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‘I never teach my pupils, I only attempt to provide the conditions in which they can 

learn.’  

― Albert Einstein 
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Preface 
  
From 2010-2013, I had the pleasure to be an educational advisor for 

Voluntary Services Overseas (VSO), based in Cambodia. I was based in the 

Provincial Teacher Training College in Battambang, the second largest city 

in Cambodia. While I was engaged in an in-country training carried out by 

Cambodian VSO staff, I remember mostly learning that this country had been 

struck by unimaginable sadness and that its people were working towards 

reconstruction a destroyed country. Sometimes, it felt as if the inhabitants of 

this country were caught amongst all the policies of international aid 

organisations. All these organisations, although well-meaning, had their own 

development agenda and were working towards pleasing their own donors. 

The Cambodian educational staff was caught in the middle and confused 

about the input they received. 

This was the reason I hesitated when I was asked by a joint cooperation 

between the Ministry of Education, Youth and sport, UNICEF Cambodia and 

VSO Cambodia to pilot the video intervention that forms the object of study 

in this dissertation. I wanted to pilot the intervention in a rigorous way, 

namely with the aim to find out whether this intervention really benefitted 

Cambodian teachers. While working for over two years in both the initial 

teacher training context and with the teachers from the attached practice 

schools, I realised I was in a unique position and could therefore provide a 

broader view than most advisors had done before. 

It became an interesting journey, in which I realised that my years of 

experience would never be enough to fully understand the Cambodian 

context. I would always look through my ‘Western glasses’ to understand 

processes and events. Fortunately, I had an excellent young Cambodian 

translator, Nehru Pry, who not only was very motivated to learn, but also 

could be a critical observant of his own culture. As a result, we could engage 

in the most interesting discussions and conversations. I am very grateful he 

was my colleague and translator, and that he is still a friend today. 

Furthermore, the input and support from Mister Chanrra of the Unicef Office 

in Phnom Penh was also very helpful. This research would not have been 

possible without the support I received from VSO Cambodia, Mister Or Siem 

from the DCD in Phnom Penh, the POE-staff in Battambang and management 

and teacher educators in the PTTC in Battambang. Most of all, my gratitude 

goes to the teachers and student teachers who wanted to work with me. I 

respect their willingness to work with me and motivation to improve, even in 

conditions that are so difficult. 
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The whole research process turned out to be an unusual one, mostly 

because of the places I lived in after I left Cambodia. I am grateful to the 

people in The Netherlands who believed enough in the research and my 

perseverance to support me and who were flexible in accommodating this 

unusual process. I specifically want to thank Christianne Lok for helping me 

with the initial research proposal. Niels Brouwer was essential in the creation 

of this project as he saw the unique possibilities to turn it into a doctoral 

dissertation project and helped me so much in the first part of the project. 

Much appreciation and gratitude goes to my supervisor Perry den Brok. He 

not only dared to take on this project but was always positive and confident, 

even in difficult times. His support and later that of Gonny Schellings made 

me persevere in finalising the dissertation. Both Perry and Gonny not only to 

taught me valuable analytic and writing skills but surrounded me with the 

support which I needed as an external PhD-candidate, they responded 

extremely quickly and adequately and kept believing in me. 

Danny Murphy, former member of the VSO-team within the Department 

of Curriculum Development in Cambodia, was always supportive and helped 

me with important information regarding the process before the intervention 

pilot. LanguageOne in the person of Jaap Mos supported me tremendously, 

for which I am very grateful. I would like to thank Gabby Davies and Emily 

Ridge for their help with the language in several stages of the project. And of 

course, thanks goes to Noreen Walsh, who not only helped me with the final 

stages of correcting this dissertation but also with the confidence and support 

I needed along the way.  

I would like to thank my friends in The Netherlands and abroad who 

sympathised with me, even if they had no clue what I was talking about for 5 

years. The support from my parents and family was essential in the process. 

