
perform their teaching both effectively and efficiently. Finally, teachers are members of
learning communities. They work with other education professionals on learning and teaching
policy, curriculum development, and staff development. With their understanding of the
country‘s educational objectives, they can help evaluate the school progress. They also can
work collaboratively with students‘ parents.
Regarding the characteristics of foreign language teachers, Brosh (1996, as cited in Borg,
2006) says that teachers need: good knowledge and command of the target language; ability
to recognize, explain, clarify, as well as to arouse and maintain students‘ interest and
motivation; fairness to students; and approachability to students. Thomson (2008, as cited in
Wichadee, 2010) insists that effective teachers have a sophisticated understanding of what
they are teaching and are able to explain things to their students or to answer their questions
with confidence. He adds that they need to have good relations with their students. Similarly,
Wichadee (2010) claims that successful English language teachers have to be well prepared
and have good interpersonal skills and a pleasant personality.
The Australian Council of TESOL Associations (2015) has developed eighteen standards for
second language education and TESOL practice in Australia. They are concerned with what
TESOL teachers need to be, to know, and to do. For the orientation to second language
education, 1) teachers have to value the role of language and culture in teaching, learning, and
socialization. Thus, 2) TESOL teachers need to be aware of the functions of language and
culture in both speaking and writing. 3) They have to identify the attainable outcomes for the
development of English as an additional language relevant to socialization and learning. 4)
Teachers will be informed by theories of language and culture, and English language
acquisition. 5) They will have an understanding of the linguistic, cultural and contextual
factors and processes that are involved in English language development. 6) They have to be
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able to design English courses and activities to teach and assess the language and culture.
Furthermore, 7) TESOL practitioners need to be sensitive to students‘ needs in terms of
English and culture. 8) They need to know the relationship between the selected language
items and their students‘ needs. 9) they have to be able to select and sequence the language
content appropriately. For the orientation to TESOL practice, 10) teachers are dedicated to
reflective practice and program evaluation which is responsive to the English language
learners‘ cultural and linguistic history and situation. 11) They need to have an understanding
of the cultural and linguistic relationship between colleagues, learners, teachers, community
and curriculum.12) Teachers need to take into account students, communities and educational
context when designing classroom activities. 13) TESOL practitioners appreciate different
and relevant teaching methodologies, resources, technology, and classroom investigation. 14)
They are aware of various teaching and assessment techniques and resources and are able to
evaluate them based on specific settings. 15) They have to teach and assess their students‘
performance in a way that is suitable for the educational context and students‘ situation. 16)
TESOL teachers are willing to help their students improve their English. 17) They have to be
aware of how to teach in particular situations. 18) They need to help students with their
English language development through a variety of classroom activities and the use of
materials and appropriate assessment.
These eighteen standards for second language teacher education and TESOL practice in
Australia are relevant to the six domains of knowledge for second language teacher education
outlined by Richards (1998). For example, standard 6, which covers TESOL teachers‘ ability
to design English language courses, create teaching and learning activities, and to assess and
evaluate both teaching and learning, largely corresponds to teaching skills and subject matter
knowledge in Richards‘ framework. There is also an overlap in standard 17, about TESOL
practitioners needing to be able to teach English language in different given settings, with the
pedagogical reasoning and decision making skills set out by Richards. However, the
Australian TESOL standards do not take account one domain noted in Nguyen‘s (2013)
research findings: research skills.
2.8. Appropriate English Teacher Education Curriculum Development
In regard to the development of general higher education curricula, Toohey (1999) proposes
five different goals of the curricula: a wide knowledge of the discipline and how knowledge is
formed within it, skilled performance, the development of intellectual ability, knowledge and
36

skills which are personally important for students, and the development of students‘ critical
thinking skills. These goals can be usefully adopted by curriculum designers in the language
pedagogy field of higher education.
Different researchers suggest different frameworks of the domains of knowledge base for
second language teacher education programs due to the diverse contexts of the programs.
Most likely, a framework suitable for one particular social setting cannot be used
comprehensively in another social context. According to Graves (2009), curricula cannot be
regarded as a stable set of knowledge; they differ from one to another due to the specific and
changing needs of student teachers and the nature of the context. For example, in the context
of an American higher education institution, Fradd and Lee (1998) in discussing the
development process of the domains of knowledge for second language teachers, identified
the following three principal domains.
1. Knowledge of academic content: the language acquisition process, the subject area
content, and knowledge of culture and pragmatic language use
2. Knowledge of pedagogy: curriculum and instruction, assessment and technology
3. Knowledge of students, schools and communities: knowledge of classroom
context, school context and community context
In the context of a Vietnamese university, Nguyen (2013) suggested there were eight domains
of knowledge and skills for English as a foreign language teachers: communication skills,
knowledge of teaching theories, teaching skills, pedagogical reasoning and decision making
skills, subject matter knowledge, contextual knowledge, common knowledge, and knowledge
of and skills in research.
Although there are several empirical studies on English language teacher education and
teaching and learning English in Cambodia and other similar countries, no research has been
conducted on the domain of knowledge base for EFL teacher education which plays a vital
role in shaping the content of B Ed in TEFL or BA in TESOL curricula. This study aims to
help fill this gap.
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2.9. Conceptual Framework of the Study
To investigate the content of the B Ed curricula, the researcher created a conceptual
framework which was then used to develop a questionnaire for participants to complete. Both
Toohey‘s (1999) philosophical approaches to curriculum design in higher education and
Richards‘ (1998) model of domains of knowledge of second language teacher education
programs, referred to above, were used as a foundation for this study. Both models will
provide insightful concepts for the curriculum designers to determine the appropriate content
of EFL teacher education curricula in Cambodian HEIs at the present time: Toohey‘s for the
overarching higher education perspectives and Richards‘ for the focus on the knowledge areas
of EFL teachers. By looking closely at the five philosophical approaches to curriculum design
in higher education proposed by Toohey and the six domains of knowledge of EFL teachers
outlined by Richards, we see some overlap. The ―domains‖ include three of Toohey‘s
―approaches‖: discipline-based approach, performance-based approach and experiential
approach. Two further domains were added for this study. They are ―research skills‖ and
―general knowledge‖, domains identified by Nguyen (2013), who worked on curriculum
design in Vietnam, where the EFL environment is comparable to Cambodia‘s. Finally, since
information and communication technology today plays an important role in promoting
Cambodian education (MoEYS, 2005), the researcher added this to the study‘s conceptual
framework.
In a nutshell then, the conceptual foundation of this study comprises the six areas of
knowledge recommended by Richards, the cognitive approach and the socially critical
approach to curriculum design in higher education suggested by Toohey, two other areas of
knowledge from Nguyen‘s empirical study, and information and communication technology
(ICT). The purpose for using this conceptual framework is to frame and focus the analysis of
the relevant curriculum documents and also EFL teachers‘ perspectives on the areas of
knowledge and skills needed for their professional practice, perspectives that come from their
own experience as undergraduate students and as practicing EFL teachers in Cambodia. This
framework is presented in Figure 1 below.
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Figure 1. Conceptual framework of the content of EFL teacher education curricula in Cambodian HEIs
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2.10. Summary
From the review of literature and studies related to the design and the development of English
language teacher education curricula in Cambodian HEIs, and it is evident that appropriate
content in the B Ed in TEFL or BA in TESOL curricula involves some complex variables.
These variables are, principally, the design of the English language curriculum, philosophical
approaches to curriculum design in higher education, and the domains of knowledge needed
in second language teacher education.
Toohey (1999) proposes five approaches to curriculum design in higher education. First, in a
discipline-based approach, knowledge is viewed as existing independently, and students need
to gain a wide range of knowledge in the field. Second, a performance-based approach is
used to design a curriculum that has to enable students to perform real tasks effectively and
efficiently. Third, a cognitive approach is applied to set up a curriculum that gives students
opportunities to become deep thinkers and effective problem solvers. Fourth, an experiential
approach is concerned with the design of a curriculum that mainly focuses on the individual
needs, interests, and experience of the students. Finally, a socially critical approach enables
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students to know the current issues happening in their society or community and to encourage
them to help address or alleviate those problems.
Richards (1998) sets out six domains regarding the knowledge base of second language
teacher education. First, knowledge of teaching theories refers to understanding the nature and
the importance of actual classroom teaching practice. Second, teaching skills are concerned
with the ability to create and facilitate learning activities so that students can reach their goals
of improving the quality of their language use. Third, second language teachers need to have
communication skills, which are the ability to use the language they teach appropriately and
to communicate well with others. Fourth, subject matter knowledge refers to the knowledge of
what teachers are teaching. It is concerned with knowledge of grammar, syntax, phonetics and
phonology, curriculum and syllabus design, and testing and evaluation. Fifth, pedagogical
reasoning and decision-making skills are the ability to apply cognitive skills in choosing
suitable teaching techniques or methods for varied learning environment. The last knowledge
base for second language teachers is contextual knowledge, which is concerned with the
understanding of the societal settings and the factors that have potential effects on their
language teaching.
The review of the literature on curriculum design for English language teacher education
shows that no research has investigated the content of the current B Ed in TEFL or BA in
TESOL curricula at Cambodian universities, nor the knowledge and skills graduates need for
their professional practice. This study aims to address these gaps.
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CHAPTER THREE: RESEARCH METHODOLOGY
3.1. Introduction
This chapter provides the rationale for the methodology of the current research, including the
rationale for the use of a mixed method approach and justification for the application of
embedded design and the use of both qualitative and quantitative approaches. It also describes
and explains the research context, choices of participants, the processes of data collection, the
questionnaire, the procedures for questionnaire distribution, the method of data analysis, the
limitations of the method used, and ethical considerations that need to be addressed.
3.2. Rationale for the Methodology
3.2.1. Rationale for the Use of Mixed Method Approach and Justification for the
Application of Embedded Design
The researcher used a mixed method approach to investigate the content of the current B Ed
in TEFL and BA in TESOL curricula adopted in Cambodian higher education institutions and
the various perceptions of different EFL teachers of knowledge and skills they need to possess
to fulfil their teaching duties. According to Creswell and Plano Clark (2011), the reason for
utilizing the mixed method approach in any study is that both qualitative and quantitative
results can be put together and compared in order to make the research findings more robust
than one method used alone. Brown (2011) points out that when a mixed methods approach is
used, the qualitative and quantitative approaches reinforce each other and give the most
significant, balanced, and complete, and informative research findings. Creswell and Plano
Clark (2007) explain the advantages of the approach in this way:
Mixed methods research is a research design with philosophical assumptions as well as methods of
inquiry. As a methodology, it involves philosophical assumptions that guide the direction of the
collection and analysis and the mixture of qualitative and quantitative approaches in many phases of the
research process. As a method, it focuses on collecting, analyzing, and mixing both qualitative and
quantitative data in a single study or series of studies. Its central premise is that the use of quantitative
and qualitative approaches, in combination, provides a better understanding of research problems than
either approach alone. (p. 5)

In the current study, the researcher used embedded design, a type of mixed methods approach.
According to Creswell and Plano Clark (2011) embedded design researchers have different
types of questions that need different kinds of data to make the use of qualitative or
quantitative design to address the major purpose of the study. Since three different research
questions had to be answered using data obtained from two different research methods,
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namely qualitative and quantitative, the researcher employed the embedded design.
Curriculum documents from the five higher education institutions were analyzed qualitatively
to answer the first and second research questions. Meanwhile, the perspectives of EFL
teachers obtained from the completed questionnaires were analyzed both quantitatively and
qualitatively (for data from open-ended questions) to answer the third question.
3.2.2. Justification for the Use of Qualitative and Quantitative Approaches
Qualitative methods are applied to explore the meanings, perspectives and understandings that
people have of behaviours, experiences and social phenomena (Walter, 2010). Conceptual
analysis, a type of content analysis, is done to know how often particular concepts appear
within a selected document or text (Sproule, 2010). To carry out this project, the researcher
collected the course syllabi and course descriptions of the whole program of the five chosen
universities, and then analyzed them qualitatively by applying conceptual analysis according
to Toohey‘s (1999) philosophical approaches to curriculum design in higher education,
Richards‘ (1998) six domains of knowledge for second language teacher education program,
and the three other areas identified in Chapter 2. By doing this, the researcher was able to
determine their relevance to areas of knowledge for second language teacher education. For
example, Core English 1 and 2 were coded for the domains of "communication skills" and
"subject matter knowledge" because they are designed to:
Enable students to improve their English for communication in various situations. They focus on the
four macro-skills. Also, they introduce some grammatical items, such as modal verbs, present simple
tense, past simple tense, future tense, conditional sentences, indirect questions, and reported speech

In addition, a quantitative method is applied to collect, analyze, and interpret the survey data
(Walter, 2010). To investigate different opinions of different Cambodian EFL teachers over
the knowledge and skills they need to perform their teaching duties, the researcher employed
a survey research using questionnaires for data collection. The survey research involved the
collection and analysis of participants‘ answers to the same set of constructed questions.
3.3. Methods
3.3.1. Research Contexts
For this study, the researcher chose five prominent higher education institutions in Cambodia:
University A, University B, University C, University D, and University E (pseudonyms).
These five universities are based in Phnom Penh. Among these HEIs, one is a public
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university, while others are private. The fieldwork was conducted between June and August
2014. As the study aims to propose key guidelines for curriculum development for English
language teacher education for all the universities across the country, the universities selected
for this research were distinguishable from many others in Cambodia for their strict admission
procedures and the independent design of their B Ed in TEFL and BA in TESOL curricula. At
University C, students are required to pass an admission test or successfully complete English
training courses to be eligible for admission to the academic programs (University C, 2013).
University D, whose curriculum has been imitated by many others, was also chosen for the
study. At this university students have to pass an entrance exam in order to be enrolled in the
B Ed program (University D, 2013). The three other universities also organize admission tests
and English training courses that students must undertake before entering the program.
These five universities are worth holding up as models for higher education in their field. The
researcher has assumed that an investigation of the five institutions that did not replicate
curricula would yield useful results for the formation of guidelines to be adopted by the sector
as a whole. Other higher education institutions, if they offer a B Ed in TEFL or BA in TESOL
program, appear to have replicated the B Ed curriculum of University D. The curriculum
planners at the universities where their B Ed curriculum has been replicated or copied from
another should be able to design their own so that it fulfils the needs of their students and
society, if they implement strict admission requirements and key guidelines for curriculum
development for English language teacher education suggested as a result of this study.
3.3.2. Choices of Participants
Since the B Ed in TEFL and BA in TESOL curriculum of five Cambodian higher education
institutions were chosen for content analysis, the researcher selected Cambodian EFL teachers
who had just graduated from those five target institutions to include as individual participants.
These graduates were recruited because they had fresh memory of the curriculum and also
had experience in the practical field of teaching English. It is impossible to conduct the study
using the whole population of the group due to time constraints, expenditure, and access
(Basit, 2010). So, for this investigation to have reliable data, the researcher used simple
random sampling methods. According to Tranter (2010), simple random sampling needs a
complete list of the whole population from which the sample is then drawn. In this study, the
researcher asked the five selected institutions for a list of B Ed in TEFL or BA in TESOL
holders who graduated in 2013. Then, 120 respondents were randomly selected. Forty
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participants were chosen from D, whose number of graduates with B Ed in TEFL is larger
than that of the others, and eighty were selected from other four universities (twenty
informants from each).
3.3.3. Qualitative Data Collection
To obtain data to answer the first and the second research questions, the researcher collected
the B Ed in TEFL and BA in TESOL curricula from the five target universities. For the third
research question, about the perspectives of EFL teachers on knowledge and skills for their
professional teaching practice, the researcher used the qualitative data received from the
responses from individual participants to the open-ended questions on additional knowledge
and skills for EFL teachers, and the general comments on the content of the curricula for
English language teacher education at Cambodian HEIs.
3.3.4. Quantitative Data Collection
For the third research question, the researcher designed a questionnaire using the theoretical
model of philosophical approaches to curriculum design in higher education suggested by
Toohey (1999), the framework of domains of knowledge for second language teacher
education proposed by Richards (1998), and the findings of an empirical study on EFL
teacher education curriculum in Vietnam by Nguyen (2013). That is, participants answered
questions on such topics as knowledge and skills they needed to perform their English
teaching duties. Those questionnaires were given to the participants via email. The main
reason for using this method of data collection is that a large-scale survey in the form of
questionnaires helps the researcher to acquire a suitable amount of data and enables them to
generalize their findings more objectively (Basit, 2010). According to Walter (2010), a data
collection procedure in which questionnaires are used saves time and money. Walter also
claims that participants can answer any sensitive questions because they are sure that their
identity is kept confidential when completing the questionnaire.
3.3.5. Description of Questionnaire
Question items in a questionnaire must be concerned with the research topic, the research
aims and objectives, and the research questions (Basit, 2010). Thus, the questionnaire was
designed to obtain the perspectives of Cambodian EFL teachers on what knowledge and skills
they needed for their professional practice, and on activities teacher trainees should do during
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their years at university (Appendix 4). The questions were developed on the basis of the
conceptual framework of the research described and explained in Chapter 2. The questions in
the questionnaire were re-developed after the analysis of each curriculum document because
that undertaking revealed more knowledge and skills that could be the focus of more
questions particularly about the respondents‘ perceptions of what learning they thought was
significant for their professional practice.
According to Basit (2010), for a large sample, closed questions are useful to get information
about the biographical nature of participants but also to investigate their behaviour and
attitudes. Here, the researcher used closed questions in the first section on demographic
information and in the sections asking the participants about their perceptions on the
knowledge and skills they believed to be important for them as EFL teachers in the current
Cambodian setting. ―If open ended questions must be used in a questionnaire, then they can
be used in combination with closed questions" (Basit, 2010, p. 84). Basit (2010) points out
that in educational research a questionnaire presents a common combination of many closed
questions with one or two open ended questions in the last section that allow researchers to
gain qualitative data. The researcher followed this practice and used closed questions but then
put two open-ended questions at the end of the questionnaire to encourage the respondents to
list and comment on additional knowledge and skills they thought were necessary. With the
open-ended questions, the respondents were also able to give their comments on the content
of the BEd in TEFL or BA in TESOL curricula adopted at Cambodian higher education
institutions (Appendix 5).
To make sure that the questionnaire was clear and easy to understand, the researcher piloted it
in two stages. First, in April 2014, the questionnaire was given to 10 MA in TESOL students
at the University of Canberra who were asked to complete it. After receiving some critical
feedback from them, some necessary changes were made in the questions, especially wording.
Second, in June 2014, the researcher gave the questionnaire to 20 senior university students
majoring in BA in TESOL at one of the target universities, some of whom had a part-time job
as EFL teachers. Having obtained constructive feedback from them, the researcher simplified
the English language used in the question items: This is not surprising since the target
participants are not native speakers of English. It was considered safe to write the questions in
English because the participants had graduated with an English language teaching degree and
are now teaching English.
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3.3.6. Procedure for Questionnaire Distribution
The practical details of data collection are as follows. First, the researcher asked the
management of each of the five target universities for the lists of fresh graduates in the BEd in
TEFL or BA in TESOL, including telephone numbers. He then called each graduate,
introduced himself to them and told them briefly about the research. They were asked if they
had been teaching English since their graduation. If they said ―yes‖, the researcher asked them
to complete the questionnaire. After that, those selected as participants were asked for their
email addresses and sent the participant information, the consent form and the questionnaire.
To make sure that the researcher would receive 120 completed questionnaires as expected, he
had 150 participants consent to complete the questionnaire. In total, it took the researcher
three months, from June to August 2014, to receive all the required curriculum documents
from the chosen universities and 120 completed questionnaires from the informants.
When the questionnaires were sent to the 150 respondents who agreed to participate in this
research, the researcher texted and asked them if they had in fact received the questionnaires
and other relevant forms. One week later, the researcher called and asked them if they had had
any trouble completing it. The participants were invited to contact the researcher whenever
they had questions pertinent to the survey questionnaire. The respondents sent the completed
questionnaire back to the researcher via electronic mail. For 11 informants who did not have
access to the internet, but who were willing to participate in the research, the researcher spent
around 30 minutes talking to each of them on the phone and verbally passing to them the
questions in the questionnaire. Tables 2 and 3 below indicate potential informants according
to the graduate list provided and the demographic information of the actual participants,
respectively.
The distribution of the questionnaire did not take place without difficulty. As the researcher
needed cooperation with the target universities for the collection of adequate data, he had to
process the documents to receive an official approval. It took time to get permission from the
management of some target universities. In addition, the course description or objectives
within the curricula of some target universities were not posted on their websites, nor were
they set out in the university brochures. Particular difficulties in contacting the prospective
participants were that some of the graduates had changed their phone number, and some did
not give their contact number or email address to the universities. Some of the graduates with
English-teaching degrees were not teaching English. Some of the participants who agreed to
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complete the questionnaire did not check their email frequently and some were occasionally
completely out of touch. A few were not familiar with the use of the Internet, and some
respondents who were busy with their job left the two open-ended questions unanswered.
Table 2. Number of potential respondents

Participants

University

University

University

University

University

A

B

C

D

E

77

87

81

128

74

25

25

25

50

25

19

18

20

35

17

1

2

0

5

3

Total number of
participants indicated in
the list provided by the
target universities: 447
Total number of
participants agreeing to
complete the
questionnaire: 150
Total number of
participants sending
back the completed
questionnaires: 109
Total number of phone
participants: 11

Table 3. Participants’ demographic information

Genders

Ages

M

F

Less
than
21
years

21 to
25
years

More
than
25
Years

78

42

0

79

41

Teaching experience prior
graduation
Less
7
More
than 6 months than 1
months
to 1
year
year
16

28

71

Note: 5 participants did
not offer such information.
Total Number of participants: 120
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Teaching experience
upon graduation
Less 1 to 6
7 to
than 1 months
12
months
month

6

22

92

3.4. Data Analysis
3.4.1. Qualitative Data Analysis
To answer the three research questions, the researcher analyzed the data collected in two
stages. After receiving the curriculum content and the unit descriptions, the researcher
scrutinized all the subjects in the entire program from each target institution and categorized
them according to their objectives. The objectives and descriptions of the courses contained in
the curricula were examined carefully, and coded based on the twelve domains of knowledge
of EFL teachers defined in the conceptual framework. For instance, a subject that aimed to
help students improve their listening, speaking, reading, and writing was coded for the
domain of ―communication skills‖. If a subject offered was to enable students to engage in
communities and to contribute to solving or alleviating social issues, it was coded for the
domain of ―society and community involvement‖. The proportion of each area of knowledge
and skills within the five different curricula was drawn from the percentage of the credit
points for that area.