‘If your parents believe in what you are doing, you can do it’. I once sent this 

message to Hans and Maaike Lok, and I feel this is true. I also want to thank 

my father for helping me with the lay-out of this book. 

Finally, I want to thank my husband André. As no other, he knew what I 

was going through and helped me with a well-placed objective or (dry!) 

comment, a big hug or by just being there. He never lost confidence in me to 

finish, although he never really understood why I still loved it. Because I did 

love all of it. 

 

 

Leandra Lok, June 2019 
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1. Introduction  

 

1.1. Problem statement 

This dissertation aims to understand what contributes to effective professional 

development of (student) teachers in Cambodia. It tries to answer the question 

whether using a video intervention with cooperative learning activities to improve 

student-centred teaching is a suitable approach for the Cambodian primary school 

context.  

In 2007, an educational reform promoting active learning was adopted in 

Cambodia. This program is known as the Child Friendly School policy (Ministry of 

Education, Youth and Sports, 2007). This policy is a global policy, developed by 

UNICEF, and implemented by several countries. ‘The purpose of a Child Friendly 

School model is to move schools and education systems progressively towards 

quality standards, addressing all elements that influence the well-being and rights 

of the child as a learner and the main beneficiary of teaching, while improving other 

school functions in the process’ (UNICEF, 2009, p.2). An essential part of this policy 

is student-centred teaching.  

In many countries, active learning pedagogies are implemented to raise 

educational quality. Active learning is supposed to improve student learning, 

achievement and motivation (Ginsburg, 2010; Paine, Bloemeke & Aydarova, 2016) 

and to stimulate high-order thinking (Akpan & Beard, 2016; Shuell, 1988). During 

active learning students themselves perform activities such as processing, storing 

and retrieving information. It also evokes problem solving or developing coherent 

conceptual structures (Johansen, 2009; Krahenbuhl, 2016; Loyens & Rikers, 2011). 

Student-centred methods (SCM) are used by teachers to enhance active learning. In 

order to implement SCM, teachers need new competencies. They need to learn how 

to activate their learners and support knowledge construction. Their role should 

move from transmitting knowledge to coaching students to acquire knowledge 

(Baeten, Dochy, Struyven, Parmenteer & Vanderbruggen, 2015; den Brok, Bergen, 

Stahl & Brekelmans, 2004; Loyens & Rikers, 2011).  

Although in Cambodia large-scale workshops were initiated to help teachers to 

acquire the new competencies used in the Child Friendly School policy (e.g. Pich, 

2017), Song, a Cambodian scholar, found in 2015 that teachers felt they did not have 

the competencies to implement SCM yet (Song, 2015). To support (student) teachers 

in implementing more SCM in their classroom, the Ministry of Education, Youth 
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and Sports together with Voluntary Services Overseas (VSO), the Open Institute1 

and UNICEF Cambodia developed a video intervention. This intervention consisted 

of three model videos each with three lessons in the subjects of Khmer, Math and 

Social Sciences for grades 1 to 3 in the Cambodian primary education context. Model 

videos in this context are videos in which other teachers’ good practices or examples 

of desired strategies are displayed. Viewing guidelines and subsequent cooperative 

activities were explained in an accompanying booklet. While working as an 

educational advisor in Cambodia, the researcher was asked by the abovementioned 

organisations to pilot this intervention to see whether it was an effective way to help 

Cambodian teachers’ understanding and implementing SCM. 

Meta-studies have shown that using video in teachers’ professional 

development has positive outcomes (e.g. Bayram, 2012; Brouwer, 2011; Gaudin & 

Chaliès, 2015; Wang & Hartley, 2003). However, much of the positive results in 

research are based on data from white, middle class female teachers (Woolfolk Hoy, 

Davis & Pape, 2006). It is less known whether the professional development of 

teachers in developing countries, in this case Cambodia, will show the same positive 

patterns. Furthermore, it could be difficult to implement specific teaching styles used 

in active learning for Cambodian teachers who have a different pedagogical 

approach. Alexander (2001) warned that if the policymakers separate the teaching 

and learning from the culture and the practice in the classroom, teachers will have a 

superficial understanding of an educational innovation. For example, new 

approaches often focus on the individual, while many cultures where these 

approaches are being implemented, are not individualistic at all (O’Sullivan, 2004). 

Research therefore needs to be conducted on site in Cambodia in order to find 

answers whether video and cooperative activities can play a positive role in initial 

teacher education and professional development activities to learn about SCM. 

 

Understanding the Cambodian context is essential for this research. Therefore, 

first an explanation is given about the culture and pedagogy in this country. Then, 

the intervention is explained, followed by the theoretical background of the 

intervention. The research question will be stated then, after which an overview of 

the dissertation is given. The introduction concludes with an elaboration on the 

unique research context, the role of the researcher in this context and the relevance 

of this research. 

 

                                                             
1 a Cambodian non-governmental organisation that aims to use the benefits of technology 

for social and economic advance 
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1.2. The Cambodian context  

1.2.1. Cultural influences  

In order to understand the Cambodian culture, Berkvens (2009) combined Hofstede's 

5d model of cultural differences with a feasibility study done by Harmer in 1995 and 

his own survey in 2008. Hofstede (1986) created a model of four dimensions which 

was later extended to five dimensions (Hofstede & McRae, 2004). These dimensions 

helped describe a culture in terms of individualism/ collectivism, power distance, 

uncertainty avoidance, masculinity/femininity and long term/short term orientation. 

The general explanation that now follows is taken from Hofstede (1986, Hofstede & 

McRae, 2004), while the explanation of the Cambodian situation is taken from 

Berkvens’ research (2009), unless otherwise stated.  

Cambodian society can be seen as collectivist, although nuance of this statement 

is in order. Individuals in a collectivist culture belong through birth (and maybe other 

events later on in life) to a larger group to that of their immediate family members. 

This group takes care of them but in turn expects loyalty. The Cambodian culture is 

found to be less collectivist than other Asian countries as there seems to be a smaller 

inner circle. Regarding this dimension, Berkvens mentioned unpublished research 

by Harper (1995) in which data from 322 Cambodians were used to investigate the 

effects the civil war had on Cambodian culture. This showed that mistrust, fear and 

the inability to retain relationships are common features in Cambodian society. Both 

the collectivist attitude and the effects of the civil war could mean that teachers in a 

professional development activity might refrain from having different opinions to 

the rest of the group. 

Indications for a large power distance and a high uncertainty avoidance were 

found in Cambodian society. Power distance is the perception that the least powerful 

person has of inequality in a culture. A high power distance in a culture shows that 

people accept power difference as normal. Large power distance could lead teachers 

in a professional development activity to refrain from expressing different opinions 

about topics in the presence of a person they feel has more power than them. 

Uncertainty avoidance is the understanding to what extent people try to avoid 

situations that are less clear and how people believe in absolute truths to oppose these 

situations of unclarity. The effect of avoiding uncertainty could be that teachers 

prefer to use more traditional methods. Another consequence might be that they 

precisely follow guidelines offered by the Ministry of Education, Youth and Sports 

for the educational innovation. 
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Furthermore, Cambodian culture has been found feminine, but with some strong 

masculine features. Masculine societies value male traits like competition, ambition 

and everything that is big, expensive and strong more than feminine societies, where 

there is more caring for people in need and less overrating of self-performance. An 

overrating of self-performance was found by Berkvens with regards to Cambodian 

staff in the Ministry of Education, Youth and Sports, who were asked the question, 

‘I know everything there is to know about participatory approaches’. Most of them 

confirmed this, while Berkvens himself as researcher had experienced numerous 

examples that no participatory approaches were used. While present in the country, 

the researcher of this dissertation noticed herself that masculine features were present 

in the fact that the educational system strongly focusses on the best students as the 

norm and rewards students’ performance, both examples of education in masculine 

society. In a professional development activity this could influence the discussion, 

as teachers’ beliefs about how to work with less abled students could be influenced 

by this cultural feature. 