For example, if seven three-credit subjects were coded for

communication skills, the total number of credit points for this area was twenty-one. So, its
percentage was recorded as 16.66 (21 out of 126 credits). As the majority of subjects included
in each curriculum are designed to equip prospective teachers with more than one domain, the
total percentages of all domains accounted to more than 100%. A comparison then was made
between each area of knowledge within the curriculum adopted at each university. Another
comparison was made between the areas of knowledge and skills included in each curriculum
and those proposed by the curriculum specialists.
3.4.2. Quantitative Data Analysis
In this study, descriptive statistical data analysis using the Statistical Packages for Social
Science (SPSS) software was applied to analyze the perspectives of Cambodian EFL teachers
who had graduated from the target institutions on the knowledge and skills they needed for
their professional practice in the current Cambodian setting. Then, the researcher compared
the knowledge and skills that the teachers perceived to be important with the domains of
knowledge and skills offered in the curricula and those outlined by the curriculum
researchers. The study revealed what domains of knowledge and skills needed to be
introduced in English teacher education programs in Cambodian universities and the amount
of value given to them. Since this was the main aim of this part of the data analysis, the
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researcher considered only three types of viewpoint that the informants could have opted for
when completing the questionnaire. They are ―disagree‖, ―neutral‖, and ―agree‖. This means
that when the respondents chose ―strongly disagree‖ and ―strongly agree‖, they were still
classified as ―disagree‖ and ―agree‖, respectively, in the data analysis.
3.5. Limitations of the Method Used
The majority of Cambodian higher education institutions offer English teaching-related
degrees. However, only the five that had an independent B Ed in TEFL and BA in TESOL
curriculum were selected. The others, as previously emphasized, seem to have replicated the
curriculum of one of the chosen universities. In addition, the sample in this study basically
represented only the Cambodian EFL teachers who were directly influenced by English
language teacher education programs offered at the target universities. Other stakeholders,
such as Cambodian EFL teachers graduating from other higher education institutions, head
teachers and school managers at the English language schools where the participants are
teaching, and their students could also express their opinion on what knowledge and skills
Cambodian EFL teachers should possess for their teaching career. However, their perceptions
were not included in this study.
Regarding data analysis, four areas of knowledge and skills for EFL teachers – research skills,
information and communication technology, society and community involvement, and
leadership skills – were not included as dimensions in all the selected curricula. Thus, the
average percentages of each area dropped further and were also represented all the curricula.
3.6. Ethical Considerations
For this study, the researcher sent a letter to ask the target universities for an approval for his
study of the B Ed in TEFL or BA in TESOL curriculum at their universities so that the
necessary curriculum documents could be obtained and the universities recommend
Cambodian EFL teachers who had recently graduated from their institution (Appendix 3).
After receiving consent from the chosen higher education institutions, the researcher applied
for an ethics approval from the University of Canberra Human Research Ethics Committee
since the data had to be collected from human informants (Appendix 3). Finally, the
researcher sent a letter of informed consent to the selected participants before distributing the
questionnaires.
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Researchers are obliged to respect the participants‘ rights and protect them during and after
the study (Basit, 2010). Basit also believes it is essential to inform the participants about the
study. In a letter requesting informed consent, the researcher introduced himself to the
informants and told them how important the study was for them, the improvement of the B
Ed in TEFL or BA in TESOL program at their university, as well as Cambodian higher
education overall; what would be done with the data was also explained . To make sure that
the process of interviewing with 11 participants did not contravene any ethics clearance he
had received for the project, the researcher introduced himself orally and told the interviewees
briefly about the study and its importance. He told them that their identity would be kept
confidential, adding that the interview was totally voluntary and that they could withdraw
from the project if at any time they felt discomfort.
Basit (2010) points out that when people agree to participate in a study, they put themselves in
a risky situation, so they need researchers to keep their identity confidential for all time. In
this study there were no potential risks for the respondents. However, the researcher has still
used pseudonyms for the target universities and informants. To keep the data confidential, he
stored them in a safe place and no one, except him, has access to them. If the participants wish
to get the data about themselves, they can contact him. As a result of the assurance of
confidentiality, the participants did not feel that the findings of the study would harm them. In
return, the researcher was able to structure the study in a way that encouraged the honesty of
the participants when they answered the questions pertinent to their perceptions on what
knowledge and skills they needed to perform their career.
3.7. Summary
Both qualitative and quantitative methods were applied in this study. A qualitative method
was used to conduct a content analysis of the relevant curriculum documents, and a
quantitative method to examine the participants‘ perceptions of what domains of knowledge
and skills they need to be sufficiently qualified EFL teachers. These perspectives were
obtained through questionnaires. The data from the general comments in the last questions of
the questionnaire were analyzed qualitatively. There were two sources of data used in this
study: the course descriptions within the whole curricula from the five HEIs; and the
completed questionnaires from 120 respondents. The researcher used random sampling to
reach a sufficient number of respondents from whom he wished to collect the data.
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The analysis of data collected was done in two stages. The objectives and descriptions of all
subjects in the curricula were thoroughly coded based on the twelve domains of knowledge of
EFL teachers outlined in the conceptual framework of the study. Descriptive statistical data
analysis with the use of Statistical Packages for Social Science (SPSS) was applied to analyze
the perceptions of the informants on the knowledge and skills they should possess to carry out
their teaching duties in the current societal context.
This chapter also raised ethical matters concerning human beings during the entire research.
To address these concerns, the researcher applied for ethical approval from the University of
Canberra Human Research Ethics Committee and asked for official permission from the
universities where he would receive the data. Before he distributed the questionnaire to the
chosen respondents, he sent a letter of informed consent to them. To keep confidentiality, he
used pseudonyms for all the universities and stored the data collected in a safe place. The next
chapter presents the findings drawn from the data analysis.
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CHAPTER FOUR: FINDINGS
4.1. Introduction
This chapter provides the findings of a content analysis of the five different curricula, the
perspectives on the knowledge and skills Cambodian EFL teachers need, and general
comments of the participants. As the curricula adopted by the five universities are not the
same, the researcher did an individual analysis of the curriculum of each university before he
looked across the data to compare and contrast their content so as to find out what areas of
knowledge and skills were included in the B Ed programs in the five as a whole. Thus, the
results of the content analysis are presented under the different universities.
The analysis of the relevant curriculum documents collected from the universities revealed the
presence of the domains of knowledge and skills offered in the English language teacher
education curricula adopted at Cambodian higher education institutions, and a consistency
with the ones defined in the conceptual framework. The analysis of the data from the
questionnaire responses revealed the domains of knowledge and skills Cambodian EFL
teachers thought they should have to become EFL teachers in the Cambodian setting, and
compared these with the domains offered in the curricula and those outlined in the conceptual
framework of the study.
4.2. The Content of the B Ed in TEFL and BA in TESOL Curricula
The analysis of the curriculum documents that are currently adopted at the five Cambodian
higher education institutions revealed that they included all six areas of knowledge set out by
Richards (1998), namely communication skills, knowledge of teaching theories, teaching
skills, pedagogical reasoning and decision making skills, subject matter knowledge, and
contextual knowledge. In addition, general knowledge is included in all five curricula while
research skills are part of three curricula, and ICT is introduced in four. Further, cognitive
skills and knowledge of social issues are included in the curriculum at all target universities,
but society and community involvement appears in the curriculum at only one. Leadership
skills appear only in two curricula. To compare all the domains of knowledge and skills in the
curricula with those set out in the conceptual framework presented in Chapter 2, the
researcher prepared a graph representing all knowledge and skills offered in all curricula at
Cambodian universities.
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For confidentiality reasons, the five institutions are identified by pseudonyms: University A,
University B, University C, University D and University E. The participants‘ names, such as
Theary, Kannika, Sokhapleap, and Piseth, are also pseudonyms.
Acronyms for the domains of knowledge and skills are shown in Table 4.
Table 4. Acronyms of the domains of knowledge and skills

Areas of Knowledge and Skills

Acronyms

Communication Skills

CS

General Knowledge

GK

Knowledge of Teaching Theories

KTT

Teaching Skills

TS

Pedagogical Reasoning and Decision Making Skills
Subject Matter Knowledge

PRDMS
SMK

Contextual Knowledge

CK

Research Skills

RS

Information and Communication Technology

ICT

Cognitive Abilities

CA

Knowledge of Social Issues

KSI

Society and Community Involvement

SCI

Leadership Skills

LS

Sections 4.2.1 to 4.2.5 show the areas of knowledge and skills coded from the descriptions
and objectives of the subjects used as part of the five curricula, and report the data from
figures 2 to 6 in order to reveal the research findings.
4.2.1. University A
Table 5 shows the titles of subjects in University A‘s curriculum, their individual credit points
(for a total of 138 credit points), their objectives, and the results of coding them based on the
domains for which they are designed. The curriculum content coding indicates that University
A‘s curriculum focuses on communication skills, general knowledge, knowledge of teaching
theories, teaching skills, pedagogical reasoning and decision making skills, subject matter
knowledge, contextual knowledge, information and communication technology, cognitive
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ability, and knowledge of social issues. Since most subjects are designed for undergraduate
students to accommodate more than one domain, the total percentages of all domains account
to more than 100%. This calculation applies also to the remaining curricula that are in
sections 4.2.2, 4.2.3, 4.2.4, and 2.2.5). An alignment of coding and content is offered in
Figure 2 (page 58).
Table 5. Analysis of the content of University A’s curriculum

Course/Subject Titles and Objectives

Areas of
Knowledge
and skills

Core English 1 and 2 (9 credits): These subjects are designed to enable

CS and

students to improve their English for communication in various situations.

SMK

They focus on the four macro-skills. Also, they introduce some grammatical
items, such as modal verbs, present simple tense, past simple tense, future
tense, conditional sentences, indirect questions, and reported speech.
Computer for Office Application (3 credits): This subject is offered to

ICT

equip students with computer skills, including MS Word, Excel, PowerPoint,
Internet searching and email.
The Art of Living (3 credits): The subject is designed to enable students to

GK and CA

broaden their understanding of principles and art of living in peace and
harmony. It also emphasizes morality and the virtues people need. It
introduces self-development to students so that they can get along well with
each other in their society. It also focuses on conflict resolution.
Human and Society (3 credits): This subject is included to enable students

GK

to understand interaction between humans, families and society, and the
sustainable development of a country.
Introduction to Economics (3 credits): This subject is about the effective

GK and CA

use of scarce resources, like soil, water, minerals, and labor, to satisfy
unlimited human demand. It focuses on the allocation of revenue and
expenditure within an organization and the analysis of the demand and
supply of goods and services. It focuses on both micro and macro economics.
Basic Literature Studies (3 credits): This subject is designed to enable
students to improve their reading and analytical skills.
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CS and CA

Basic Cultural Studies (3 credits): This subject is offered to help students

CS, CA,

improve their four macro skills and critical thinking skills. It includes the

and GK

study of different cultures and civilizations.
Foundation of Writing Skills (3 credits): The subject is included in the

CS, SMK,

program to give students opportunities to improve their grammar and writing

and CA

skills. It also focuses on the development of analytical and thinking skills.
Core English 2.1, Core English 2.2, Core English 3.1, Core English 3.2

CS and

(18 credits) The subjects are designed to help students improve their four

SMK

micro-skills, extend their horizon of knowledge not only through authentic
articles, passages, texts, conversations, dialogues, pictures, and videos, but
also through additional supporting materials. They also focus on grammar.
Academic Writing 2.1, 2.2, 3.1, and 3.2 (12 credits): The courses are

CS, SMK,

designed to improve students’ writing skills. They are aimed to enhance

and CA

students’ capacities to analyze the language. Thus, these courses provide
enough opportunities to expose learners to real practice such as writing
work-related tasks or assignments, doing presentations or oral tests, and so
on. In addition, it seeks to develop the students’ skills and confidence in
independent learning outside the classroom. They also focus on students’
analytical and critical thinking skills.
Cultural Studies 2.1 (4.5 credits): This subject integrates language and

GK, CA,

culture learning through the study of different cultures in Asia and English-

and CS

speaking countries. The role of English as an international language is
central to this study of key cultural themes. Students are encouraged to
develop the skills to analyze and compare aspects of other cultures, and to
reflect on their own culture. In this way, English language is developed for
effective and cognitive purposes as well as for instrumental purposes. There
are four integrated components in this subject: Learning language through
content-skills development in listening, speaking, reading, writing, and text
analysis, language awareness, cultural analysis and comparison and
development of cross cultural skills.
Literature Studies 2.1, 2.2, 3.1 and 3.2 (12 credits): These subjects are
designed to help students improve reading skills and build up an ability to
think critically in English and to analyze and interpret fictional texts. They
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CS and CA

also focus on the knowledge of the world and of different ways of thinking
and behaving. Students are given opportunities to defend their views.
Communication Studies 2.1, 2.2, 3.1, and 3.2 (12 credits):

Language

proficiency is developed from beginner through advanced levels within each

CS and
SMK

of the four language skill components. Chapter themes cover the three
subskills, pronunciation, grammar and vocabulary, and the four macro-skills
Cultural Studies 2.2 (4.5 credits): Cultural Studies, like any form of

CS and GK

language teaching, is primarily concerned with learning, and pays close
attention to cultural communication. In addition, it provides some very
important insights into different people’s lifestyles including the roles of
parenthood and childhood. It also aims to help students sharpen their general
knowledge of cultural conflict and cultural adjustment.
Cultural Studies 3.1 and 3.2 (9 credits): The courses are designed for year-

GK, KSI,

three students who specialize in the Bachelor of Education in English.

and CA

Within these courses students study social structures and the function of
society, patterns of behavior and how they are shaped by society, and various
social interactions, research and studies in the areas of sociological
perspectives, culture and social structure, social inequality, social
institutions, and social change. The courses also help students improve their
critical thinking skills.
Teaching Methodology I and II (9 credits): These courses are designed to

KTT, TS,

introduce advanced students of English to a fundamental knowledge of

and

English in a professional context. Both teaching techniques and classroom

PRDMS

management are offered. The course consists of 11 topic-based chapters
covering a range of key areas of teaching approach. Students are encouraged
to develop the teaching methods of the four macro skills: reading, speaking,
listening, and writing.
Introduction to Educational Psychology I and II (7.5 credits): These

KTT, and

courses enable the students to understand the background and development

PRDMS

of learning and knowledge acquisition of the people from baby to children to
and adult. They provide background for those who prepare to teach English.
Introduction to Applied Linguistics (4.5 credits): The course mainly SMK, KTT,
focuses on language acquisition. Since language is the center of human life,
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CS, and CA

people can use it to express their love and hatred for others. In addition, they
need it to communicate with each other. The course aims at providing solid
information in all of the essential topics, and introduce an analysis of the key
elements of language such as sounds, words, structures, and meaning.
Language Assessment (3 credits): Testing and evaluation is part of the

SMK

learning process. Therefore, it is very important for teachers to know how to
accurately measure their students’ skills and how to interpret the
measurements. The principles of testing in this course can also be applied in
other fields too such as evaluating and assessing staff performance in a
company as knowing how to make effective tests is very important, not just
in teaching but in other jobs as well.
Course Design and Materials Development (3 credits): This subject aims SM and CK
to enhance students with the professionalism of teaching, to know how to
design a course and develop instructional materials. It focuses on the design
and development of learning materials appropriate for use with a variety of
learners and in a variety of settings. Also, it illustrates ways of designing a
course syllabus, and materials the students will have to develop to support a
learning event. Practically, it requires the students to investigate the real
work of the course design and materials development in a particular school.
Second Language Acquisition (3 credits): This course enables students to

SMK and

understand how people acquire languages and consider its relevance for

KTT

language teaching. It also describes the most important studies and ideas
about first language acquisition, and how these have influenced and
developed into studies of second language acquisition. It considers the
language theories which were current before the present interest in
acquisition research, and looks at factors such as learner errors, whether
learners are predisposed to acquire language in certain sequences, why some
people are apparently more successful in learning language than others, and
how learners make use of their new language to communicate.
English for Specific Purposes (3 credits): ESP is primarily concerned with

KTT and

learning, and focuses on the question of how people learn, focusing instead

SM

on the question of what people learn. In addition, it provides some very
important insights into the nature of specific language needs. This subject
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enables students to design ESP courses to meet the learners‘ needs and a
good course syllabus. Students can evaluate the syllabus and the materials.
Teaching practicum (3 credits): Students will be given opportunities to

TS and

gain experiential knowledge of teaching English language by using teaching

PRDMS

and learning theories and skills they gain from the program.
Figure 2 shows the areas of knowledge and skills mentioned in the course descriptions within
English language teacher education curriculum in University A. In total, students need to
complete 138 credit points in this program. According to the chart, the highest proportions of
the total credits in the curriculum are allocated to communication skills and English language
proficiency (61.95%). Subject matter knowledge (51%) and cognitive abilities (41.30%) are
fairly well presented in the program. General knowledge (21.73%), knowledge of teaching
theories (19.56%), and pedagogical reasoning and decision making skills (14.13%) are also
focused on in the curriculum. In addition, 6.52% of the total credits are given to the area of
knowledge of social issues. Little attention is paid to information communication technology
(2.17%). There is no place at all for research skills or society and community involvement.
Figure 2. Areas of knowledge included in the BEd in TEFL or BA in TESOL adopted at University A
(as percentages)
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4.2.2. University B
Table 6 discloses the content of University B‘s curriculum (with a total of 129.5 credit
points), the credit points value of each subject, its objectives, and the result of content coding
according to the domains they are designed for. The coding shows that University B‘s
curriculum focuses on communication skills, general knowledge, knowledge of teaching
theories, teaching skills, pedagogical reasoning and decision making skills, subject matter
knowledge, contextual knowledge, information and communication technology, cognitive
ability, and knowledge of social issues. A detailed description of the content coding is shown
in Figure 3.
Table 6. Analysis of the content of University B’s curriculum

Course/Subject Titles and Objectives

Areas of
Knowledge
and Skills

Computer 1 and 2 (6 credits): The courses are designed to enable

ICT

students to develop their knowledge and skills in information and
communication technology.
Core English 1 A and 1 B (9 credits): The two subjects are included in

CS and

the program to enable students to improve their English language

SMK

proficiency in the four macro-skills. English grammar and vocabulary are
also a focus in these subjects.
Khmer Studies (3 credits): This course enables students to know about

GK

Khmer culture and history
Principles of Economics (3 credits): This course is offered for students to GK and KSI
gain basic knowledge of economics and its principles. Students will
become aware of any social issues that badly affect the nation’s economic
growth.
Core English 2 A and 2 B (9 credits): The courses are designed to enable

CS and

students to improve their English language proficiency in the four macro-

SMK

skills. English grammar and vocabulary are also focused on in these
subjects.
Man and Society (3 credits): It is study about the past and present GK and KSI
experience of humans to inform students of the advantages and
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disadvantages of human activities in the fields of technology, educational
trends, political changes and religions.
Psychology (3 credits): This course enables students to gain basic

GK and CA

concepts of general psychology so that they understand the nature of
humans in a society to which they must link themselves. By taking this
course, students have the opportunity to develop their critical thinking
skills.
Cultural Studies 2 (6 credits): This course is designed to equip students

GK

with a knowledge of globalization in the Middle East and Asia, and
tourism development in Southeast Asia. Specially, it enables students to
gain general knowledge on cultures.
Grammar and Reading 2 (9 credits): Students have opportunities to learn

SMK and

English words and sentence writing. Students can also improve their

CS

speaking skills through various speaking activities in the last sections of
each unit.
Listening and Speaking 2 (6 credits): The subject is designed to give

CS and

students opportunities to pronounce English words correctly so that they

SMK

can improve their speaking. Other macro skills are also focused on.
Literature 2 (6 credits): The course is designed to develop students’

CS and CA

English language proficiency. Students have opportunities to develop their
critical thinking and analytical skills through literature analysis.
Writing Skills 2 (9 credits): This course is designed to introduce some

SMK, CS,

grammatical items that are significant for sentence writing. Students are

and CA

also given opportunities to improve paragraph and essay writing skills.
When writing different types of paragraphs and essays, they have to
contribute their ideas.
Cultural Studies 3 (6 credits): This subject is offered for students to gain

GK

knowledge of how the world has developed. It also gives a background as
to how the English language has developed over the centuries. Students
are given a chance to broaden general knowledge.
Grammar and Reading 3 (6 credits): The course aims to provide students

CS, SMK,

with understanding of a wide range of grammatical items. It enables

and GK

students to write English sentences correctly. Students can also broaden
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their general knowledge through reading articles on various topics.
Listening and Speaking 3 (6 credits): The subject is designed to give

CS and

students chances to pronounce English words correctly so that they can

SMK

improve their speaking. Other macro skills are also focused on.
Literature 3 (6 credits): This subject aims to develop students’ English

CS and CA

language proficiency. It also enables students to develop their critical
thinking skills.
Writing Skills 3 and Specialized Writing (6 credits): The course focuses

CS, CA,

on paragraph and essay writing. Some important English grammar is also

and SMK

introduced in this subject, and writing problem-solution essays,
argumentative essays, and so on.
Applied Linguistics I and II (9 credits): This subject focuses on second

KTT,

and foreign language learning and teaching. It enables prospective

PRDMS,

teachers to satisfy linguistic and pedagogical needs so that they can

SMK, and

become effective English language teachers. The course also enables

CK

students to understand the sounds, words, and grammar of the English
language and to know who, how and why one learns English.
Foundations of Education (7 credits): This course is designed to enable

PRDSM,

prospective teachers to evaluate and respond to their students’ needs, to be

CK, and

aware of their students’ competency, and to understand different kinds of

KTT

personalities teaching and learning take place successfully. Motivation is
also a focus in this subject.
Teaching Methodology I and II (9 credits): This course equips trainees

KTT, TS,

with theoretical teaching expertise and enables them to produce a sound

and PRDM

lesson plan. It also give them the opportunity to do teaching
demonstration.
Teaching Practicum (2.5 credits): Student teachers are given a five-week

TS and

period to apply the teaching theories gained from the classroom training in

PRDSM

real teaching situations.
Figure 3 shows a summary of University B‘s curriculum content. In total, there are 129.5
credit points students need for completion. The chart shows that the curriculum here strongly
focuses on communication skills (55.59%) and subject matter knowledge (53.28%). 23% of
the total credits are for students to develop their critical thinking, analytical, and problem62

solving skills and general knoweledge each. In addition, two areas are given similar weight,
namely pedagogical reasoning and decision making skills (21.23%) and knowledge of
teaching theories (19.30%). 12.35% of the total credits are allocated to contextual knowledge,
and only 8.88% are given to teaching skills. The curriculum includes only 4.63% of the total
credits on the knowledge of social issues and knowledge of information and communication
technology each. Research skills and society and community involvement are not present in
the program.
Figure 3. Areas of knowledge included in the BEd in TEFL or BA in TESOL adopted at University B
(as percentages)

4.2.3. University C
Table 7 shows the titles of subjects within University C‘s curriculum (129 credit points), their
credit points and their objectives. It also demonstrates the coding of such curriculum content.
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The coding indicates communication skills, general knowledge, knowledge of teaching
theories, teaching skills, pedagogical reasoning and decision making skills, subject matter
knowledge, contextual knowledge, information and communication technology, cognitive
ability, research skills, knowledge of social issues, society and community involvement, and
leadership skills are part of the curriculum. The comparison between the domains is offered in
Figure 4.
Table 7. Analysis of the content of University C’s curriculum

Areas of
Knowledge
Course Titles / Subjects and Objectives

and Skills

College English I and II (6 credits): These subjects are included in the

CS, SMK,

program to enable students in the foundation year to improve their reading

and CA

and writing skills. Some speaking activities are integrated into these
subjects. Some grammatical items significant for writing are introduced in
the course. Students will also learn how to write various types of
paragraphs and essays including cause and effect essays, argumentative
essays, and problem-solution essays.
Cultural Anthropology (3 credits): This course is designed to investigate

GK and CA

the impact of cultures on our everyday living and decision-making. It
focuses on different cultures and enables students to improve their critical
thinking and problem solving skills.
Introduction to Computers and Computer Application (6 credits): These

ICT

subjects are offered to familiarize students with the use of the computer as
an effective and efficient tool for their study and work. It allows students to
learn basic computer hardware and software.
Environmental Science (3 credits): The subject investigates the complex GK and KSI
interaction between humans and the environment. It enables students to
become aware of environmental issues that are happening, how to conserve
natural resources and how to use resources sustainably.
Introduction to Political Science (3 credits): This course enables students

GK, KSI

to understand basic issues of political science. Students are given

and SCI

opportunities to distribute community services.
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Gender Studies (3 credits): The course examines several fundamental

GK, KSI,

gender concepts so students acquire basic gender perspectives. It also

and CA

focuses on the issues of gender-based violence, such as domestic violence
and rape. Students discuss in groups to seek solutions to these problems.
Khmer Studies (3 credits): This subject focuses on the origin of culture GK and SCI
and civilization of each race which has settled on our land. The aim is to
have students love, nurture and defend their country, races, culture,
civilizations and national identities in order to benefit Cambodian people as
a whole.
English Phonetics and Pronunciation (3 credits): This course is designed

SMK and

to enable students to improve their pronunciation of English so that they

CS

can acquire a near-native accent. Students are also given opportunities to
improve their English language proficiency.
Speaking and Listening Development (3 credits): This subject is given to

CS, SMK,

enable students to develop their oral communication. English grammar and

and CA

vocabulary are presented in the texts. Also, students are given opportunities
to develop their critical thinking skills through group discussions.
English Grammar in Context and Advanced English Grammar in

SMK and

Context (6 credits): These subjects are targeted at developing students’

CS

language competency in English grammar at high intermediate level. The
grammar is taught through reading texts.
Logic and Critical Thinking (3 credits): This course is designed to enable

CA

students to develop problem solving and critical thinking.
Reading Development (3 credits): This subject is offered for students to
improve their reading skills. Vocabulary is also emphasized.
Strategies for Effective Speaking and Listening (3 credits): Speaking and

CS and
SMK
CS

listening skills are the main focus of this subject.
Personal Growth and Development (3 credits): The course is designed to
teach discipline, good behaviour, a positive attitude, self-respect and selfconfidence at the university as well as in the society. Buddhist as well as
western philosophies and thought are essential parts of this subject.
Students learn how to value life and develop virtues, molding themselves
after great heroes. The ways to develop a positive attitudes is taught in it.
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LS

Writing Development and Advanced Writing (6 credits): The course

CS, RS and

aims at helping students develop their writing competency. It also enables

CA

students to collect relevant data and information from various sources in
order to write successful essays.
Professional Writing (3 credits): This course enables students to improve

CS and CA

their writing skills.
English for Effective Communication (3 credits): This subject is specially

CS and CA

designed for students to improve their technical English language skills in
oral communication in business and other working situations. Students are
given opportunities to discuss the problems and negotiate while using
English language.
History of Cambodia (3 credits): In this subject there is discussion of civil

GK, CA,

war and its impact in Cambodia. The changes in Khmer culture, society,

KSI, and

and economics is also discussed. Political structure, foreign policy, human

SCI

rights, gender issues, rural development and education are introduced.
Students are given a chance to engage themselves to communities.
Advanced Reading (3 credits): It is targeted to improve students’ reading

CS and CA

skills and critical thinking skills.
Introduction to Literature (3 credits): This course is specially designed

CS, CA,

for students to improve their reading skills and critical thinking skills.

and KSI

Students seek to discover the social and cultural context in the stories and
reflect on their lives today for an improved understanding of various issues
occurring in their society.
Comparative Literature (3 credits): This subject aims at improving

CS and CA

students’ English language proficiency and their critical thinking skills.
Foundations of Education (3 credits): This subject covers professionalism

GK, CK,

related to the code of ethics of the educational professional to personal

and KTT,

beliefs about teaching, the history of education in Cambodia and ASEAN,
governance, philosophies of education, issues and trends in education, and
technology in education.
Introduction to Applied Linguistics (3 credits): The topics within this SMK, KTT,
course are the history of language and applied linguistics; role of language

CK, and

in culture and society; notion of grammar; the form, meaning and use of the

PRDMS
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grammar; vocabulary and how it is learnt and taught; spoken and written
discourse analysis, and implications for teaching speaking and writing;
pragmatics and its implications for language teaching, learning and use;
second language acquisition; psycholinguistics; sociolinguistics and its
application in language teacher education; for language skills and
introduction to teaching and learning the four language skills.
Basic Statistics in Education (3 credits): The course comprises three parts:

RS and CA

elements and concept of statistics, descriptive statistics, and inferential
statistics.
Education and Character Building (3 credits): This subject discusses the

CK, CA,

concept of character and related terms, why character building is important

and KSI

to the society and how a person’s character develops. Students will discuss
the trends in Cambodian character development and its relationships with
the society and culture. The topics explored include the roles of family,
school, religion, and media in character building.
Interpreting and Translation (3 credits): English language proficiency is

CS, SMK

the main focus in this course. Students also have opportunities to build up
their vocabulary and develop their English language use.
Creative Writing (3 credits): The subject aims to explore techniques in

CS and CA

writing short fiction, poetry, and creative non-fiction.
English for the Teacher of TESOL (3 credits): This subject aims to

CS and TS

improve students’ English language competency. All content, topics,
issues, and classroom practice activities are relevant to actual teaching and
learning situations.
Introduction to TESOL (3 credits): This subject focuses on practical

KTT, TS,

classroom training input and real classroom observation. It is also

and

concerned with a theoretical foundation for teaching and learning English

PRDMS

language through reading literature.
Introduction to Language Acquisition (3 credits): The course introduces

KTT, TS,

students to what language acquisition is and how language is acquired from

and

both natural and unnatural settings.

PRDMS

Methodology in TESOL I and II (6 credits): The subjects are designed to

KTT, TS,

train students to teach English grammar and vocabulary communicatively.

and
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Students are also trained to teach the four language skills effectively.

PRDMS

English Proficiency Testing (3 credits): This course aims at upgrading

SMK and

students’ English proficiency and teaching them how to do TOEFL or

CS

IELTS. Vocabulary and grammar are also a main focus of this subject.
Course and Instructional Materials Design (3 credits): This subject has

SMK, TS,

three main objectives. First, it introduces students to the basic TESOL

PRDMS,

curriculum and syllabuses, to curriculum for ESP, and learning and

and CK

teaching materials. Second, it focuses on designing course syllabuses and
developing lesson plans for GESL and ESP programs based on real
business needs, cultural norms, different classroom settings, and different
ages and levels of students. Students are also taught how to evaluate
teaching and learning materials.
Classroom Assessment and Evaluation (3 credits): This subject enables

SMK

students to develop various kinds of tests for classroom assessment.
Action Research in English Language Teaching (3 credits): This course

RS and CA

aims at enabling students to conduct small-scale research projects in the
field of education, mainly on English language teaching and learning.
Students learn in particular to collect and analyze data.
Seminar in TESOL (3 credits): This subject enables students to extend

KTT, TS,

their comprehensive knowledge of pedagogy and methodologies. It focuses

and

on productive hands-on activities relating to teaching and learning English.

PRDMS

Practicum in TESOL: Senior Project (3 credits): This subject gives

TS and

TESOL students opportunities to gain experiential knowledge of teaching

PRDMS

English language by applying teaching and learning theories and skills they
gain from the program.
Cambodian Government, Politics and Economics (3 credits): The

GK, CA,

subject gives students the basic concepts and principles of the government

and KSI

and politics in comparative perspectives. There is some discussion of the
government, politics, and economics of Cambodia.

Figure 4 provides information on University C. In total, there are 129 credit points available
in this curriculum. It can be seen that most attention is given to communication skills and
cognitive abilities (all 44.18%). Next, 27.90% of the credits are given to subject matter
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knowledge. Equal attention is paid to pedagogical reasoning and decision making skills,
teaching skills, and general knowledge (all 18.60%). This percentage is a little higher than
that of knowledge of teaching theories and knowledge of social issues (both 16.27%). The
total credits that focus on research skills is 9.30%. In addition, contextual knowledge and
society and community involvement are given the same weight at 6.97%. Little attention is
given to information and communication technology (4.65%) while the least emphasis is
placed on leadership skills (2.32%).
Figure 4. Areas of knowledge included in the BEd in TEFL or BA in TESOL adopted at University C
(as percentages)

4.2.4. University D
Table 8 demonstrates the result of coding of the content of University D‘s English language
teacher education curriculum. The coding shows that University D‘s curriculum focuses on
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communication skills, general knowledge, knowledge of teaching theories, teaching skills,
pedagogical reasoning and decision making skills, subject matter knowledge, contextual
knowledge, cognitive ability, research skills, and knowledge of social issues. An alignment of
such coding and the content is shown in Figure 5.
Table 8. Analysis of the content of University D’s curriculum

Course/Subject Titles and Objectives

Areas of
Knowledge
and Skills

Core English 1 (6 credits): This subject enables students to improve their

CS and

English proficiency in the four macro skills. Grammar and vocabulary are

SMK

also its focus.
Writing Skills 1 (3 credits): This subject aims at enabling students to

CS, SMK,

write accurate and effective English sentences and paragraphs. Students

and CA

will be introduced to process writing that covers several stages, including
brainstorming, drafting and editing.
Introduction to Sociology 1 (3 credits): This subject enables students to

GK, CS,

understand various concepts of sociology and how they are related to

KSI, and

development, and can be used to interpret the evolution of society.

CA

Students are able to express in English their views regarding customs,
tradition, beliefs, and religion clearly and logically, and to analyze and
reflect on crucial aspects of foreign cultures particularly in relation to
Cambodian culture.
Khmer and Regional History (3 credits): This subject aims at promoting

GK and CA

the understanding events of Cambodian history and other regional
countries’ histories. There is time for discussion of some aspects of
cultures.
Introduction to Environment 1 (3 credits): The unit covers a wide range

GK, CS,

of topics relating to global contemporary environmental issues. Through

KSI, CA,

intensive and extensive reading and discussion as well as individual, pair,
group and class work, students are able to use English language
appropriately for various environmental contexts.
Khmer Grammar 1 (3 credits): This subject is intended to prepare
students for office work and formal communication in Khmer.
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N/A

Demographic and Economic Geography 1 (3 credits): After taking this

GK

course, students know the concepts, sources, and evolution of demography
and be able to measure some demographic indicators such as birth rate,
mortality rate, migration and population growth rate and its consequences.
General and Applied Mathematics 1 (3 credits): After studying this

RS

subject, students have an understanding of introductory statistics, which is
important in academic research.
Khmer Civilization 1 (3 credits): This subjects enables students to know

GK

their culture and how it has been influenced by foreign cultures since the
ancient time.
Core English 2 (12 credits): This unit focuses on the improvement of

CS and

students' macro skills: reading, listening, writing and speaking, and

SMK

knowledge of grammar, e.g. the tense system, gerunds and question forms.
It also stresses the ability in using more complicated vocabulary.
Writing Skills 2 (6 credits): This subject consists of such topics as the

CS, CA,

structure of the paragraph, development of the paragraph, the structure of

and SMK

an essay, its unity and coherence. As distinct from Writing Skills 1, this
subject focuses on developing students' skills and competence in academic
writing at the paragraph and essay levels. Various grammatical items
significant for writing are also included in the course.
Literature Studies 2 (6 credits): The main aim of the subject is to assist

CA, CS,

students to become effective, independent readers with a capacity to

and SMK

analyze and respond critically to what they read. It provides intensive and
extensive practice in reading and speaking, and in analysis of language,
which complements the Core English subject. Students will also develop
knowledge of major literary genres of English Literature and an ability to
identify linguistic features of texts (both fiction and non-fiction).
Global Studies 2 (6 credits): This course aims to introduce contemporary

KSI, CS,

global issues and develop knowledge in specific content-based language.

GK, and

Students will be able to use language appropriate for each of the issues and

CA

debate about concepts and issues related to them. It includes such themes
as Families, Festivals and Celebrations, Landscape and Environment and
Agriculture. Through individual, pair, group and whole-class work, the
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students will be able to develop the four macro- skills, especially reading
and speaking.
Core English 3 (12 credits): The instruction of this subject is based on

CS and

New Headway Advanced (New edition) by John Soars, Liz Soars and

SMK

Mike Sayer, which concentrates on advanced grammatical and lexical
aspects and covers all the four language learning macro-skills. Students
are required to complete homework, assignments, tests, etc. and to give
oral presentations in addition to their semester examinations.
Writing Skills 3 (6 credits): This subject is designed specially for

CS, CA,

developing writing skills necessary for writing effective academic essays

SMK, and

and assignments. Necessary grammatical items are introduced. Core texts

RS

give special attention to Argumentative Essay, Article and Book Reviews,
and Citation and Referencing.
Introduction to Research Methods 3 (3 credits): This subject is intended

RS

to provide students with essential research concepts and designs and to
help them conduct basic research mainly in the fields of linguistics,
education, and business in their final year at IFL and perhaps in their
further education or their work.
Global Studies 3 (6 credits): This subject is based on a diverse range of

GK, CS,

themes including Gender Issues, Politics and Government, Education, War

and KSI

and Peace, and Development. The course aims at helping improve
students' general knowledge of contemporary world issues along with
English language skills at the advanced level.
Literature Studies 3 (6 credits): This course intends to enable students to

CS, CA,

become effective, independent readers with capacity to analyze, read and

and GK

respond critically to the texts. It helps develop students' skills in reading
and expressing ideas in both speaking and writing. It also helps students
understand aspects of the cultures in the English speaking world. Students
are required to complete their class work, homework, assignments and
associated tasks.
Teaching Methodology 4 (10 credits): This subject has been designed to

KTT, TS,

provide trainees with knowledge in teaching principles and techniques that

PRDMS,

they can apply in their own classes. Its main themes include Teaching

and SMK
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Techniques, Classroom Management, Lesson Planning and Delivery,
Syllabus and Materials Design, and Language Testing. Trainees will also
have practical experience through their school observation visits.
Applied Linguistics 4 (7.5 credits): This subject has been designed to KTT, SMK,
give theoretical support to the Teaching Methodology subject. Describing

CK, CA,

Learners and Teachers, Phonetics and Phonology, Discourse Analysis, and

and

Language and Society are some of its topics. Students need to prepare well

PRDMS

before each week's classes by reading and thinking critically about the
topics/themes assigned by their respective lecturers.
Foundations of Education 4 (7.5 credits): This subject deals with the

PRDMS,

philosophies and aims of education in general, and focuses on theories of

CK, and

Social and Cognitive Development. Students will investigate the influence

KTT,

of nature and nurture on human growth and development and other aspects
of educational psychology. Moreover, students will study School
Management, which covers the factors affecting the success or failure of
schools, and reflect their understanding of this topic.
Teaching Practicum (2 credits): The practicum begins in Semester 2 and

TS and

lasts for 6 weeks. Trainees are expected to apply the teaching techniques

PRDMS

and theories they have learnt in class to the real classroom situations. Each
trainee will work closely with the teaching staff at various schools in
Phnom Penh and with a supervisor who is a member of the English
Department.
Figure 5 gives information for University D. In total, there are 120 credits offered using this
curriculum. According to the bar graph, strong emphasis is placed on communication skills
(62.5%), subject matter knowledge (57%), and cognitive abilities (41.25%). The percentage
for general knowledge (27.50%) is higher than that for pedagogical reasoning and decision
making skills (22.50%), which in turn are given slightly more emphasis than knowledge of
teaching theories (20.83 %). It is noticeable that teaching skills (10%) and research skills
(10%) are of equal standing. Slightly more emphasis is placed on knowledge of social issues
(15%) than contextual knowledge (12.50%). Information and communication technology or
society and community involvement is not included in this curriculum.
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Figure 5. Areas of knowledge included in the BEd in TEFL or BA in TESOL adopted at University D
(as percentages)

4.2.5. University E
Table 9 discloses the titles of subjects introduced in University E‘s curriculum (with 124
credit points), their individual credit points, their objectives, and the result of coding them
based on the domains, for which they are designed. The curriculum content coding shows that
University E‘s curriculum focuses on communication skills, general knowledge, knowledge
of teaching theories, teaching skills, pedagogical reasoning and decision making skills,
subject matter knowledge, contextual knowledge, information and communication
technology, cognitive ability, research skills, knowledge of social issues, and leadership skills.
Further description of such coding is offered in Figure 6.
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Table 9. Analysis of the content of University E’s curriculum

Course/Subject Titles and Objectives

Areas of
Knowledge
and Skills

Fundamental of Leadership (3 credits): This course focuses on the general

LS and CA

concepts, principles and practice of leadership. Students are able to
strengthen their critical and analytical abilities. Prospective teachers can also
develop their leadership skills.
Introduction to Human Communication (3 credits): This subject aims to

CS and CA

enable students to become effective communicators. It also gives students
chances to strengthen their analytical and critical thinking skills.
Organizational Behaviour (3 credits): The topics of this course include LS, CS, and
communication, team, leadership, power, motivation, and conflict within

CA

organizations. Students will discuss the reason why individual needs and
preferences will change. Approaches to manage human behaviour will also
be a focus of the subject.
Sociology (3 credits): This course is designed to raise students’ awareness of

KSI, GK,

the aspects of their social environment. Students will be able to broaden their

and CA

general knowledge and develop their analytical skills.
Adolescent (3 credits): This subject focuses on adolescent development and

GK, CA,

culture. Students will be able to analyze adolescents’ behaviour and improve

and CS

their critical skills. Students will also be able to build up their
communication skills
Computer Application (6 credits): This subject is offered to equip students

ICT

with computer skills, including Microsoft Word, Excel, PowerPoint, Internet
and Email.
English Language Level 1, 2, 3, 4, 5, 6, and 7 (21 credits): These courses

CS and

are designed to improve students’ listening, speaking, reading and writing

SMK

skills. Various grammatical items significant for the use of English language
are also introduced in these subjects.
Literature Studies 1 A (3 credits): The main focus of this course is the
influence and reception of Italy and its culture in English literature from the
Middle Ages to the early twentieth century. There is a lot of debate and
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CS and CA

discussion in this subject. English language proficiency is also its focus.
Literature Studies 1 B and 1 C (6 credits): By taking this course, students

KSI, CA,

are able to promote their understanding of morality, and social and human

and CS

behaviour concepts. Student read literature critically and discuss some
important issues in the given contexts. Students are given opportunities to
reflect on these social issues in the real world. By doing so, students are able
to develop critical thinking skills and improve their English proficiency.
American and Western Culture (3 credits): This subject enables students
to broaden their general knowledge of American and Western cultures and
improve their English language skills. After taking this course, students will
be able to understand and analyze western civilizations.