Finally, a majority of Cambodians showed a short-term orientation. In societies 

with a short-term orientation people try to avoid loss of face and have a stronger 

social commitment, while societies with a long-term orientation are more 

economical and persistent. In a professional development activity in a team setting 

teachers might try to avoid loss of face as much as possible and therefore not ask or 

answer questions. 

1.2.2. Cambodian pedagogy 

Extensive overviews have been given by researchers about the development of the 

Khmer educational system and Khmer pedagogy, since the beginning of civilisation 

in Cambodia (e.g. Berkvens, 2009; Courtney, 2012; Ogisu & Williams, 2015; 

Prigent, 2016; Reimer, 2013).  

Theravada Buddhism stood at the beginning of the Cambodian education 

system and still influences larger parts of it (Ogisu & Williams, 2015). Education 

was traditionally provided by monks, who taught their students orally in the temples. 

The monks were the keeper of knowledge and the students the audience. ‘The 

audience was expected to receive and recite the information correctly’ (Ogisu & 

Williams, 2015, p. 63). ‘Paccekteeh’ (literally translated to ‘technique’) is the Khmer 

term referring to a set of routines which enable effective knowledge transmission, 

and is still considered very important in pedagogy today. What knowledge is 

transmitted through these routines is considered a question of power. The person 

who holds the knowledge, holds the power. From this point of view, it follows that 
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a good teacher possesses both the knowledge and the ‘paccekteeh’ to transmit this 

knowledge (Ogisu & Williams, 2015). According to Pearson (2011), there is a visible 

tendency that Cambodian teachers want to hold the knowledge and follow the script 

of ‘know 10, teach 7’. This means that in order to keep the power, they will never 

teach all the knowledge they have.  

If teachers are considered the ones who give knowledge, it might be difficult in 

this context to implement active learning and let students work cooperatively to 

construct the knowledge themselves together.  

UNESCO/IEEP concluded that the educational system in Cambodia is highly 

depended on ‘rote teaching and learning’, ‘Little relevant information is being taught 

and instead of questioning and analysing, students are expected to parrot answers. 

Pedagogy within the Cambodian system is prefaced on minimal interaction: students 

rarely raise their hands in class and teachers hardly take any questions’ 

(UNESCO/IEEP, 2011, p.34). 

1.2.3. Effects of the civil war on the current educational situation 

After Cambodia was ‘liberated’ from the Khmer Rouge in 1979 by Vietnamese 

forces, the shortage of educated people and especially teachers influenced the level 

of education in Cambodia. Different sources give different numbers of educated 

people who survived this auto-genocidal regime.  A government report from 1984 

(in Ayres, 2000) mentioned 75% of the teachers, 69% of the higher education 

students and 67% of primary and secondary school students were killed. According 

to an Asian Development Bank Education sector study (ADB, 1996) there were only 

300 inhabitants left in the country with a post-secondary education. The newly 

appointed government had to rebuild the education structure quickly. Untrained 

teachers were asked to be teachers at the same educational level they had finished. 

People who had finished primary school became primary school teachers, people 

who had finished secondary became secondary school teachers and so on (Berkvens, 

2009). 

It was only after the final peace treaties in 1991 that Cambodia became an 

independent state again. From that time onwards, development in the education 

sector was supported by international donors and aid-agencies, which provided both 

positive as well as negative aspects; positive as donors supported education, negative 

as the donor agenda automatically influenced the system,  ‘It can be concluded that 

the contradiction between the donor-driven modernization of Cambodia and the 

country’s tradition with its notions of power, hierarchy and leadership is a recurrent 

issue’ (Berkvens, 2009, p.39).  
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Since 1996, the education system in Cambodia follows a 6-3-3 years system; 

six years primary school, three years lower secondary and three years higher 

secondary education. The first nine years are considered ‘basic education’. In order 

to become a primary school teacher, student teachers need to finish 12 years 

education. However, in rural areas where it is difficult to attract teachers, student 

teachers can access the teacher training college with nine years education. The initial 

teacher education lasts 2 years (the so called 12+2 system) and is done in one of the 

18 Provincial Teacher Training Colleges (PTTC), for secondary school in the six 

Regional Teacher Training Colleges (RTTC) and for preschool in the Pre-school 

Teacher Training Centre (e.g. Phin, 2017). Recent developments show a movement 

towards a 12+4 years initial teacher education (Pich, 2017).  