GK, CS,
and CA

Asian Cultures (3 credits): This subject covers a range of themes including

GK, CS,

cultures, societies to social networks, and social institutions in Asian

and CA

cultures. It enables students to broaden their general knowledge and improve
their language skills. Students will be able to develop their critical thinking
skills about diverse cultures in Asian countries.
Communication Application (3 credits): This course aims to improve

CS, CA,

students’ writing and speaking techniques so that they can become good

and GK

communicators. It enable students to develop their critical thinking skills and
broaden their general knowledge.
English for Business 203 (3 credits): The course focuses on both business

GK, SMK,

content and English for business. Some important grammatical items and

and CS

vocabulary are introduced in this subject.
English for Business 204 (3 credits): This course is designed to enable

CS and CA

students to develop proficiency in public relations writing and develop
critical thinking skills that make them better communicators.
English for Communication 1, 2, 3 and 4 (8 credits): Listening and

CS, CA,

speaking are a strong focus in this subject. Students are also given chances to

and SMK

improve their reading and writing. The course aims to prepare students for
success in academic and everyday settings. There will be discussion of
cultural and universal differences. Students learn vocabulary relating to
social life.
Core English Skills 1 and 2 (4 credits): This subject focuses on grammar
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CS and

and the four-macro skills.

SMK

Core English Skills 3 and 4 (4 credits): This course is designed to help

CS and

students develop the four macro-skills. Various grammatical items

SMK

significant for writing are also introduced in the course.
Academic Writing 1 (3 credits): This course focuses on different kinds of

CS, CA,

essays, including cause and effect, comparison and contrast, and

and SMK

argumentative. Grammatical items necessary for writing are also a focus.
Effective Academic Writing 2 (3 credits): This course is designed to

CS, CA,

develop students’ ability and confidence in using English language. Through

and RS

written communication, students can explore opinions, contribute ideas and
share experiences with others. Students will use their significant skills to
analyze academic texts. Students will also be introduced to how to write a
research proposal.
English Academic Writing 3 and 4 (6 credits): This subject focuses on

CS, SMK,

various grammatical items significant for sentence structures and writing

RS, and CA

different types of paragraphs and essays. Students will be given opportunities
to apply their necessary skills to analyze academic articles and develop a
sound dissertation proposal.
Applied Linguistics (3 credits): This subject focuses on second language

SMK, TS,

acquisition. It enables prospective teachers to explore the relationship

KTT, CS,

between L1 and L2. How one can become good L2 learner is also introduced

and

to trainees. Students are able to motivate learners to learn L2 and improve

PRDMS

their English language proficiency and critical skills in teaching.
Teaching Methodology (6 credits): This course is designed to introduce

KTT, TS,

prospective teachers to approaches and methods of teaching and classroom

CA, CK,

management. Students are given opportunities to conduct teaching

and

demonstrations and engage in active learning through various discussion.

PRDMS

Language Testing and Evaluation (6 credits): This subject covers test SMK, KTT,
design, test administration, test assessment, test scoring. Students will also

PRDMS,

be equipped with a critical knowledge of the historical trends and methods of

and CS

second language teaching. A range of approaches applied to instruct foreign
language learners will be introduced in the course. Students will be able to
develop different assessment and evaluation scheme for language testing.
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Taking this course, students can improve their four macro skills.
Educational Psychology (3 credits): The subject aims to enable students to

KTT,

gain understanding of psychological principles, theories and methodologies

PRDMS,

to issues of teaching and learning in schools. It is related to the study of the TS, CK, and
behaviours of students in educational settings. It also enables prospective

CA

teachers to build up their teaching skills and improve their critical thinking
skills.
Teaching Practicum (9 credits): This subject gives prospective students

TS and

opportunities to gain experiential knowledge of teaching English language

PRDMS

by applying teaching and learning theories and skills they gain from the
whole program.
Principles of Management (3 credits): This subject aims to enable students

GK and CA

to understand principles of management and concepts for managing people
including human resources and motivation. Students are given the
opportunity to explore managerial issues and problems and to seek relevant
solutions that can result in better decision making.
Figure 6 provides information for University E. In total, there are 124 credits offered in this
curriculum. The bar graph shows that most emphasis is placed on communication skills
(73.38%) and cognitive abilities (52.41%). This curriculum includes a fair amount of attention
to subject matter knowledge (46.77 %). In addition, 21.77% of the total credits are allocated
to pedagogical reasoning and decision making skills. It is noticeable that equal emphasis is
given to general knowledge and teaching skills (both 16.93%), somewhat higher than for
knowledge of teaching theories (14.51%). Equal attention is paid to contextual knowledge,
research skills, and knowledge of social issues (all 7.25%). A low emphasis is placed on
information and communication technology, and leadership skills (each 4.83%). No attention
is paid to society and community involvement in the curriculum.
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Figure 6. Areas of knowledge included in the BEd in TEFL or BA in TESOL adopted at University E
(as percentages)

4.2.6. Average Proportions of Skills and Knowledge within the Five Curricula
Figure 7 shows the areas of knowledge and skills appearing in the course descriptions within
the English language teacher education curricula in all five universities. The percentages of
each area of knowledge and skills are drawn from a calculation of the average percentages of
those of areas of knowledge and skills within the curricula at the universities. The bar chart
shows that communication skills or English language proficiency (59.52%) is the main focus.
Two areas are given similar weight: subject matter knowledge at 47.19% and cognitive
abilities at 40.42%. Below these, 21.55% of the total credits are allocated to general
knowledge. Nearly equal focus is given to knowledge of teaching theories (18%) and
pedagogical reasoning and decision-making skills (19.64%). Only 12.62% of the total credits
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are focused on teaching skills. Virtually equal emphasis is placed on contextual knowledge
(8.24%) and knowledge of social issues (9.93%). Very little attention is paid to research skills
(5.31%), information and communication technology (3.25%), society and community
involvement (1.39%), or leadership skills (1.43%).
Figure 7. Average percentage of areas of knowledge included in the BEd in TEFL or BA in TESOL
adopted at the five HEIs (as percentages)

Table 10 below summarizes the extent to which the domains of knowledge and skills
presented in the five curricula are consistent with those outlined by the curriculum theorists
Richards (1998), regarding English language teacher education, and Toohey (1999), regarding
general higher education. It also indicates the core and secondary domains for EFL teachers.
In other empirical evidence are the secondary domains since they are connected with general
higher education and are not discipline-specific.
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Table 10. Comparison between the domains appearing in the five curricula and those proposed by the
curriculum researchers

Areas of

University

University

University

University

University

Knowledge and

A

B

C

D

E

(Total

(Total

(Total

(Total

(Total

credits:

credits:

credits:

credits:

credits:

138)

129.5)

129)

120)

124)

Skills

Core Domains
Communication

61.95%

55.59%

44.18%

62.50%

73.38%

19.56%

19.30%

16.27%

20.83%

14.51%

Teaching Skills

8.69%

8.88%

18.60%

10%

16.93%

Pedagogical

14.13%

21.23%

18.60%

22.50%

21.77%

51%

53.23%

27.90%

57%

46.77%

2.17%

12.35%

7%

12.50%

7.25%

skills
Knowledge of
Teaching Theories

Reasoning and
Decision Making
Skills
Subject Matter
Knowledge
Contextual
Knowledge
Secondary Domains
General

21.73%

23%

18.60%

27.50%

16.93%

Research Skills

0

0

9.30%

10%

7.25%

Information and

2.17%

4.63%

4.65%

0

4.83%

Cognitive Ability

41.30%

23%

44.18%

41.25%

52.41%

Knowledge of

6.52%

4.63%

16.27%

15%

7.25

0

0

7%

0

0

Knowledge

Communication
Technology

Social Issues
Society and
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Community
Involvement
Leadership Skills

0

0

2.32%

0

4.83%

4.3. The Perspectives of Cambodian EFL Teachers on the Knowledge and Skills They
Need for Professional Teaching Practice
Figure 8 indicates the Cambodian EFL teachers‘ perceptions of 21 statements about
knowledge and skills needed by EFL teachers and activities that they perceive to be requisite.
A high percentage of the teachers agree with all 21 statements (See Figure 8 below.), and a
very few are neutral or disagree with the statements. According to the bar graph, the highest
percentage of participants (100%) agree that competence in English macro-skills is important
for them to teach English in Cambodia today. Then, a comparable proportion of the
respondents believe that, as educators or intellectuals, they have to be aware of the current
challenges of their society (96.6%). They also believe that knowledge of English language
teaching pedagogy plays a vital role in making their teaching effective (95.8%). Across the
institutions, similarly respondents think that communicative learning activities help students
learn English quickly and that EFL teachers have to be able to deal with any behaviour
management challenges in their language classrooms (all 95%).
A large majority of the participants agree that they should contribute to tackling or alleviating
issues in their society or communities (93.1%), and that problem-solving skills are necessary
for them to fulfil their English teaching duties (92.4%). Likewise, from one university to the
next, the respondents think that observing real learning and teaching activities helps teacher
trainees reflect on the knowledge of pedagogy and teaching skills they gain from the program,
that EFL teachers need to have broad general knowledge, and that public speaking and
presentation skills are important for EFL teachers (all 91.6%). Respondents from all
universities agree that actual classroom teaching practice prepares teacher trainees to be
effective prospective teachers and that EFL teachers need to have good interpersonal skills
(all 88.3%). However, fewer respondents think that EFL teachers should have an English
proficiency equivalent to an IELTS overall score of at least 6.5 or TOEFL score of at least
550 (74.2%) and that information and communication technology is necessary for EFL
teachers (76.4%).
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Figure 8. Cambodian EFL teachers’ perspectives on knowledge and skills they need for their professional
practice (as percentages)

Table 11. Statements related to the domains of knowledge and skills for EFL teachers

1. English macro-skills are useful for EFL teachers.
2. Knowledge of pedagogy for English teaching plays an important role in making
English teaching effective.
3. Communicative learning activities help students learn English fast.
4. Diversity of activities that appeal to different learning styles contribute to the
success of students‘ learning.
5. Good lesson plans contribute to effective English teaching and learning.
6. Observing real learning and teaching activities helps student teachers reflect on the
knowledge of pedagogy and teaching skills they have gained from the program.
7. Actual classroom teaching practice prepares student teachers to be effective
prospective teachers.
8. Good assessment contributes to the success of English language teaching and
learning.
9. Public speaking and presentation skills are important for English as a foreign
language teachers.
10. English as a foreign language teachers need to have good interpersonal skills.
11. Understanding ethical conduct is important for English as a foreign language
teachers.
12. English as a foreign language teachers should have an overall English proficiency
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equivalent to an IELTS overall score of at least 6.5 or TOEFL score of at least 550.
13. English as a foreign language teachers need to be aware of the education system in
their students‘ country.
14. English as a foreign language teachers have to be able to deal with behaviour
management challenges in their language classroom.
15. English as a foreign language teachers need to have good critical thinking skills.
16. Problem-solving skills are necessary in an English teaching career.
17. English as a foreign language teachers need to have broad general knowledge.
18. Information Communication Technology is important for English as a foreign
language teachers.
19. Research skills are important for English as a foreign language teachers.
20. As educators, you have to be aware of the current ills of your society.
21. As educators, you have to contribute to coping with or alleviating any issues in your
society.

4.4. Areas of Knowledge and Skills that Cambodian EFL Teachers Need
In order to determine what areas of knowledge and skills Cambodian EFL teachers need for
professional development, the researcher converted the twenty-one statements in the
questionnaire rated by the informants into domains of knowledge and skills for EFL teachers,
as shown in Table 12. A new graph drawn from the calculation of the average approval
percentages of the statements is presented in Figure 9.
Table 12. Conversion of the 21 statements into the domains of knowledge and skills for EFL teachers

Areas of Knowledge and Skills

Statements

Communication Skills

1, 9, 12

General Knowledge

17

Knowledge of Teaching Theories

2

Teaching Skills

2,3,4,5,6,7, 14

Pedagogical Reasoning and Decision Making

2,3,4,5,6,7, 14

Skills
Subject Matter Knowledge

1, 8

Contextual Knowledge

13, 14
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Research Skills

19

Information and Communication Technology

18

Cognitive Abilities

15, 16

Knowledge of Social Issues

20

Society and Community Involvement

21

Leadership Skills

10, 11, 14

Figure 9 illustrates the level of importance of the domains of knowledge and skills for
Cambodian EFL teachers to fulfil their professional duties in the current Cambodian setting.
According to the bar chart, 96.6% of the participants agree that educators have to be aware of
current national social issues while 95.8% think that knowledge of teaching theories is
requisite for Cambodian EFL teachers. Three areas of knowledge and skills for EFL teachers
are given similar weight, with society and community involvement at 93.1%, general
knowledge at 91.6%, and subject matter knowledge at 90.3%. Two areas, teaching skills and
pedagogical reasoning and decision making skills are rated equally (each 90.4 %). Virtually
equal percentages of participants value communication skills (88.6%), which also include
English language proficiency, cognitive abilities (87.8%), and leadership skills (89.1%). The
lowest proportion of the teachers (76.4%) agree that information and communication
technology is useful for them.
Figure 9. Cambodian EFL teachers’ perceptions on the domains of knowledge and skills they need for
their professional practice (as percentages)
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Leadership skills are concerned with the improvement of relationships between teachers and
students and teachers with others and their ethical conduct. Open comments of 31 participants
on leadership skills may be correlated to the quantitative data of the questions representing
EFL teachers‘ ethical conduct and relationships with their students and others. For example,
Kannika commented:
Leadership skills are necessary for Cambodian EFL teachers. With these skills, they, classroom leaders,
can build up good rapport with the language learners and motivate them to make tremendous efforts to
study English. They maintain ethical code of conduct and respect their students and others. (Appendix
5, Teacher 118)

4.5. Additional Knowledge, Skills Cambodian EFL Teachers Need
Looking at the lists for other knowledge and skills areas in the completed questionnaires, the
researcher found that the teachers perceived one other field to be useful: artistic skills, namely
painting and drawing. They also stressed strongly techniques and skills in classroom
management, which is a part of teaching skills, and testing and assessment. According to
Figure 10, 25.2% of the informants listed ―classroom management‖ as essential for EFL
teachers. Further, 13.2% of all the respondents wrote down ―knowledge of and skills in
language testing and assessment‖ in the extra knowledge and skills teachers should possess.
Drawing and painting skills are also considered important, as nominated by 4.8% of the
respondents (Appendix 5)
Figure 10. Knowledge and skills written, by Cambodian EFL teachers, in the extra list of what they think
are essential for them (as percentages)
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4.6. General Comments from the Participants
Although 120 completed questionnaires were sent back by the participants, only 74.4% of
them proffered comments on the content of the current curricula and the knowledge and skills
for EFL teachers. Fifteen respondents suggested that teacher trainees should be given more
opportunities to practise teaching English before they graduated. There should be subjects
relating to English language teaching starting in second or third year so that students can gain
insights into teaching English and get more practice before graduating. Therefore, the
practicum should begin earlier and last longer. Theary said:
I personally think that it will be great if there are more subjects related to pedagogy. Students should be
given plentiful opportunities to practise or to receive training before being assigned to do practicum.
Some students who do not have a part-time job as teachers find it difficult to practice teaching for just a
few weeks. I believe it is hard for them to find a teaching job when they lack teaching practice and
experience in the field. (Appendix 6, Teacher 81)

Vanny said:
Prospective teachers gain very little experience in teaching English from their practicum. Some students
are allowed to teach in only two sessions for the whole practicum. This cannot provide them with
adequate exposure to actual classroom teaching experience before they graduate. (Appendix 6, Teacher
21)

Malin added a reflection on an aspect of methodology:
Prospective teachers need more courses that focus on developing teaching and learning activities and
materials for listening, speaking, reading and writing skills. With these appropriate activities and
materials, teachers can effectively involve both passive and active students in learning the language.
(Appendix 6, Teacher 24)

Three respondents also recommended that workshops or forums on English language teaching
be organized for teacher trainees to share their experience in ELT. Dara commented:
Student teachers should be given opportunities to attend English language teaching workshops or
conferences for professional development to discuss any problems and to share experience so that they
could gain more teaching skills before their graduation. (Appendix 6, Teacher 23)

Regarding teacher trainees‘ level of English language proficiency, eight participants
suggested that a formal entrance exam should be arranged before students are admitted to the
program. They also suggested that English skills support classes should be offered to those
who do not reach a reasonable level of competence in English. As Malis expressed it:
The universities have to design a careful entrance exam to test the students‘ English language ability
before their enrolment in the TEFL program. In case their English proficiency is still not sufficient, the
universities should give them extra English support courses to improve their English competency.
(Appendix 6, Teacher 54)
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Related to concerns about English proficiency for the TESOL and TEFL program, graduates
raised the topic of IELTS and TOEFL. As mentioned earlier, 74.2% of the respondents
believed that English as a foreign language teachers should have an overall English
proficiency equivalent to an IELTS overall score of at least 6.5 or TOEFL score of at least
550 on exit from the program. Regarding the importance of readiness for IELTS and TOEFL
tests, Bopha commented:
English macro-skills are critical for all EFL teachers. They need to achieve satisfactory results on any
standardized test like IELTS or TOEFL. So, university students majoring in English should be provided
with lots of opportunities to improve their English proficiency in order that they are ready to fulfill their
prospective career and for any internationally recognized tests. (Appendix 6, Teacher 93)

Sokhaleap suggested:
The curriculum should include IELTS or TOEFL preparation courses in year four, so senior students
are ready for either of these real English proficiency tests. The current proficiency test designed by the
university is not accurate enough to measure the students‘ language ability. (Appendix 6, Teacher 69)

In addition, they would like the universities to offer subjects in the Foundation Year program
in English so that they can improve their English language proficiency. The subjects that are
not relevant to, or important for, English language teaching should be removed. They were
keen not to waste time. Kannika‘s comment is:
For year 1 students, the school just provides students with a lot of Khmer subjects so the students have
to spend a lot more time learning Khmer subjects than English, even though their major is English.
More TEFL-related subjects should be included from the beginning of the program. (Appendix 6,
Teacher 40)

Rany said:
I think that some subjects that are not important or slightly important should not be part of the TESOL
or TEFL degree curricula at Cambodian higher education institutions. They should be replaced with
relevant subjects that can help students improve the quality of their English language teaching.
(Appendix 6, Teacher 87)

4.7. Summary of Findings
This chapter has presented the areas of knowledge and skills that are included in the B Ed in
TEFL or BA in TESOL curricula at Cambodian HEIs, noted how the content of those
curricula is consistent with the domains of knowledge and skills proposed by curriculum
researchers, and what areas of knowledge and skills EFL teachers believe to be essential for
their professional practice. The findings were derived from the investigation of the content of
English language teacher education curricula, a probe conducted on the basis of criteria
proposed in current curriculum research. This investigation addressed the research question
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regarding the main features of the content of the curricula in Cambodian HEIs and the extent
to which these features are consistent with curriculum design theories in higher education and
second language teacher education. The findings were also obtained from a questionnaire that
sought the perspectives of teachers regarding the knowledge and skills they believe are
necessary for teachers of English. This information gives us clues to answer the research
question on the extent to which the curricula can respond to the needs of Cambodian EFL
teachers.
The investigation shows that nine areas, communication skills, general knowledge, knowledge
of teaching theories, teaching skills, pedagogical reasoning and decision-making skills,
subject matter knowledge, contextual knowledge, cognitive abilities, and knowledge of social
issues, are included in the B Ed curricula at the five Cambodian HEIs. In addition, research
skills are included in three curricula, while society and community involvement is in only
one. Further, information and communication technology and leadership skills are contained
in four and two curricula, respectively. This study also reveals that the teachers feel they need
all the 13 domains and also one additional skill: painting and drawing that they themselves
added to the list. The next chapter provides the discussion of the principal findings.
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CHAPTER FIVE: DISCUSSION
This chapter discusses the areas of knowledge, and skills for teachers of English as a foreign
language that are introduced in English language teacher education curricula in the five
Cambodian higher education institutions, the extent to which they are consistent with the
theories outlined by curriculum researchers, and the perspectives of Cambodian EFL teachers
on what they need for their professional practice. The relevant themes identified in the
literature are used to throw light on the findings of this research. Richards‘ (1998) framework
of the knowledge base of second language teacher education curricula, Toohey‘s (1999)
philosophical approaches to curriculum design in higher education, and the findings of three
empirical studies form the conceptual framework for this study. The results of the study show
that Cambodian EFL teachers require all the knowledge and skills proposed by the
researchers, in addition to certain others that the respondents identified.
Research questions 1 and 2 are discussed together in the same section, as they are closely
connected. The discussion shows whether the universities have included the specified
domains of knowledge and skills in their curricula. The third research question is discussed in
a separate section, for the purpose of determining whether those domains are sufficiently
represented in the curricula. This discussion of the three research questions demonstrates
what, if any, revisions to the curricula for English language teacher education are required.
Question 1: What are the main features of the curriculum content of the B Ed in TEFL
or BA in TESOL in Cambodian HEIs?
Question 2: To what extent are these features consistent with curriculum design theories
in higher education and second language teacher education?
The findings show that the five English language teacher education curricula include most of
domains of the knowledge and skills set out by curriculum researchers, but the degree to
which these domains are focused on is not equal. Overall, communication skills, general
knowledge, knowledge of teaching theories, teaching skills, pedagogical reasoning and
decision making skills, subject matter knowledge, contextual knowledge, cognitive ability,
and knowledge of social issues are part of all five curricula. In contrast, research skills are
included in only three curricula, knowledge of and skills in ICT in four, society and
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community involvement in one, and leadership skills in two. The following is a discussion of
these knowledge and skills.
Communication Skills
The research revealed that communication skills are crucial for Cambodian EFL teachers.
This is consistent with Lafayette‘s (1993), Day‘s (1993), Roberts‘ (1998), Richards‘ (1998),
and Lima‘s (2001) claim that communication skills are of great significance for teachers who
are non-native speakers of the language they teach. As Cambodian EFL teachers are not
native speakers of English and as admission tests are not carefully organized in the majority
of higher education institutions in Cambodia today, teacher trainees need to be provided with
plentiful opportunities to improve their English competence. Lima (2001) contends that
designers of teacher training programs and stakeholders should be worried about any low
target language proficiency on the part of prospective teachers and make an effort to alleviate
this problem. Therefore, the Cambodian universities under study have made the right decision
in including subjects that can help student teachers improve their target language use and
ability to communicate with others.
Knowledge and Skills That Are Directly Related to English Language Teaching
Knowledge of teaching theories, teaching skills, pedagogical reasoning and decision-making
skills, and also contextual knowledge, according to Richards (1998) and Roberts (1998), are
crucial for those who teach English as a foreign or second language. The findings of this
investigation are consistent with the results of Richards‘ and Roberts‘ studies. Therefore, it is
an appropriate choice to introduce these domains into the programs. However, there is less
focus on these than on communication skills, subject matter knowledge and cognitive ability.
For instance, the curriculum in University A includes 19.56% of the credits on knowledge of
teaching theories, 8.69% on teaching skills, 14.13% on pedagogical reasoning and decision
making skills, and 2.17% on contextual knowledge, whereas 61.95% of the total credits are
allocated for communication skills, 51% for subject matter knowledge, and 41.30% for
cognitive ability. In University E the curriculum includes 14.51% of the credits on knowledge
of teaching theories, 16.93% on teaching skills, 21.77% on pedagogical reasoning and
decision making skills, and 7.25% on contextual knowledge, while 73.38% of the total credits
are for communication skills, 46.77% for subject matter knowledge, and 52.41% for cognitive
ability.
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Richards (1998) says that in the field of English teaching, subject matter knowledge is
typically concerned with the knowledge of grammar, phonetics and phonology,
sociolinguistics, discourse analysis, and curriculum and syllabus design. According to
Richards (1998) and Roberts (1998), subject matter knowledge is a substantive knowledge
base that is necessary for EFL or ESL teachers. Teddick and Walker (1995, as cited in Yavuz
& Topkaya, 2013) claim that without subject matter knowledge, second language teachers are
not considered qualified. The findings of this study are consonant with the result of Teddick
and Walker. The curriculum content analysis reported here shows that a relatively high
47.19% of the credits are allocated for subject matter knowledge. The curriculum designers
and stakeholders at the five Cambodian higher education institutions have made a good
decision to include subject matter knowledge in their curricula for English language teacher
education.
General Knowledge
The investigation reported here shows that general knowledge is part of the curricula for
English language teacher education of all five universities. The general knowledge courses
provide the students with knowledge of principles and art of living in peace and harmony,
knowledge about the diversity of cultures, the environment, science, social economy, history,
and domestic and global politics. These usually occur in the form of electives that students
can take. For example, within University C‘s curriculum, a subject on Environmental Science
is designed to enable students to understand the complex interaction between humans and the
environment. It also allows them to be aware of the environmental issues that are of concern
in the world and of potential ways of conserving natural resources and using them sustainably.
This overall finding is consistent with Nguyen‘s (2013) empirical study that shows that
general knowledge is included in curricula for EFL teacher education in both Vietnam and
Australia. Importantly, general knowledge is not specifically in the five TEFL or TESOL
curricula but appears as study needed for all undergraduate students. Therefore, it is
reasonable to embody general knowledge in the five curricula.
Cognitive Ability
At the tertiary level it is worth offering students opportunities to think critically, to become
lifelong learners, and to tackle any challenges they face in their society (Haywood, 2010;
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Toohey, 1999). The findings of this study reveal that the five curricula strongly focus on
cognitive ability, and thus university students have the opportunities to grow as deep thinkers
and ultimately become lifelong learners. This result aligns with that of Igawa‘s (2008b)
inquiry indicating that lifelong learning is critically important for EFL teachers‘ professional
development. Notably, for the five Cambodian universities, ―cognitive abilities‖ or ―critical
thinking skills‖ were not named in the curriculum as such, but were identified as embedded in
various required subjects. For instance, ―Gender Studies‖ introduced in University C‘s
curriculum allows students to discuss the social issues concerning gender-based violence,
such a domestic violence and sexual abuse. Through classroom discussion, students are
encouraged to find solutions to such problems and think critically about their implications.
―Literature Studies‖, a subject included in all the curricula, is designed to enable students to
become effective readers with an ability to analyze and respond critically to what they read.
For example, Literature Studies 2 in University B‘ curriculum is designed to:
Build up and improve students‘ reading skills to a certain level that enables them to understand genre
and themes of various forms of literature, such as fiction and non-fiction novels, plays, drama, and
poetry written by different famous writers from different cultural settings with ease. From an
understanding of literature they have read, students are able to identify, analyse, evaluate, interpret and
reflect on different irony, plots, themes, and characters of stories and writers‘ thoughts and imagination,
then to compare different literature and different elements of literature written by American, British,
Asian, European, and African writers in different times and cultural settings.

This type of inclusion responds to Haywood‘s (2010) argument that a cognitive education
program should go along with the existing content-oriented curricula, with the focus on both
cognitive development and university attainment goals.
Research Skills
According to Cambodian Education Law, Article 18, Paragraph 2, higher education plays a
vital role in promoting scientific, technical, cultural and social research in order for students
to gain knowledge and skills but also produce ideas that can be expected to help develop the
nation (MOEYS, 2007a). Consistent with this thinking, Nguyen (2013) says that EFL or ESL
teachers need to have knowledge of and skills in research. However, in the curricula for
English language teacher education in the five Cambodian universities, little attention is paid
to this vital area of study. On average, 5.31% of the credits are for research skills, and only
three include this type of skill in their curriculum. They are University C (9.30%), University
D (10%), and University E (7.25%). It would be a worthwhile idea to provide all students
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majoring BA in TESOL or B Ed in TEFL with the opportunity to build up their research skills
for their career development as well as for compliance with national expectation.
Knowledge of Social Issues, and Community and Society Involvement
Toohey (1999) claims that one of the roles of the higher education curriculum is to enable
students to be aware of the social issues occurring in their society and encourage student
participation in dealing with those problems. Knowledge of social issues is part of all
curricula for English language teacher education, and on average, 9.93% of the total credits
are given to it. However, amongst the five higher education institutions, only University C
gives its students opportunities to participate in community activities, offering 6.97% of the
total credits. Since Cambodia is a developing country, many social issues arise from
commonplace events like traffic accidents, domestic violence, malnutrition, high rates of child
mortality, deforestation, land grabbing, and human trafficking, are occurring almost every
day. As with students majoring in other fields of study, TESOL or TEFL students should be
aware of these issues and work together to alleviate or otherwise respond to the related social
problems.
Information and Communication Technology
Another weak point of the curricula is their low level of attention to knowledge of and skills
in information and communication technology. On average, only 3.25% of credits are
allocated to developing this competence, and it is not part of the curriculum at all in
University D. In the Cambodian Education Strategic Plans (2006-2010), information and
communication technology is an important element in educational reform in Cambodia and
should be promoted in general education (MOEYS, 2005). According to Hanson-Smith &
Rilling (2006) and Zhao (2005), at the present time TESOL practitioners are integrating a
range of computer technology applications, which is available around the world, into their
administrative and teaching tasks. They point out that teachers can facilitate their teaching by
using the computer for record keeping, word processing to create texts, preparing lesson
plans, designing handouts for students, and for career development. With knowledge and skill
in this area, EFL teachers would be able to guide their students in online learning activities,
thus quite possibly enabling them to learn and acquire the target language more easily and
faster.
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Leadership Skills
English language teacher education curricula at Cambodian universities include one domain
of knowledge not represented in either Richards‘ (1998) framework, Toohey‘s (1999)
philosophical approaches to curriculum design in higher education, or Nguyen‘s (2013) study.
The area is ―leadership skills‖. However, throughout all the five entire programs little
emphasis is placed on them. Only University C and University E allocate 2.32% and 4.83% of
the total credits to this in their curriculum. Further comment this area will be offered in the
later discussion of the third research question.
Summary
Based on the relevant literature and the discussion of the findings on the content of the B Ed
in TEFL or BA in TESOL curricula at Cambodian universities, it is clear that some higher
education institutions have included almost all areas of knowledge and skills proposed by
higher education curriculum and English language teacher education curriculum specialists.
Moreover, ICT and leadership, areas that are not outlined by the experts, are parts of the
curricula at a few universities. However, not all knowledge and skills are as significant for
EFL teachers are paid particular attention. Strong emphasis is placed only on communication
skills, subject matter knowledge and cognitive abilities.
As English is not the native language of Cambodian students majoring in TESOL or TEFL,
they should be offered as much opportunity as possible to improve their English language
fluency and accuracy. Therefore, a high percentage of credits should be given to
communication skills, and, especially the subject skills of grammar, vocabulary, and
pronunciation. In addition, the majority of the university students are high school graduates
who, naturally, do not have any teaching experience prior to attending the program. For this
reason, they should be adequately exposed to actual classroom teaching experience before
their graduation. Thus, strong emphasis should also be placed on knowledge of teaching
theories, teaching skills, and pedagogical reasoning and decision making skills.
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Question 3: What are the perspectives of Cambodian EFL teachers on the areas of
knowledge and skills needed for the fulfilment of their teaching duties?
The research findings clearly show that Cambodian EFL teachers believe they need all 13
areas of knowledge and skills, most of which are parts of the B Ed curriculum at the five
universities. However, there are significant gaps in the curriculum content by the analysis of
the questionnaire comments of the participants. The following is a discussion of the thirteen
areas of knowledge and skills on the basis of the EFL teachers‘ comments.
Communication Skills
According to Richards (1998) and Roberts (1998), communication skills refer to language
skills and ability to communicate with others effectively. The findings of this study reveal that
English language proficiency is crucial for Cambodian EFL teachers, who need to be given a
lot more opportunities to build up their English language ability. 74.20% of all participants
believed that teacher trainees needed to have an English proficiency equivalent to an IELTS
overall score of at least 6.5 or TOEFL score of at least 550 on graduation. The possible reason
that the other respondents did not agree would be that they were not well informed about the
tests or that they did not think they could reach that particular level of English proficiency. A
further idea is that they did not believe such a test was necessary for them in their particular
professional role. These two international proficiency tests are commonly studied for and
administered in Cambodia and have high prestige. They would also be for those students who
wish or need to meet an international English proficiency standard for professional or
academic reasons. Even though on average 59.52% of the total credits of the five curricula are
allocated to communication skills or English proficiency, students are not provided with
sufficient time to study for either of the tests. Piseth, a B Ed in TEFL graduate, says, ―A
course on both IELTS and TOEFL preparation offered in the program is a very short course
lasting only one term.‖ A valuable approach would be for universities to make sure that their
students are ready for either test. Sokhaleap comments:
The curriculum should include IELTS or TOEFL preparation courses in year four. So senior students
are ready for each real English proficiency test. The current proficiency test designed by the university
is not accurate enough to measure the students‘ language ability. (Appendix 6, Teacher 69)

Eight participants wrote in their comments that universities offering a B Ed in TEFL or BA in
TESOL program administer their own entrance exam carefully and have a clear passing and
failing policy to make sure that students are eligible for admission to such a program and can
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cope with its language demands. They also pointed out that since public speaking and
presentation skills contribute a great deal to classroom teaching, it is important that the
curricula increase attention to the enhancement of English language proficiency. They thought
that English language support classes had to be given in case students admitted to the program
needed help with their four English language macro-skills. By taking such classes, and being
assessed at the level of the program‘s language requirements, those students would be able to
use their English appropriately and become effective EFL teachers after their graduation.
Moreover, a few respondents thought that foundation year subjects should be conducted in
English so that students could improve their English. Malis, a BEd in TEFL graduate who is
now teaching English in Phnom Penh, says:
The universities have to design a careful entrance exam to test the students‘ English language ability
before their enrolment in the TEFL program. In case their English proficiency is still not sufficient, the
universities should give them extra English support courses to improve their English competency.
(Appendix 6, Teacher 54)

It is evident that Cambodian universities should arrange a well-designed admission test and
set out a clear passing and failing policy. They should offer English language bridging courses
to those who fail the admission test yet still wish to enrol in the program, so that they reach a
level where they are eligible for the Foundation Year program. Also, before offering the
preparation courses, the universities need to administer an English placement test to place
those students in the right levels. Additionally, during the B Ed in TEFL or BA in TESOL
program attention should be given to the improvement of students‘ language competency so
that students themselves graduate with a good command of English. There should also be a
minimum level for admission to qualify for any remedial classes offered.
These findings support Igawa and Tsujioka‘s (2009) argument that Cambodian EFL teachers
need to stay focused on the improvement of their communication skills and English language
proficiency. Lima‘s (2001) and Igawa‘s (2008b) claim that teacher students who are nonnative speakers of English have to be given sufficient time to improve their listening,
speaking, reading, and writing skills. According to the graphs presenting the focus of
communication skills in the English teacher education curricula (See pages 59, 63, 69, 74, and
78), the five Cambodian institutions have paid considerable attention to English language
proficiency. However, it is believed that the standard is still not yet high enough. Students are
not given adequate opportunities to prepare for any standardized tests, the tools used to
measure their English language competency. The findings of this research are in addition
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consistent with Neau‘s (2010) claim that one of the main obstacles in promoting English
teaching and learning in Cambodia is the relatively low English proficiency of the Cambodian
teachers.
The research findings also showed that Cambodian EFL teachers perceived the development
of their interpersonal skills and the ethical conduct of educators to be integral to their
teaching. Mutual respect is highly valued in Cambodian culture. This new finding responds to
Toohey‘s (1999) and Bridges‘ (2000) argument that interacting with others and being able to
work with them in an effective manner is one of the general academic goals of graduates.
However, they were not offered enough time at the universities to cultivate this dimension of
communication skills.
General Knowledge
The study showed that 91.6% of the participants perceived general knowledge to be important
in their careers. Thus, it is appropriate that this type of knowledge be included in the
programs, for example, in the way that it is part of the English language teacher education
curriculum in a Vietnamese university (Nguyen, 2013) and the five selected Cambodian
universities. Nguyen notes that 29.29% of total credits offered in a Vietnamese university‘s
program is allocated to general knowledge. Similarly, on average 21.55% of the total credits
of the five curricula are given to general knowledge. When teaching in a general English
program, teachers should provide learners with authentic reading materials which cover a
range of information about the world they live in, and different discussion topics. Thus,
teachers themselves need to have a considerable understanding of those topics in order to
facilitate their students‘ learning. Without any basic knowledge and understanding of such
topics, teachers cannot guide their students. Therefore, all universities should continue to
allocate an adequate number of credit points to general knowledge in the form of elective and
compulsory subjects in order for their graduates to be ready for their real teaching careers.
Knowledge of Teaching Theories
Knowledge of teaching theories was viewed by 95.8% of the informants viewed as enabling
the teachers to deepen their understanding of English language teaching and learning. Such a
belief is supported by Richards‘ (1998) argument that theories of teaching are significant for
second language teachers so they gain a deeper understanding of the nature and importance of
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actual classroom teaching practice. On average, 18% of the credit points within the curricula
are for this area of knowledge. This is similar to the 14.5% and 14.7 of the total credits of the
content of English language teacher education programs in Vietnam and Australia (Nguyen,
2013). None of the participants in the study suggested more emphasis be placed on this
dimension of knowledge: it appears to be adequately accommodated.
Teaching Skills
Not surprisingly, the findings of this study revealed that a great majority, 90.4% of the
respondents, thought EFL teachers needed to able to create a diversity of communicative
learning activities in order to help English language learners improve their language skills
quickly. The respondents valued effective lesson plans with clear aims and objectives, which
were able to make their English language teaching go smoothly. They highly valued the
ability to manage classrooms effectively. They also believed that actual classroom teaching
practice prepares student teachers to be effective prospective teachers. These views are
supported by Richards‘ (1998) who argued that second language teachers need teaching skills
that include the ability to choose learning activities, raise questions, introduce new items to
students, facilitate learning activities, give students opportunities to practise new items, check
students‘ comprehension, monitor students‘ learning, and provide corrective feedback on
students‘ performance, review an old lesson and re-explain it when necessary. Day (1993),
Roberts (1998), and Richards (1998) would approve of the respondents‘ priorities in the belief
that second language teachers have to possess general pedagogical knowledge.
According to the Australian Council of TESOL Associations (2015), second language
teachers and TESOL practitioners need to have an assessed competence in teaching English
language to students. On average, 12.62% of the total credits of the five curricula are
allocated to teaching skills. However, this number of credits is believed to be insufficient; in
fact, fifteen respondents suggested that a lot more time be given to teaching practicums, so
enabling them to build up their practical teaching skills. This finding is consistent with Igawa
and Tsujioka‘s (2009) view that Cambodian English teachers need professional development
in terms of teaching skills and methods, understanding students, and participating in English
teaching conferences and workshops. One respondent, Vanny, said:
Prospective teachers gain very little experience in teaching English from their practicum. Some students
are allowed to teach in only two sessions for the whole practicum. This cannot provide them with
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adequate exposure to actual classroom teaching experience before they graduate. (Appendix 6, Teacher
21)

Another, Dara, commented:
Student teachers should be given opportunities to attend English language teaching workshops or
conferences for professional development to discuss any problems and to share experience so that they
could gain more teaching skills before their graduation. (Appendix 6, Teacher 23)

Then, according to Malin,
Prospective teachers need more courses that focus on developing teaching and learning activities and
materials for listening, speaking, reading and writing skills. With these appropriate activities and
materials, teachers can effectively involve both passive and active students in learning the language.
(Appendix 6, Teacher 24)

Pedagogical Reasoning and Decision Making Skills
Pedagogical reasoning and decision making skills are considered critically important for
teachers in their professional practice. Of the participants, 90.4% believed that teachers need
these skills to apply the right teaching techniques in the right classroom settings. Thus, it is
important that this kind of skills be included in the English language teacher education
curricula at Cambodian universities. On average, 19.64% of the total credits of the five
curricula are allocated to these skills. However, fifteen participants suggest that a lot more
time be given to classroom teaching practice. These skills enable students to determine how
the subject matter or language items might be best introduced to their students. The finding
fits with Roberts‘ (1998) and Richards‘ (1998) point that pedagogical reasoning and decision
making skills are directly linked with teachers‘ cognitive skills in choosing the appropriate
teaching skills and techniques that suit their classroom teaching contexts. The finding also
gains weight from Shulman‘s (1987) claim that transfer of content or subject matter
knowledge to language learners has to be a strong focus. Shulman adds that these skills enable
language teachers to deepen their understanding of how specific topics, issues or problems are
organized to respond to the interests of their individual students so that learning goals can be
reached. Nineteen respondents wrote in their general comments that teachers should be
flexible to meet the demands of the real classroom environment and be capable of effectively
applying their teaching techniques in classrooms with students from different backgrounds.
Therefore, curriculum designers and stakeholders at universities across the country should
continue to attend to this dimension of knowledge and skills, and provide students with many
opportunities to practise teaching in a variety of classroom situations.
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Subject Matter Knowledge
The findings showed that 90.30% of Cambodian EFL teachers perceived English
pronunciation to be very important for them. Phonetics and phonology had to be taken into
great consideration. Knowledge of grammar was also seen as integral to their teaching
practice and their language use. This is supported by Faez and Valeo‘s (2012) finding,
mentioned earlier, namely that 66% of new English language teachers with a TESOL degree
considered grammar to be one of the most important parts of the teacher education program.
The findings also revealed that being able to design effective tests was profoundly important
for teachers in order to evaluate their own teaching and assess their students‘ performance in
an effective manner. Therefore, prospective teachers should be taught how to design tests
effectively. According to this investigation of curricula, language testing and assessment
appear to be a part of teaching methodology-related subjects. Yet, it is common, in
international TESOL, for this subject to stand alone in the curricula, rather than being
integrated into teaching methodology, particularly because of the huge importance of
assessment literacy in modern education (Fulcher, 2012). It is concluded, then, that the
universities should include such knowledge and skills in separate units in their English
language teacher education program.
In general, such findings are consistent with Lafayette‘s (1993), Day‘s (1993), Roberts‘
(1998), Richards‘ (1998), Igawa and Tsujioka‘s (2009), and Nguyen‘s (2013) view that
second language teachers need to have knowledge of what they are teaching. Since 47.19%
(on average) of the credits within the curricula for English language teacher education in the
five universities are allocated to subject matter knowledge, students have sufficient
opportunities to improve this area of knowledge. However, as emphasized, language testing
and assessment still needs more focus and it should be a separate subject since teachers need
to be able to assess teaching and learning for the benefit of their students and themselves.
Contextual Knowledge
That teachers needed to be aware of the education system and the school context where they
were teaching was perceived as important by 87.5% of the participants. They had to know
about school regulations concerning English language teaching and learning, test systems, and
the school management system that are generally related to their teaching performance and
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their students‘ learning. Richards‘ (1998, 2010) argument that second language teachers have
to be aware of and understand the social context and other factors, such as institutional
factors, teacher factors, teaching factors, and learner factors, is consonant with the finding.
According to the Australian Council of TESOL Associations (2015), second language
teachers and TESOL practitioners need to pay attention to students‘ learning background,
communities and educational context when creating classroom activities. For example,
teachers need to know the level of English proficiency of their students and their ages when
creating learning activities. Also, they have to be aware of what physical resources are
available for teaching and learning. Without knowledge and appreciation of their students‘
background, it is hard for EFL teachers to design effective learning activities.
Given this understanding, it is essential that the five curricula include the area of contextual
knowledge. Contextual knowledge is not an integral part of the curricula. Notably, since
teacher trainees are not given adequate exposure to English language teaching, they still
cannot be expected to know all the factors that might influence teaching and learning in the
Cambodian context. On average only 8.24% of the credits are for this area. In order to get
students ready for actual classroom teaching, curriculum designers and stakeholders should
place more emphasis on this aspect of training.
Research Skills
Research skills were significant for 83.7% of the respondents. They thought they were
necessary to broaden their knowledge and to deepen their understanding of education in
Cambodia. They knew that research had the power to improve education. This finding is
compatible with Ramsden‘s (2008) view that higher education institutions should be
encouraged to design curricula that help students develop research skills, and also with
Nguyen‘s (2013) conclusion that research skills should be part of English language teacher
education programs in both Vietnam and Australia. Also, Borg (2009) agrees: research is a
significant part of language teacher professional development. Second or foreign language
research is of great importance for ―practitioners who want a more systematic way of
developing their own skills in, and understanding of, the process of teaching, as well as
consumers of research who need to be able to form a judgment as to the validity of research
reports‖ (Brown & Rodgers, 2002 p. 12). Burns (2010) notes the importance of action
research in the field of education, which is commonly practised by students in TESOL
programs and by ELT professionals in English. According to her:
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Action research is an appealing way to look more closely at puzzling classroom issues or to delve into
teaching dilemmas. One of the main aims of action research is to identify a ‗problematic‘ situation or
issue that the participants – who may include teachers, students, managers, administrators, or even
parents – consider worth looking into more deeply and systematically.

However, in the curricula for English language teacher education in Cambodia little attention
is paid to the development of these skills. Amongst the five curricula, two do not include
research skills at all, and on average, only 5.31% of the total credits are for this type of skill.
Respondent Mealea commented:
Most trainees receive very little knowledge of and skills in research. There should be research courses,
and students should be guided in doing a research. In addition, students majoring in TESOL or TEFL
should write a thesis or conduct a research in education to broaden their knowledge and understanding
of education because they are the ones who have to take part in enhancing the quality of Cambodian
education. (Appendix 6, Teacher 114)

Research skills should play a much stronger role in English language teacher education
because EFL teachers need these skills for their professional development.
Information and Communication Technology
Skills in ICT should play a very important role in promoting English language teaching and
learning in Cambodia according to 76.40% of the respondents. ICT skills are high in demand
in modern learning. With ICT skills; teachers could search for new ideas and techniques in
teaching, and introduce methods of online learning to students. Bridges (2000), in an article
on the higher education curriculum in the 21st century, argues that all university students need
to develop the use of information and communication technology, because it is a key to their
future success. He says that today students need to have expertise that includes not only a
broad knowledge of the field, but also the ability to respond to new and unexpected
challenges and ICT provides a good means of doing this. In the Cambodian context, it is
considered one of the main factors that can bring about positive changes to education
(MoEYS, 2005). TESOL or TEFL practitioners are currently applying an array of computer
applications to make their administrative and teaching tasks easier (Hanson-Smith & Rilling,
2006). When English language teachers know how to operate computers and use essential
software, they can keep a record of their students‘ progress, and create various learning
activities. They can also guide their students to online learning activities, which allow them to
learn and acquire the target language more easily and quickly. However, very little attention is
paid to this area of knowledge and skills, and even today one of the five universities does not
include it at all in its curriculum. On average, 3.25% of the credits are given to ICT. The
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university curriculum team should increase the time spent on enhancement of the knowledge
of and skills in technology to be used by teachers in language education.
Cognitive Abilities
That EFL teachers need to have sound critical thinking and analytical skills to become
successful graduates was the perception of 87.80% of the participants. With these skills
teachers could develop their problem-solving ability, which would allow them to provide their
students with complementary consultation services. At schools students have to approach
their teachers for advice not only on their studies but also on their everyday life matters. In
their English classes, teachers can also apply their cognitive abilities to choose teaching and
learning techniques that match the classroom situations and to deal with any misconduct of
their students for their English classrooms to operate smoothly. This finding relates to
Toohey‘s (1999) recommendation that higher education curriculum designers should take into
account the development of critical thinking, analysis, reasoning, and intellectual abilities of
the students. One of the major aims of university programs, he says, is to enable learners to
think logically and apply their knowledge to seek appropriate solutions to particular issues
confronted in everyday aspects of their lives (Toohey, 1999; and Haywood, 2010). One
medium in the curricula for improving critical thinking, as pointed out earlier, is literature
study, which is present in the curricula at all five selected universities. Literature study is not
only a way of contributing to language proficiency, but also of raising critical questions, ―so
that the underlying cultural and ideological assumptions in the texts are not merely accepted
and reinforced, but are questioned, evaluated, and, if necessary, subverted‖ (Lazar, 1993, p.
17). Since on average 40.42% of the total credits of the five curricula are given to cognitive
abilities and since none of the participants say they need more opportunities to improve
critical thinking, it can be concluded that this dimension of skills is sufficiently presented in
the curricula for English language teacher education. However, the universities could
integrate the practice of such skills into all subjects in the TESOL or TEFL curricula,
applying the view of Haywood (2010), who thinks that a cognitive ability should be
developed along with all subjects within university curricula.
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Knowledge of Social Issues and Social and Community Involvement
The majority of participants (96.60%) believed that, as intellectuals, they had to know what
problems were occurring in their society and community; moreover, 93.10% thought that they
had to do whatever they could to contribute to alleviating and resolving those national social
issues. The knowledge of social issues is not reflected in the areas of knowledge for English
language teacher education proposed by Day (1993), Richards (1998), Roberts (1998), or
Nguyen (2013). However, this finding is consonant with Toohey‘s (1999) concept of socially
critical approaches to curriculum design in higher education. Toohey (1999) claims that one
of the main aims of the university curriculum is to encourage students to learn about the
issues occurring in their society and to be willing to help resolve social problems. He adds
that collaborative projects or investigations should be conducted premised on the problems in
the communities. The expectation is that graduates become motivated to gain deeper
understanding of and to give constructive comments on social institutions. These findings also
coincide with Peach‘s (2010) claim that socially critical vocationalism is concerned with
traditional intellectual for tertiary education being more responsive to and connected with the
economic and social needs of a nation. A curriculum designed with the adaptation of the
socially critical vocationalism approach will provide graduates with the opportunity to gain
requisite knowledge and skills so that they can meet the job requirements in their social
settings. Encouraging students to be aware of the challenges in the world is part of all five
curricula. Cambodian youths need to spend time doing volunteer work in the society and
communities in order to gain work experience, and to practice what they have learnt from
university (Radio Free Asia, 2015)
However, only University C and University D allocate significant credits to knowledge of
social issues (16.27% and 15, respectively). Meanwhile, Universities A, B, and E give only
6.52%, 4.62%, and 7.25%, respectively. The universities that lay little or no emphasis on
knowledge of social issues should reconsider its advantages and draw their students‘ attention
to social problems. However, being aware of the current social issues is not enough; 93.10%
of the respondents agree that university students have to involve themselves in their society
and community, and help alleviate or deal with particular problems. Yet amongst the five
university curricula, only one focuses on society and community involvement (7% of the
credits). Higher education institutions in Cambodia, a developing country, should encourage
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their students, who are relatively resourceful and invaluable intellectuals, to do volunteer
work or join different communities to make their country a better place.
It should be pointed out, though, that knowledge of social issues, and social and community
involvement, are not specifically for students majoring in TESOL or TEFL. Thus, these
students could join with students of other fields of study in helping communities alleviate
problems. For example, in poor neighbourhoods students working as EFL teachers could
contribute to their knowledge of social issues and to the development of the education sector
to assist the social development in the country.
Leadership Skills
The respondents (89.1%) pointed out that teachers were perceived by their students to be
classroom leaders who therefore had to motivate students to make a significant effort to be
successful in their studies and life. Northouse (2013) argues that ethical leaders are always
aware of what behaviours contribute to a proper code of conduct. Their conduct or character
is considered appropriate and desirable by their followers and others. Stogdill (1974, as cited
in Northouse, 2013) asserts that all leaders have to retain good relationships with their
subordinates. Pert and Campbell (1999) also contend that to set up a good student-teacher
relationship is one of the major duties of teachers. To accomplish this, the EFL teachers have
to show caring, concern, and empathy for learners under their supervision. They have to be
ethical while maintaining a good relationship with their students and others.
The finding also fits with the National Framework for Professional Standards for Teachers
(2003): in this, leadership skills are considered one of the pivotal skills teachers need to
possess. The document says that teachers are to be dedicated educators able to communicate a
vision of education to students, peers and the broader community. Their leadership qualities
are connected with the principles of fairness, compassion, integrity and equity. Teachers
recognize the talents of their students and promote and encourage them to attain their learning
goals. They communicate well with communities to support the improvement of school and
promote teaching and learning. In the field of English language teaching, for instance, EFL
teachers need to act as good classroom leaders. They need to be committed to the
improvement of their students‘ English language skills by being approachable for help,
motivating their students to learn, and being role models as ethical classroom leaders.
Moreover, leadership skills are important for Cambodian young people to compete with
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others for jobs in the ASEAN community (Radio Free Asia, 2015). EFL teachers may also
need leadership skills to be leaders of other teachers and educational staff, for example, as
directors of studies. On average only 1.43% of the credits are given to leadership skills in
English language teacher education; and, amongst the five universities, only University C
(2.32%) and University E (4.83%) place emphasis on this area. All universities should try to
equip their graduates with such skills.
Drawing and Painting Skills
The findings from the general comments of the respondents reveal that, apart from English
language competence and other skills outlined in the conceptual framework of the study,
drawing and painting skills were perceived, by 4.8% of all the participants, to be desirable for
Cambodian EFL teachers. Although drawing and painting skills are a relatively minor result
of the study, they may be worth adding to the competencies that some EFL teachers need to
possess. They would be significant for those who are teaching English to children and young
learners, who do not know how to write Khmer language or like learning the language with
pictures. Therefore, universities should open training workshops on drawing and painting for
their prospective EFL teachers who plan to work with children.
Summary
According to the critical literature review and the research findings, the areas of knowledge
and skills Cambodian EFL teachers perceive to be essential for their actual teaching practice
are congruent with the previous studies. However, only general knowledge, knowledge of and
teaching theories are given adequate attention in the programs: the others are not.
More attention should be paid on English language proficiency, and it is important that an
admission test be administered thoroughly to have students eligible for the program. Also,
there should be IELTS or TOEFL preparation courses. Further, the universities need to
provide students with many more chances to develop their English language teaching skills.
Concerning subject matter knowledge, the universities in Cambodia should take into account
how to design tests to assess and evaluate both teaching and learning achievements. The
universities should focus more on teaching skills, pedagogical reasoning and decision-making
skills, and contextual knowledge. Although the additional areas of research skills, knowledge
of and skills in ICT, knowledge of social issues, society and community involvement,
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leadership skills, and drawing and painting skills, do not specifically relate to the field of
teaching English language, they should be given a significant role in the higher education of
English teachers, as well as other students, at the present time.
On the basis of the discussion of the evaluation of the five curricula and the perceptions of
EFL teachers, the key guidelines are proposed for each institution to follow in order to revise
its own curriculum and produce a curriculum that responds to the needs of its students. Also,
the Ministry of Education, Youth and Sport may be able to draw the attention of the
remaining universities across the country to the changes recommended to the five selected
universities. With the recommended changes in place, graduates may be more adequately
qualified as teachers in the present Cambodian context.
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CHAPTER SIX: CONCLUSION AND RECOMMENDATIONS
This chapter draws together the research problems, how the study was carried out, the
conceptual framework of the study, and the main findings that have implications for the field
of curriculum design in English language teacher education at Cambodian higher education
institutions and more generally for EFL teachers‘ professional development. Mainly, it
outlines the recommendations for both universities and the Ministry of Education, Youth and
Sport, but also records the limitations of this study.
6.1. Research Problems
Curriculum content that does not respond to the demands of the market and needs of national
development are one of the major causes of the mismatch between higher education outcomes
and market demand in Cambodia (Vann, 2012). The main reason is that many universities in
the country do not have staff with adequate experience and knowledge of how to design and
develop of academic curricula; therefore, they merely follow the academic curricula of other
more established HEIs (McNamara, 2008). According to MacNamara (2008), the ―copied
curricula‖ are often not relevant to their situation and cannot answer to all the needs of their
students, who have to look for jobs after graduation.
In the course of his professional work, the researcher has seen evidence that most HEIs are
replicating curriculum from just one original and independent source, which is the oldest and
supposedly the most prestigious foreign language institute: the Institute of Foreign
Languages. Yet, they do not follow its admission policy. Students who wish to study at IFL
are required to pass an entrance exam. Such admission testing is rigorously implemented in
order to select only qualified students for the program. Thus, its graduates have a good
command of English. The majority of universities are copying a large proportion of IFL‘s
curriculum but without a selection and an entrance exam. The universities simply use Grade
12 national exam results as an admission criterion. They admit students with the high school
diploma without arranging an entrance exam; thus, students can enter university with passing
scores in all subjects but English. Neau (2010) claims that not many Cambodian EFL teachers
have a high standard for performance. He contends that difficulties in teaching English in
Cambodia come from teachers‘ low English proficiency and poor EFL teacher education.
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Clearly, the curricula are a major point of this problem and they need to be developed and
renovated in order to respond to the real needs of students. Key guidelines for the B Ed in
TEFL and BA in TESOL curriculum design and development need to be established for
universities across the country to use. According to Richards (2001), course or curriculum
evaluation is significant because it allows the curriculum planners to know if the content of
the course is appropriate for particular students and the professional environment they expect
to enter. Thus, in addition to the need to develop key guidelines for curriculum design and
development, it is necessary to evaluate and investigate the content of original and
independent curricula, which are models to some extent, in some detail and also to explore the
perspectives of EFL teachers on the areas of knowledge and skills they believe they need to
fulfil their teaching duties.
6.2. Conceptual Framework
To analyze the course descriptions and to construct the questionnaire, it was necessary to form
a conceptual framework with the combination of the relevant curriculum theories and
empirical studies. The framework adopted consisted of 11 areas of knowledge and skills:
communication skills, general knowledge, knowledge of teaching theories, teaching skills,
pedagogical reasoning and decision making skills, subject matter knowledge, contextual
knowledge, research skills, ICT, cognitive abilities, and socially critical skills (knowledge of
social issues, and society and community involvement).
6.3. Research Methodology
To investigate the research problem, the researcher examined the content of the B Ed in TEFL
and BA in TESOL curricula and established what knowledge and skills EFL teachers
considered significant. This study was conducted by analyzing the course descriptions within
the entire curricula to determine what areas of knowledge and skills have been parts of the
curricula and comparing those areas with the ones set out by the curriculum researchers, to
find out the extent to which they are consistent with each other. This research also
investigated the perceptions of Cambodian EFL teachers, who had recently taken the English
teacher education programs, in an attempt to identify what knowledge and skills they believed
were integral to their job. These were compared with the ones outlined in the current curricula
and by the curriculum experts.
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Mixed methods were applied in this study. The content of five curricula were analyzed
qualitatively. The researcher examined the course objectives and descriptions of each subject
within the curricula and classified them based on the relevant domains of knowledge and
skills. Then, he compared the domains found in these curricula with those set out by
curriculum researchers to disclose the extent to which they were consistent. To investigate the
perspectives of Cambodian EFL teachers on what knowledge and skills they need, the
researcher distributed a questionnaire covering the knowledge and skills mentioned in the
conceptual framework and asking general comments on additional knowledge and skills. The
questionnaire went to 120 informants who had graduated from these five universities. The
data collected were analyzed by employing descriptive statistical data analysis with the use of
SPSS. Finally, the researcher compared the knowledge and skills teachers perceive to be
important with the domains of knowledge and skills offered in the curricula and those
outlined by the curriculum researchers. By so doing, the research could identify
comprehensively what domains ought to be included in the English teacher education
programs.
6.4. Major Findings
This study was framed around three research questions relating to the content of the curricula
for English language teacher education currently adopted in Cambodian HEIs and domains of
knowledge and skills Cambodian EFL teachers consider essential for their professional
practice. The three questions, as stated in Chapter 1, were:
1. What are the main features of the curriculum content of the B Ed in TEFL and BA
in TESOL in Cambodian HEIs?
2. To what extent are these features consistent with curriculum design theories in
higher education and second language teacher education?
3. What are the perspectives of Cambodian EFL teachers on the areas of knowledge
and skills needed for the fulfillment of their teaching duties?
Question 1: What are the main features of the curriculum content of the B Ed in TEFL and BA
in TESOL in Cambodian HEIs?
The study revealed that the curricula for English language teacher education in the five
Cambodian universities include nine areas of knowledge and skills in common. They are
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communication skills, cognitive abilities, subject matter knowledge, general knowledge,
knowledge of teaching theories, pedagogical reasoning and decision-making skills, teaching
skills, contextual knowledge and knowledge of social issues. Some universities place much
lower emphasis than others on research skills, society and community involvement, ICT, and
leadership skills.
In general, communication skills or English language proficiency (59.52%) is the main focus.
Two areas are given similar weight, with subject matter knowledge at 47.19% and cognitive
abilities at 40.42%. Below these, 21.55% of the total credits are allocated to general
knowledge. Nearly equal focus is on knowledge of teaching theories (18%) and pedagogical
reasoning and decision-making skills (19.64%). Only 12.62% of the total credits are focused
on teaching skills. Virtually equal emphasis is placed on contextual knowledge (8.24%) and
knowledge of social issues (9.93%). Very little attention is paid to research skills (5.31%),
information and communication technology (3.25%), society and community involvement
(1.39%), or leadership skills (1.43%).
Question 2: To what extent are these features consistent with curriculum design theories in
higher education and second language teacher education?
This study indicates that communication skills, general knowledge, knowledge of teaching
theories, teaching skills, pedagogical reasoning and decision making skills, subject matter
knowledge, contextual knowledge, cognitive abilities, and knowledge of social issues are
parts of the curricula for English language teacher education in all of the five Cambodian
universities. In addition, research skills are part of three curricula, while society and
community involvement are included in only one curriculum. Further, information and
communication technology, and leadership skills, which are not outlined by the curriculum
specialists, are included in four and two curricula, respectively.
Question 3: What are the perspectives of Cambodian EFL teachers on the areas of knowledge
and skills needed for the fulfilment of their teaching duties?
This study demonstrates that to be sufficiently qualified, EFL teachers need all the thirteen
domains of knowledge and skills mentioned in the second research question, but also drawing
and painting skills.
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Regarding teaching practice during university life, the EFL teachers suggested that student
teachers be provided with far more opportunities for exposure to actual classroom teaching
experience before they graduate. Subjects relating to teaching English as a foreign language
should be offered earlier and practicum should also begin earlier and last longer. Some
informants recommended that ELT workshops or forums be held frequently so that teacher
trainees could deepen their understanding of teaching theories and reflect them to the real
classroom practice.
Concerning English language proficiency, some respondents thought that an entrance exam
should be organized before students were admitted to the programs. For students who had
poor English background as judged from the placement test, the universities should offer
English skill support classes. In addition, it was suggested that subjects in the Foundation
Year program that were normally in Khmer be conducted in English so that students had time
to improve the quality of their English language use. They were keen not to waste time. As
IELTS and TOEFL are standardized tests given to the English users to measure their language
competence, graduates with the English language teaching degree need to be given a good
number of opportunities to enhance their four macro-skills to be ready for each of them. At
present, some English language schools or centres in Cambodia hire EFL teachers who have a
teaching degree and pass the institutions‘ test, which has items similar to or the same as
IELTS or TOEFL.
6.5. Recommendations and Implications
The following recommendations are suggested to frame basic guidelines that inform
curriculum design and development in the degree of English language teacher education and
remove much of the problem which the thesis described at the outset. With the
implementation of these guidelines, the problems of Cambodian higher education would also
be significantly alleviated.
6.5.1. Guidelines and Implications for Higher Education Institutions
These guidelines, it is hoped, will play a vital role in developing key guidelines for the B Ed
in TEFL and BA in TESOL curriculum development. To benefit from a sound curriculum for
English language teacher education, the technical team in charge of curriculum design and
development should include all the 15 domains of knowledge and skills which are outlined by
curriculum experts and which Cambodian EFL teachers themselves perceive to be necessary
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for their curriculum. Further, since some areas of knowledge and skills are not given
sufficient attention in the current curricula, the researcher makes the following
recommendations considered essential for the development of curriculum guidelines for the
degree in TESOL or TEFL.
1. Curriculum designers or stakeholders should place more emphasis on the
improvement of their English skills: speaking, listening, reading, and writing. To
produce graduates with a satisfactory command of English language, each university
should take into account their students‘ English language ability before accepting them
into the program. Therefore, the universities across the country should administer a
specially designed entrance exam for TESOL or TEFL applicants. They need to
develop a clear ―failing‖ and ―passing‖ policy regarding to the exam.
2. While the program is being run, the universities should make sure that students are
provided with plentful opportunities to enhance both English language fluency and
accuracy. In the case of any students whose English proficiency is still insufficient, the
universities should offer them additional English language support classes or send
them to an English support unit where they can spend extra time improving their four
macro skills.
3. As graduates need a good IELTS or TOEFL score to apply for a teaching job in some
English schools in Cambodia and to apply for a scholarship to further their education
at a university where English is used as a medium of instruction, they have to be
sufficiently prepared to perform satisfactorily in either of the standardized tests.
Therefore, curriculum designers should include IELTS and TOEFL preparation
courses in the last academic year. By doing this, students also have a chance to
improve their English language use, even if they do not need IELTS or TOEFL for
their employment.
4. The foundation year subjects should be conducted in English in order that students be
able to learn and acquire the target language at the beginning of the academic year.
5. Concerning teaching skills, and pedagogical reasoning and decision making skills,
each Cambodian higher education institution should arrange supervised teaching
practices for its student teachers to gain adequate experience in teaching English
language in actual classroom settings. According to participants, the provision of
teaching practice is too little. Meaningful teaching practicums should last long enough,
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and prospective teachers should be guided and supervised with full attention from
lecturers in charge during practice periods.
6. Curriculum designers should introduce teaching methodology-related courses earlier,
so prospective teachers can start their teaching practicum earlier. This would give
them much more time to practise teaching during the academic program. Importantly,
universities should equip their prospective teachers with techniques and skills in
classroom management.
7. The universities should organize frequent workshops on English language teaching
and learning by inviting English language teaching experts so that students earn more
practical knowledge of and skills in this field. They can then teach English confidently
in different classroom situations when they graduate.
8. English language pronunciation should be taken into account because Cambodian
teacher trainees need to have greater intelligibility. There should be a course specially
designed for English phonology or pronunciation.
9. Each university should equip their student teachers with knowledge of and skills in
English language assessment and testing. This is a gap in the present curricula. They
should include these skills in separate subjects in their English language teacher
education program in order to enable prospective teachers to design effective tests for
both formative and summative assessment.
10. The universities across the country should pay particular attention to some additional
skills mentioned below. Even though they are not directly related to English language
teaching, they are believed to be critical for EFL teachers in the contemporary
Cambodian setting:


The curriculum designers or stakeholders should include research methodology in
the curriculum in order that students gain a rich understanding of the nature of
qualitative and quantitative research. With knowledge of and skills in research,
students should be able to conduct research to investigate any issues relating to
English language teaching and learning in their workplace for the sake of
professional development and the improvement of course quality. By doing this,
graduates can obviously broaden their knowledge of education and develop their
skills in the field. With research skills, students are able to read and understand the
academic literature in their field.
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Each

higher

education

institution

should

introduce

information

and

communication technology in their BA in TESOL or B Ed in TEFL curriculum.
Graduates need this competence to be able to use modern technology for modern
day teaching and to guide their students in learning the language independently.


The universities should encourage their students to engage in society and
communities. Students can do volunteer work to help the communities reduce or
solve any particular issues and to gain experience in working in the real society.



The universities should equip their graduates with leadership skills. EFL teachers
need to be good classroom leaders who have to build up sound relationships with
students and motivate them to study the language. EFL teachers may also need
these skills to be leaders of other teachers, for example, as directors of studies.



Drawing and painting skills should be given attention for those who will need
them. The universities could open workshops for their prospective teachers to
learn how to draw and paint pictures for teaching purposes.

Finally, there are implications for the higher education institutions as a whole. Each university
should also conduct an evaluation of the curricula for other fields of study by examining the
content of current programs to explore what areas of knowledge and skills have been
included. Then they should compare those domains of knowledge and skills with the ones that
their graduates working in the field of study, and other stakeholders, especially employers,
perceive to be essential for professional practice. By so doing, each university may be able to
identify gaps between knowledge and skills with which they equip their graduates may and
the demands of job markets in the contemporary Cambodian context. In return, they may be
able to include the right units or subjects in order to close that gap.
6.5.2. Recommendations and Implications for the Ministry of Education, Youth and
Sport
For its part, the Ministry of Education, Youth and Sport in Cambodia should:
1. Develop common key guidelines for curriculum design and development in English
language teacher education for the universities across the country to follow, at the
same time warning institutions against copying a curriculum or part of a curriculum
from any other institution.
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2. Establish clear national professional teaching standards for EFL teachers and TESOL
practitioners largely based on the areas of knowledge and skills identified in this
study.
Although the present study is related to a specific undergraduate degree program, the Ministry
of Education, Youth and Sport may take into account the results of this study to issue
guidelines regarding the curriculum content of other disciplines. It should encourage the
higher education institutions across the country to:
3. Place emphasis on the improvement of English language proficiency of their
undergraduate students, not just English majors, since knowing English remains one of
the essential job requirements.
4. Place strong emphasis on the development of cognitive ability, which refers to critical
thinking and analytical skills, because it is perceived to be essential for all university
graduates as professionals in their field.
5. Include in their curriculum the additional areas of knowledge and skills that
Cambodian EFL teachers perceive to be necessary for their professional practice, in
their curricula. Those areas are research skills, knowledge of and skills in information
and communication technology, knowledge of social issues, and leadership skills.
6. Give their students opportunities to be involved in community service.
6.6. Limitations of the Study
There are several limitations of the study. First, it has only stressed what knowledge and skills
need to be included in the curriculum for English language teacher education in Cambodian. It
did not probe other fields pertinent to curriculum implementation, such as the quality of
teaching and learning, university administration, textbooks and their usage, or other necessary
materials that also play a vital role in the improvement of the quality of the program.
The second major limitation of this study has to relate to the types of the participants from
whom the data on knowledge and skills necessary for teachers were collected. Only EFL
teachers who had been directly influenced by the inclusion of the content within curricula
were selected to complete the questionnaire. This might result in a lack of data and
perspectives of other stakeholders, such as university lecturers and deans or school managers
at the English schools where the informants were teaching, and their students. Further study
119

on curriculum design in English language teacher education in Cambodian universities would
need participation from more stakeholders. Finally, the findings may not be generalized to
other societal settings because this study focused on the content of the English teacher
education curriculum only in Cambodia; however, they may be of interest and relevance to
curriculum designers in comparable contexts, for example, in other countries in the
developing world.
6.7. Directions for Future Study
The scope of this study covers the content of the curricula, so the directions for future
evaluation would be on such matters as the quality of academic teaching, students‘ learning,
syllabi, textbooks and their usage, and other materials significant for the improvement of the
quality of the program. By carrying out an evaluation of these, the programs would be able to
satisfy the needs of graduates who have to have high professional confidence and competence
to carry out their work. It would also focus on the attributes of effective EFL teachers.
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Project Aim
The overall aim of this research is to investigate the main features of the current B Ed in
TEFL or BA in TESOL curricula in Cambodian universities and the perception of
Cambodian EFL teacher on the content of those curricula. The findings of this research will
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help propose guidelines for the development of TEFL/TESOL degree curricula in
Cambodian higher education.
Benefits of the Project
This research will provide two main benefits. First, it will help propose guidelines for the
design and development of TEFL/TESOL degree curricula in Cambodian higher education.
Second, the study will contribute to the promotion of English language learning and
teaching in Cambodia since it will identify gaps in the content of the language teacher
education curricula. With the disclosure of these gaps, the university technical teams will
gain insights into how to develop and redesign their curriculum. This second aim is
significant in the sense that English has become increasingly important in Cambodia at the
present time, especially when the country integrates itself fully into the AEAN Community
in 2015.
General Outline of the Project
In this study, the researcher will apply both qualitative and quantitative methods. In
qualitative phase, the syllabi and course description of the whole B Ed in TEFL or BA in
TESOL curricula will be collected from the target universities for document analysis. In the
quantitative phase, survey questionnaires will be given to 120 Cambodian EFL teachers
who have recently graduated from the target universities.
Participant Involvement
If you agree to participate in the research, the researcher will ask you to read the participant
information paper and then sign the consent form. After that, you will be asked to complete
the questionnaire examining your perspectives on the content and structure of the whole B
Ed in TEFL or BA in TESOL curriculum adopted by the university where you graduated. It
will take you about 20 or 30 minutes to complete the questionnaire. You can send the
completed questionnaire to me via email.
Please be advised that your participation in this study is totally voluntary. You can
withdraw from this project any time without feeling guilty or discomfort. There are no
anticipated risks to you. However, if you have any queries or concerns about the research,
you can contact the researcher and/or his supervisors.
Confidentiality
Your identity will be kept totally confidential. Your personal data will be removed from
any reports since the results of this study will be a Master’s thesis and/or publications.
Anonymity
The responses you provide will be shown anonymously in the reports. The researcher will
code your personal data in the questionnaire. Only the researcher and his supervisors can
identify your name.
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Data storage
The data will be stored in soft and hard copy. The soft copies will be kept in the
researcher’s password-protected personal computer. The hard copies will be stored in a
locked cabinet at the University of Canberra for five years after the completion of the study.
According to the university’s policy, the information from the participants will be destroyed
five years after the completion of the research to ensure that it will not be used any longer.

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 questions and/or concerns about this study, please feel free to contact the
researcher and/or his supervisors, whose contact details are given above.
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Appendix 2: Consent Form

Project Title
Towards guidelines for curriculum design in English language teacher education in
Cambodian higher education institutions

Consent statement
I have read and am aware of the information about the research project. I know that my
participation in this study is voluntary and that I can withdraw from it any time without
feeling guilty or discomfort. I do not know of any health problems which would prevent
my participation in this research, and I agree to participate in this study.
I am also aware that if I have any queries and/or concerns about this study, I can contact Mr
Somalux Ek (the researcher), Dr Jeremy Jones (primary supervisor), Dr Misty Adoniou
(secondary supervisor), and/or Dr. Ting Wang (secondary supervisor), whose contact details
are in the participant information form.

Name:

Signature:

Date:
Note: If you would like to read the results of this research, you can contact the researcher or
go to your university‘s library. The researcher will put one hard copy in the library of the
university where you graduated with your B Ed in TEFL or BA in TESOL.
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Appendix 3: Approval Letters from Target Universities and University of Canberra
Human Research Ethics Committee
The researcher has received approval letters from the rector, deans, head of department of all
the selected universities; however, they do not appear here for reasons of confidentiality.
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Appendix 4: Questionnaire
(Sample Questionnaire for Graduates from University C)
This questionnaire aims to investigate the perspectives of Cambodian English as a foreign
language teachers on the content of the B Ed in TEFL (Bachelor of Education in Teaching
English as a Foreign Language), BA in TESOL (Bachelor of Arts in Teaching English to
Speakers of Other Languages), or other English language teaching-related degree curricula
adopted by Cambodian higher education institutions. The questionnaire consists of four
sections. Please read each instruction and write your answers. This is not a test, so there are
no ―right‖ or ―wrong‖ answers. The result of this survey will be used only for research
purpose. So please give your answers sincerely. Your responses are anonymous and your
identity is kept confidential.
Section I: Demographic Information
Please put a cross (X) in front of the option that fits your current situation.
1. I am …….
☐ Male
☐ Female
2. I am ……… years old.
☐ Less than 21
☐ 21 to 25
☐ More than 25
3. I taught English for …….. during the academic years at university.
☐ Six months to 1 year
☐ More than 1 year
4. I taught …….. during the academic years at university. (More than one option is
available.)
☐ Beginner to elementary
☐ Pre-intermediate to intermediate
☐ Upper-intermediate to Advanced
5. Since I graduated with a BA in TESOL, I have been teaching English for …….
☐ Less than one month
☐ One to six months
☐ Seven to twelve months
6. I am teaching ……….. levels. (More than one option is available.)
☐ Beginner to elementary
☐ Pre-intermediate to intermediate
☐ Upper-intermediate to Advanced
7. I am teaching English in …………
☐ the capital city
☐ a city / provincial town
☐ a rural area
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Section II: Perspectives on the Subjects in the BA in TESOL Curriculum.
Please rate the levels of importance of the following subjects by selecting 1 if it is not
important, 2 if it is slightly important, 3 if it is important, 4 if it is very important, and 5 if you
are neutral.
No.

Course Titles / Subjects

Slightly

Not
Important

Important

Very
Important

Neutral

Important
(1)
01.
02.
03.
04.
05.
06.
07.
08.
09.
10.
11.
12.
13.
14.
15.
16.
17.
18.
19.
20.
21.
22.
23.
24.
25.
26.
27.
28.

English I: Reading and
Composition
English II: Reading and
Composition
Cultural Anthropology
Introduction to Computers
Environmental Science
Introduction to Political
Science
Gender Studies
Khmer Studies
English Phonetics and
Pronunciation
Speaking and Listening
Development
English Grammar in Context
Computer Applications
Logic and Critical Thinking
Reading Development
Strategies for Effective
Speaking and Listening
Personal Growth and
Development
Writing Development
English for Effective
Communication
History of Cambodia
Professional Writing
Advanced English Grammar
in Context
Advanced Reading
Advanced Writing
Introduction to Literature
Foundations of Education
Introduction to Applied
Linguistics
Basic Statistics in Education
Comparative Literature

(4)
(2)

(3)

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐
☐
☐
☐

☐
☐
☐
☐

☐
☐
☐
☐

☐
☐
☐
☐

☐
☐
☐
☐

☐
☐
☐

☐
☐
☐

☐
☐
☐

☐
☐
☐

☐
☐
☐

☐

☐

☐

☐

☐

☐
☐
☐
☐
☐

☐
☐
☐
☐
☐

☐
☐
☐
☐
☐

☐
☐
☐
☐
☐

☐
☐
☐
☐
☐

☐

☐

☐

☐

☐

☐
☐

☐
☐

☐
☐

☐
☐

☐
☐

☐
☐
☐

☐
☐
☐

☐
☐
☐

☐
☐
☐

☐
☐
☐

☐
☐
☐
☐
☐

☐
☐
☐
☐
☐

☐
☐
☐
☐
☐

☐
☐
☐
☐
☐

☐
☐
☐
☐
☐

☐
☐

☐
☐

☐
☐

☐
☐

☐
☐
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(5)

29.
30.
31.
32.
33.
34.
35.
36.
37.
38.
39.
40.
41.
42.
43.

Education and Character
Building
Interpreting and Translation
Creative Writing
English for the Teacher of
TESOL
Introduction to TESOL
Introduction to Language
Acquisition
Methodology in TESOL I
English Proficiency Testing
Methodology in TESOL II
Course and Instructional
Material Design
Classroom Assessment and
Evaluation
Action Research in English
Language Teaching
Seminar in TESOL
Practicum in TESOL: Senior
Project
⃰
Elective Course (Underline
one of the six subjects below
you took at your university
and rate it as you did for the
42 subjects above.)

☐

☐

☐

☐

☐

☐
☐
☐

☐
☐
☐

☐
☐
☐

☐
☐
☐

☐
☐
☐

☐
☐

☐
☐

☐
☐

☐
☐

☐
☐

☐
☐
☐
☐

☐
☐
☐
☐

☐
☐
☐
☐

☐
☐
☐
☐

☐
☐
☐
☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐
☐

☐
☐

☐
☐

☐
☐

☐
☐

☐

☐

☐

☐

☐

*

Elective Courses: Cambodian Government, Politics and Economics / Chinese and Japanese
Contemporary Studies / ASEAN Government, Politics, and Economics / European
Contemporary Studies / American Contemporary Studies / US Government and Politics
Section III. Perspectives on Knowledge and Skills for English as a Foreign Language
Teachers and on Activities Student Teachers Do during the Program.
A. To what extent do you agree or disagree with the following general statements
about English language teaching and learning?
Strongly
Disagree
(1)

No.

Disagree

Agree

(2)

(3)

Strongly
Agree

Neutral
(5)

(4)
01.

02.

03.

English macro-skills
(speaking, listening,
reading, and writing skills)
are useful.
Knowledge of pedagogy for
English teaching plays an
important role in making
English teaching effective.
Communicative learning
activities help students learn

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐
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04.

05.

06.

07.

08.

09.

10.

11.

12.

13.

14.

English fast.
Diversity of activities that
appeal to different learning
styles contribute to the
success of students’
learning.
Good lesson plans
contribute to effective
English teaching and
learning.
Observing real learning and
teaching activities helps
student teachers (students
who are majoring in BA in
TESOL) reflect on the
knowledge of pedagogy and
teaching skills they have
gained from the program.
Actual classroom teaching
practice prepares student
teachers (students who are
majoring in BA in TESOL)
to be effective prospective
teachers.
Good assessment
contributes to the success of
English language teaching
and learning.
Public speaking and
presentation skills are
important for English as a
foreign language teachers.
English as a foreign
language teachers need to
have good interpersonal
skills.
Understanding ethical
conduct is important for
English as a foreign
language teachers.
English as a foreign
language teachers should
have an overall English
proficiency equivalent to an
IELTS overall score of at
least 6.5 or TOEFL score of
at least 550.
English as a foreign
language teachers need to
be aware of the education
system in their students’
country.
English as a foreign
language teachers have to

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐
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15.

16.
17.

18.

be able to deal with
behaviour management
challenges in their language
classroom.
English as a foreign
language teachers need to
have good critical thinking
skills.
Problem-solving skills are
necessary in an English
teaching career.
English as a foreign
language teachers need to
have broad general
knowledge.
Information
Communication
Technology is important for
English as a foreign
language teachers.

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

☐

B. Did your course give you the opportunity to develop these skills and knowledge?
Put a cross (X) in front of Yes if the items below were included in the BA in
TESOL curriculum adopted at your university and No if they were not.
1. English proficiency
2. English language Teaching Methodology
3. How to create language learning activities
4. How to make lesson plans
5. Classroom observation
6. Teaching practicum
7. Test design
8. Communication and interpersonal skills
9. Ethics and codes of conduct of teachers
10. IELTS or TOEFL preparation
11. Cambodian education system
12. Language learners‘ psychology and behaviors
13. Critical thinking and problem solving
14. General knowledge
15. Information communication technology (ICT)

☐ Yes
☐ Yes
☐ Yes
☐ Yes
☐ Yes
☐ Yes
☐ Yes
☐ Yes
☐ Yes
☐ Yes
☐ Yes
☐ Yes
☐ Yes
☐ Yes
☐ Yes

☐ No
☐ No
☐ No
☐ No
☐ No
☐ No
☐ No
☐ No
☐ No
☐ No
☐ No
☐ No
☐ No
☐ No
☐ No

C. List any other skills you should have to be an effective English teacher in
Cambodia.
a. Click here to enter text.
b. Click here to enter text.
c. Click here to enter text.
d. Click here to enter text.
e. Click here to enter text.
f. Click here to enter text.
g. Click here to enter text.
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Section IV. Do you have any other general comments on the content of the TESOL
degree curricula at Cambodian higher education institutions?
Click here to enter text.

Your participation in this research is highly appreciated.
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Appendix 5: Other Knowledge and Skills Listed by the Participants
1. Teacher 1: IELTS, TOFEL, Drawing skill, Communicative fluency activities skill for
language teaching, Game activities skill for teaching
2. Teacher 2: Remembering students‘ names, being flexible in the class since students‘
levels are different, using different teaching techniques and class activities, being good
at class management
3. Teacher 3: Styles of teaching, Test preparation, Teaching professionalism
4. Teacher 4: Computer skills, statistics, science, environment, European cultures,
Cambodian social regulations, Asian study, health study, world civilization, theory of
modern world revolution study
5. Teacher 5: Classroom management (how to make students listen and value our
teaching), psychology of students, how to control students‘ behavior, and teachers‘
capacity building
6. Teacher 6: Test design and student assessment
7. Teacher 7: Listening skills
8. Teacher 8: Grammar for Language Teacher, Discourse Analysis for Language
Teachers, Second Language Teaching and Learning, Research Methods in Language
Learning, Research Portfolio
9. Teacher 9: Knowledge of both Cambodian and European histories, update the
knowledge every day. See the improvement and the benefits from teaching, like
teaching and hope to learn from it, knowledge of motivation or psychology,
knowledge of problem solving
10. Teacher 12: Public speaking and presentation, Grammar and vocabulary, classroom
management (be flexible to the circumstances)
11. Teacher 13: Building confidence and trustworthiness in monitoring the class, Having
high morality in teaching, creating flexibility in teaching, updating a variety of
techniques in imparting the knowledge, planning well-linked techniques in each
activity, giving fair treatment to students, keeping some spoon feeding as necessary,
preparing well-designed tests for the students, giving open and useful comments on
students‘ tasks, observing and motivating students on their learning
12. Teacher 16: Strong classroom management and communication skills (rapport)
13. Teacher 17: Observation skill, Active listening skill, Leadership skill, Computer and
IT skill
14. Teacher 19: Bloom‘s taxonomy and basic understanding of labor law
15. Teacher 20: Flexibility
16. Teacher 21: Classroom management, Assessment (How to assess students‘
performance fair, and square and how to give appropriate, constructive comments and
feedbacks on students‘ performance, especially their presentation)
17. Teacher 22: Learning about student behavior is very important, Learn how to make the
students be actively involved in our planned activity, know how to link from lesson to
lesson smoothly. Students will be confused if our lessons mess up.
18. Teacher 23: Interpersonal skill, Classroom Management, Broad knowledge in the
subject matter, Have good rapport with students
19. Teacher 24: Motivational skills, Classroom management skills, Effectiveness in
providing feedback, Ability to deal with disabled students
20. Teacher 26: Patience, Flexibility, Leadership Skill
21. Teacher 27: Classroom‘s real problem and solution skills, Code of conduct as teachers
(in a more detailed and practical approach), Introduction and practice on any tools (IT)
usable in classroom, propose feasible research topics/projects to graduates (in case
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they want to pursue their master‘s degree right upon graduation), Issues facing English
Language Teaching society/status quo in Cambodia, A more intensive practicum
program, Introduction to useful and workable techniques on how to creatively design
classroom interactive activities/games in all levels, Career consulting services (This
one is what I have longed to be made available at IFL‘s campus)
22. Teacher 29: Anticipating the challenges that may occur during the teaching process
23. Teacher 30: Multicultural educational skills
24. Teacher 31: Flexibility in switching the activity, Having a good sense of humor, Be
patient
25. Teacher 32: Being flexible and knowing the students‘ interests, patient, creative,
having good rapport with students
26. Teacher 34: Emotional intelligence, public speaking, psychology, and leadership
27. Teacher 35: Higher education, confident, honest, and responsible
28. Teacher 37: Classroom management, time management
29. Teacher 39: Always consider the learners' needs when preparing for a lesson, Be
knowledgeable about grammar, Motivate your students with variety, Make your
instructions short and clear, Don't talk too much, Be sensitive to your students, Be
reflective, Independent thinking, Introducing changes and new ideas, Be reliable
30. Teacher 40: Communicative skills, social skills, speaking and writing skills, technical
skills, psychological skills, grammar skills
31. Teacher 41: ICT and IELTS or TOEFL preparation courses
32. Teacher 42: Flexibility
33. Teacher 43: Newspaper Translation Skill, Grammar Practice and Rule, Khmer
Grammar Rule that similar to the English, Parts of Speech, Speaking Skill, Classroom
Management, Computer, Psychology, Job Market Information, Encouragement
34. Teacher 44: Drawing skills and being flexible
35. Teacher 45: 4 Micro-Skill in English Languages, Classroom management, Leadership,
Pedagogy of teacher, Lesson Plan, General Skill
36. Teacher 48: Social skill, Effective Discipline Skills, An Engaging Personality and
Teaching Style, Good Classroom Management Skills, High Expectations, Knowledge
of Curriculum and Standards, Knowledge of Subject Matter, Passion for Children and
Teaching, Strong Rapport with Students
37. Teacher 50: Reporting skills
38. Teacher 51: Student-centered approach, communicative teaching, classroom
management
39. Teacher 52: Leadership skills, Goal-achieving skills, Parenting skills, Presentation
skills, People skills, Word skills, Grammar skills
40. Teacher 53: General knowledge, critical thinking skills, research skills,
communication skills, English macro skills, assessment skills
41. Teacher 54: Computer skills, Khmer literature, Internet
42. Teacher 55: Test design
43. Teacher 56: Writing style on the board, High Self-motivated, Eyes contact and body
languages, Good at speaking skill, Have good memory to remember students‘ names,
Good at making joke
44. Teacher 58: Speaking with a clear voice, Body languages, Good communication,
Strongly perform and well prepared, Flexible
45. Teacher 59: Interpersonal skill, communication skills, four macro skills, and
classroom management skills
46. Teacher 61: Classroom management and leadership
47. Teacher 63: How to use technology to help with the teaching in the classroom
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48. Teacher 64: Research skills, Classroom management, Test Design, Assessment,
Material design, Negotiation skills
49. Teacher 65: 4 macro skills
50. Teacher 67: Create more activities as much as possible, built a strong rapport between
teacher and students, Make student confident to speak the language, Don‘t rush to
teach, Make student their feedback.
51. Teacher 68: Statistics
52. Teacher 70: A sense of humor, enthusiastic, Well-prepared, Creative, General
understanding of related subjects, Communication Skill, Motivated Skill, Classroom
Management, Information Technology, Test Design
53. Teacher 71: Classroom management skill, Leadership skill, Problem solving skill,
Consultation skill, Motivational skill
54. Teacher 73: Test design
55. Teacher 74: Motivation and Encouragement Skill, Communication Skill in Building
Rapport with Student, Creative Personal Effective Strategies and Activities,
Consultant Skill, Deep Knowledge about Content You Are Teaching
56. Teacher 75: Love your job, High responsibility, Positive expectations, Effective
classroom manager or organization, Ability to design lessons and activities, Build
rapport with students, Have humor, Enthusiasm in the classroom, Know your students
feeling, Well Prepare
57. Teacher 76: Have general knowledge, Have four macro skills (listening, speaking,
reading, and writing), Classroom management, Be flexible, Have high commitment,
Be friendly, kind, honest, funny, helpful
58. Teacher 77: Classroom management, research skills, general knowledge, critical
thinking skills, ethics and codes of conduct of teachers, interpersonal and intrapersonal
skills, very good on 4 macro skills, very good on two micro skills, art and humanity
skills, and educational skills
59. Teacher 78: Specialize about the courses, Be flexible person, Understand about
student‘s needs, Arrange a good learning environment, Be well prepared
60. Teacher 79: Leadership and self-development skills
61. Teacher 80: Generic skill, Communication skills, Computer skills, drawing skills,
Collaboration skills, Solving problems skills, Observation skills
62. Teacher 81: Ethics
63. Teacher 82: proactive skill in teaching, problem solving skill to cope with all the
students ‗problems, flexible skill in teaching especially both inductive and deductive
teaching skills, language proficiency, skill in presentation and know how to make fun
in class for happy learning
64. Teacher 84: Good pronunciation, Knowledge of grammar, Flexible, Sociable with
student, punctuality, Dress nicely and appropriately, Be approachable, Forgiving,
Entertaining/funny, Be patient
65. Teacher 85: curriculum design, knowledge of national and international curricula,
knowledge of teaching materials and skills in using them
66. Teacher 86: Classroom management, creative thinking, and knowledge of students
67. Teacher 87: Close rapport with students and using appropriate level of the language
68. Teacher 88: Getting students engagement, Use humor to liven up the class, Be clear
and precise in your instructions, Use peer learning or group learning, Turn regular
activities into games or competition, Allow time for free communication, Be fair and
realistic in testing, Make your instructions short and clear
69. Teacher 89: Classroom activities, Funny time in the class
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70. Teacher 93: More native-like pronunciation, More time for preparation, Additional
advanced vocabulary mastery, Longer school terms
71. Teacher 94: Classroom management, leadership and public speaking
72. Teacher 96: Classroom management and flexibility
73. Teacher 99: Test design, motivation
74. Teacher 101: Security, Motivation, Instruction, Modeling, Guidance, Information,
Feedback, Encouragement, Testing and Evaluation
75. Teacher 105: English language grammar and technology in teaching
76. Teacher 109: Curriculum development, critical thinking, ICT, and translation skills
77. Teacher 110: Communication skills
78. Teacher 112: Sense of humor, Emotional management, Communication
79. Teacher 115: General knowledge, pedagogical knowledge, and student psychology
80. Teacher 117: Pronunciation, listening skills, and learning activities
81. Teacher 118: Relationship with students to motivate. Leadership skills are necessary
for Cambodian EFL teachers. With these skills, they, classroom leaders, can build up
good rapport with the language learners and motivate them to make tremendous
efforts to study English. They maintain ethical code of conduct and respect their
students and others. Teachers understand inference of L1 on L2.
82. Teacher 119: Flexibility, patience, and creativity
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Appendix 6: Participants’ General Comments
1. Teacher 2: I think it is better if the students are given more time and chance to have real
practice teaching during their practicum.
2. Teacher 3: To me, I would suggest that all Cambodian higher education institutions
should provide more courses on writing and listening due to the fact that most
Cambodian students are not good at these two skills.
3. Teacher 4: I felt satisfied with University C content of TESOL curriculum design. PUC
provide technical practice teaching skills on trainees. Besides, I hope other institutions‘
TESOL curriculum content is like University C‘s.
4. Teacher 5: We would like to put Classroom Management as the priority since it is
extremely important for teaching in class. If we can make students listen to us with
special attention, it will help teachers a lot in proceeding to the next step of any
classroom activity.
5. Teacher 6: Pronunciation should be focused on more. A course on test design should be
included. Also, the duration for classroom observation and teaching practice should be
longer than the current duration provided to the trainees. A course on both IELTS and
TOEFL preparation offered in the program is a very short course lasting only one term.
6. Teacher 8: I can say it is good on the content of the TESOL degree curriculum at
Cambodian higher education institutions listed above. I still need some more courses
related to grammar because this course introduces students to key grammatical terms
and concepts, as well as to techniques and procedures for describing and analyzing texts
from a grammatical perspective. It also introduces practical techniques for teaching
grammar. The focus of the course will be on techniques for teaching grammar from a
functional perspective. This approach shows language learners how to use the grammar
that they are learning to communicate effectively. Students will be involved in
collecting samples of spoken and written discourse, and these to develop classroom
exercises.
7. Teacher 9: According to my observation, many TESOL students who graduated from
this field are not really good at teaching. Some universities in Cambodia lack taking care
of their students‘ ability of teaching this. Some teachers I knew, they did not even know
what a lesson plan is. They just heard about it but they never learn from their professors.
This is done, I think at only a few universities. I am very proud of attending this field at
PUC because I have learnt many techniques from my professors. However, I sometimes
do not take some of my learning to teach in my own class. It depends on the situation of
the schools and students‘ knowledge
8. Teacher 10: I think TESOL degree curricula at Cambodia higher education institutions
should include some important courses such as Communicative Language Teaching,
Teaching Material Creation, and Student Assessment Strategies.
9. Teacher 13: To guarantee the best quality of TEFL degree holders, both institutions and
learners need to keep abreast of the updated programs from native English speaker
community. Plus, the annual English proficiency test should be taken not only by the
students but also by the teachers making sure learners and instructors are going on a
diligent and excellent way in learning and teaching English.
10. Teacher 14: I am not really proud of myself once I got a chance to be one of University
D graduates. However, having graduated from University D, I appreciated with the
result which I can get from my four academic years in this institution. I had a hope of
becoming one of the teachers, but my dream came true. I have learned a lot from this
university. I would say people are born different; it is really a gift when I was born with
a talent of teaching and I can improve myself from what I can get from University D.
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Though, I do appreciate the education standard at University D. And my comment here
will be forward to some education institutions which don‘t really focus on their value of
education system, especially the teaching curriculum. Some institutions don‘t really
have their own curriculum by walking behind the most superior one and try to as good
as the others. Having a clear curriculum does help each institution as well as teachers or
lecturers. University D owns a well-known credit till now since it provides a student‘s
need and all subjects would give clue to each student.
11. Teacher 16: The lecturers should be qualified enough. The study program should be
updated every 3 or 4 years. An entrance exam must be conducted. The internet should
be accessed around the campus. The easy and comfortable classroom should be
included.
12. Teacher 17: One thing that I would like to comment on is that students should be taught
relevant subjects on teaching starting from Year 2 or 3. The time spent on improving
their English proficiency should be shortened because, in my opinion, those who apply
for this course should have sufficient English proficiency in the first place. This way,
students can have more time focusing on different areas of teaching in detail such as:
testing, managing the classroom...etc.
13. Teacher 18: The practicum should be done earlier, in the second or third year, so it could
let students be aware of what they are doing. Some students might realize that they don‘t
like teaching before it is too late.
14. Teacher 19: From my point of view, the content of the TEFL or TESOL degree curricula
was perfectly designed, the teacher students have retained enough knowledge regarding
to how to be a prospective teacher. However, when those potential teachers participate
in the real working field, there are some problems. Firstly, they will be manipulated by
the school they work for, which is the reason why there is one suggested skills provided
above, related to labor law. Secondly, no matter how hard the teacher tries to make the
class intriguing and motivate those students to learn, the students nowadays lose their
interest in learning easily, which leads to the million dollar question asking ―whose fault
is it?‖ Consequently, some teachers felt demotivated; however, they should have been
provided some psychological aid from the school or so. The final point is stated with a
regard to the teacher‘s value in the labor market. Since there has been a dramatic
increase in the number of English teachers in Cambodia, a majority of teachers lose their
value and they usually lack opportunity to teach, and then they end up with finding
another job, which is no longer about teaching, to earn for survival. In this case, the
higher education institution collaborating with other related organizations should do
something to rescue the teachers. Please accept my apology for expressing my idea.
Even if my comment is far beyond the topic, it is the real situation many other teachers
and I encountered, and this will repeat itself in the nearest future unless an obvious
solution is found.
15. Teacher 20: Overall, I think some institutions need to take quantity and quality into
consideration as it appears to me that these two should not be overlooked regardless of
any circumstances. Otherwise, getting fruitful results will not be possible.
16. Teacher 21: Students‘ proficiency should be one of the main criteria determining
whether they can graduate with TEFL degree. Despite their knowledge in teaching, their
low proficiency could be one of the main barriers for them to teach English effectively.
Another main point is the lack of real teaching practice during the practicum.
Prospective teachers gain very little experience in teaching English from their
practicum. Some students are allowed to teach in only two sessions for the whole
practicum. This cannot provide them with adequate exposure to actual classroom
teaching experience before they graduate.
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17. Teacher 22: Some teachers teach English for granted. Their pronunciation and spelling
are totally wrong, but they are not willing to research and correct them. As a result, they
end up teaching wrong words, wrong pronunciation to younger generation. It is the big
problem.
18. Teacher 23: I would like to suggest we should include student teacher forums because
these could very useful for the students. In TEFL or TESOL curriculum, students may
know the theories and know the process of learning and teaching English. However,
they might find very different from the real situation and the books. Student teachers
should be given opportunities to attend English language teaching workshops or
conferences for professional development to discuss any problems and to share
experience so that they could gain more teaching skills before their graduation. All in
all, I think we should put the student teacher forum in the curriculum because it will be
beneficial for their career as a language teacher.
19. Teacher 24: Prospective teachers need more courses that focus on developing teaching
and learning activities and materials for listening, speaking, reading and writing skills.
With these appropriate activities and materials, teachers can effectively involve both
passive and active students in learning the language.
20. Teacher 26: Overall, the content of TEFL in University D is good and acceptable, but I
am not sure about other schools. However, some documents and books used in
Cambodia are out of date and some of their contents are irrelevant due to lack of book &
document developers. I hope the curricular would be developed for the betterment of our
next generation.
21. Teacher 27: I am of the personal opinion that the quality of teacher graduates will be
further improved if they can get a chance to do more teacher-student related classroom
hands-on activities. By this I mean, adding more practical courses to fourth year or
simply introducing some of them in their third year will give the students a better
opportunity to be ready for their genuine challenge as a teacher of English upon
graduation.
22. Teacher 34: The subjects should be practical enough for Cambodian context.
23. Teacher 38: It will be better if they create they create or have their own standard
program for Cambodian students.
24. Teacher 39: Listening is still limited. Some of the students in any class cannot meet the
target wanted. I mean, they usually fall behind after learning Listening skills because
some institutions don‘t provide enough materials like they still use cassette players
while studying or learning, so it is very difficult for the students.
25. Teacher 40: For year 1 students, the school just provides students with a lot of Khmer
subjects so the students have to spend a lot more time learning Khmer subjects than
English, even though their major is English. More TEFL-related subjects should be
included from the beginning of the program.
26. Teacher 42: There should be investigation into the characteristics of effective teachers.
27. Teacher 43: Actually, it‘s very important for upgrading and creating the new concept of
the content of the TEFL or TESOL with integration the Khmer and European teaching
methodology. Moreover, most of Cambodian students, traditionally need their teacher to
translate the vocabulary, grammar, or sth else for them while they are studying with the
teacher. The reason is that, the rural students‘ English are limited and low-educated. So,
I think it‘ll be effective if the Khmer and European methodology is integrated and
flexible with the Cambodian situation.
28. Teacher 48: It is important that the teachers keep searching for new ideas to expand their
TEFL degree curriculum. The Internet is a great way to keep up with teaching methods
and ideas.
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29. Teacher 51: All universities should offer workshop for TEFL or TESOL program that is
the best opportunity for them to share their experience with each other. However, I hope
that all universities buy more books or other documents related to TEFL or TESOL to
support the learner‘s need to do research. All in all, I hope if we follow the steps that I
describe above I think that we can change our education curriculum and produce the
higher and effective teachers.
30. Teacher 52: To be successful in the English Literature, the university had better focus on
the major skills to advance students‘ ability in very suitable period of time and to
strengthen the teaching skills to provide highly successful education in Cambodia.
31. Teacher 53: Students should be qualified enough to attend the program.
32. Teacher 54: The universities have to design a careful entrance exam to test the students‘
English language ability before their enrolment in the TEFL program. In case their
English proficiency is still not sufficient, the universities should give them extra English
support courses to improve their English competency.
33. Teacher 55: We have to encourage the level and development of research capacity in
any specific fields which regarding to the needs of the educational system in the country
that can result in a very quality of teaching English. Setting up the legal framework of
education to all institutions with the same curriculum in order to achieve the higher
standard are the key points that can bring long term benefit to Cambodian as other
countries.
34. Teacher 56: should do the research before design a class in order to meet the students‘
need when they finished their course because I have seen many students when they have
graduated, they could not find a job that fit what they have learnt.
35. Teacher 58: I suggest all lecturers at the university try to push all students that join with
this course more; and one more thing is that some students at the end of the degree they
do not know how to teach at all. So please allow them to practice with a real class more
and more.
36. Teacher 59: Universities reinforce regulations.
37. Teacher 60: should have strict regulations
38. Teacher 63: The course should focus more on the practicality than theory in terms of
teaching English to students.
39. Teacher 64: Students should be given more opportunities to learn, search, and do
experiment on the theories in the book. For example, subjects like FE and AL are all
theory-based subjects. Therefore, trainees require more understanding and in-dept
discussion on the content. Moreover, most trainees receive very little knowledge in
research. There should be a research course or at least a part of a course that focuses on
research skills, plus a real research into education matters. Trainees need to know more
than just what an effective teacher/educator is but also how to be an effective one. For
the content of year 1-3, more updated materials and topics should be considered. There
should be more subjects and practices which the aim of improving students‘ proficiency
in English. Moreover, there should be more readily available equipment and services
provided to both teachers and students.
40. Teacher 65: I personally think that the content of the TEFL or TESOL degree curricular
at Cambodian higher education institutions is very relevant to the real classroom setting.
The subjects and skills needed are very beneficial for all teachers and teachers-to-be.
41. Teacher 67: The content of both degree curricula should be added more in more
communicative way.
42. Teacher 69: The curriculum should include IELTS or TOEFL preparation courses in
year four. So senior students are ready for either of these real English proficiency tests.
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The current proficiency test designed by the university is not accurate enough to
measure the students‘ language ability.
43. Teacher 70: It should mainly equip students with more speaking and listening skills
since we are non-native speakers.
44. Teacher 73: In general the curricula of Cambodian higher education institutions should
be included with research skill since it is important for teachers to understand the
students and improve their quality. Also, it should include the courses related to moral
and quality of education in Cambodia.
45. Teacher 74: Every institution has to make sure that the students in TEFL or TESOL are
qualified enough in English proficiency. There should be the guarantee that their IELTS
have to be 5.5 or 6.5 in the year three before they conduct the real teaching as the
teacher or graduating. each course in TEFL curricula needs to assess on the outcome
base syllabus. It means that the learning outcomes have to be set clearly and make
students achieve all. Finally, students in this major should have a thesis or research in
education to broaden their knowledge in understanding in the education context because
he or she is the one who is involved in strengthening education quality.
46. Teacher 78: In fact, the degree in TEFL or TESOL is very important and plays a vital
role in the education field; therefore, the curriculum developer of each higher education
institute should think deeply about the quality as well as the effectiveness the curriculum
in applying to the real situation. All English teachers should obtain a good overall band
score about English test. They should have knowledge on problem-solving skills with
broad knowledge in term of their teaching responsibility. Moreover, some core courses,
general English courses and other art humanities course are also important to equip
students during the class
47. Teacher 79: Leadership is very important. As one leadership course mentions:
―leadership is everyone business; as a result, the course also provides teacher like me
this skill as well. Moreover, the course also improve teacher self-development skill as
well since teachers do more research in advanced before they are going to teach.
48. Teacher 80: In order to strengthen the TESOL degree curricula, I think we should add
relevant subjects which connect to English language each term.
49. Teacher 81: I personally think that it will be great if there are more subjects related to
pedagogy. Students should be given plentiful opportunities to practice or to receive
training before being assigned to do practicum. Some students who do not have a parttime job as teachers find it difficult to practice teaching for just a few weeks. I believe it
is hard for them to find a teaching job when they lack teaching practice and experience
in the field. Secondly, I hope there are courses about ethic of teachers as well. I feel
sorry when people talk badly of teachers (Students bribe teachers. To be honest, I do not
blame the students. Just because the teachers accept the bribe.). I hope for courses that
can make teachers always feel conscious about this. All in all, I suggest there are two
more type of courses: Pedagogy and Ethic course.
50. Teacher 82: This major should be included with some kinds of the purposed skills in
order to help Cambodian students to have the effective skill for their own tasks not
much about general skills.
51. Teacher 83: Provide sufficient time to students to do their practicum, Make the
practicum more affective
52. Teacher 84: The subjects to be taught (in TESOL) should not be included with math
because it is so far outside that field. Algebra and business subject should be taken
away!
53. Teacher 85: The universities should include English language international tests in the
curricula.
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54. Teacher 87: I think that some subjects that are not important or slightly important should
not be part of the TESOL or TEFL degree curricula at Cambodian higher education
institutions. They should be replaced with relevant subjects that can help students
improve the quality of their English language teaching.
55. Teacher 93: Course books should be appropriately adapted. Language testing should be
included in school curriculum. There should be more availability of free access to
TOEFL or IELTS. English macro-skills are critical for all EFL teachers. They need to
achieve satisfactory results on any standardized test like IELTS or TOEFL. So,
university students majoring in English should be provided with lots of opportunities to
improve their English proficiency in order that they are ready to fulfill their prospective
careers and for any internationally recognized tests. There should be longer period of
time for the students‘ teaching practice.
56. Teacher 94: Students should be give more chance to practice teaching.
57. Teacher 96: Students should be more active and students should have more time to
improve speaking and listening skills. Students should practice teaching a lot.
58. Teacher 105: Focus on English proficiency and creating classroom activities.
59. Teacher 111: The curriculum is implemented traditionally and students are passive. Elearning, research-based, task-based, teaching would help students and save time
60. Teacher 112: I personally think one year to prepare students to become effective English
teachers is not enough. School should have given chances to students to get to know the
courses related to TESOL of TEFL since year 3, hence they will have better insights and
practices on the field.
61. Teacher 114: Most trainees receive very little knowledge of and skills in research.
There should be research courses, and students should be guided in doing a research. In
addition, students majoring in TESOL or TEFL should write a thesis or conduct a
research in education to broaden their knowledge and understanding of education
because they are the ones who have to take part in enhancing the quality of Cambodian
education.
62. Teacher 117: English speaking environment
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