1.2.4. Improving the Cambodian education system 

After the civil war, the Cambodian government not only needed to focus on students’ 

re-enrolment in education, but also needed to develop the capacity of the (untrained) 

teaching staff. It was in this situation that the Royal Government of Cambodia 

introduced the aforementioned educational reform known as the Child Friendly 

School policy (Ministry of Education, Youth and Sports, 2007). ‘A Child Friendly 

School is a school that recognizes and nurtures the achievement of children’s basic 

rights. …A Child Friendly School nurtures a school-friendly children’s 

development.’ (Ministry of Education, Youth and Sports, 2007, p.4). An essential 

part of this policy is effective teaching and learning, using SCM ‘which puts the 

emphasis on each student in the classroom’ (Department of Curriculum 

Development, DCD, 2011, intervention booklet). Knowledge about the Child 

Friendly School policy was implemented in both initial teacher education and as a 

professional development activity for more experienced teachers. 

In the initial teacher education this knowledge has been integrated in the 

curriculum since its implementation. Student teachers in the PTTC learn about the 

Child Friendly School policy in several modules in two years. Traditionally, this 

happens in a lecture teaching style. 

To help more experienced Cambodian teachers acquire these new 

competencies, an extensive dissemination strategy has been developed (see Figure 

1.1; taken from Song, 2015). With international support, international technical 

consultants communicated underlying educational ideas to officials at the national 

level (core trainers). Several departments at national level (e.g. Teacher Training 

Department, Primary Education Department and the Department of Curriculum 

Development) were responsible for preparing materials and selecting national core 
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trainers. Officials at provincial level (in the Provincial Office of Education) and 

teacher educators at the PTTC’s were then trained by the national core trainers. 

Subsequently, a two way approach was adopted, one for initial teacher education and 

one for the experienced teachers. The provincial trainers not only taught the student 

teachers in their institute, but also organised professional development activities to 

disseminate their knowledge to the district officials. These officials in turn would 

train headmasters and teachers in their district, e.g. in the team meetings which take 

place every last Thursday of the month in every school (e.g. ‘technical meetings’). 

Although these meetings are well meant in structure and design (namely to provide 

opportunities for professional development nearby the school and within the context 

of the school), they seem not to reach this goal. Teachers often do not have the 

opportunity to observe each other’s classes and there are no professional 

consultations from outside. These meetings often turn into meetings where the older 

teachers explain teaching routines to younger teachers (Berkvens, 2009; Ogisu & 

Williams, 2015; Tan & Tee Ng, 2012).  

 

Figure 1.1 Pedagogical reform and implementation process (taken from Song, 2015) 

 

Within this process, the Ministry of Education, Youth and Sports, again 

supported by international aid agencies, organised large scale workshops (Pich, 

2017; Song, 2015). In an evaluation of active learning approaches in 2010, Bunlay 

and colleagues concluded more active learning pedagogies were being implemented 
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in Cambodia, but that it was still a challenge for many teachers to use the required 

SCM (Bunlay, Wright, Sophea, Bredenburg & Singh, 2010). Song (2015) concluded 

while observing lessons that teaching still ‘heavily depended on the blackboard and 

the textbook’ (p.41). 

In order to improve the SCM implementation process, the Department of 

Curriculum Development of the Ministry of Education, Youth and Sports in 

Cambodia developed the video intervention with model videos. These model videos 

showed teachers teaching in a similar situation as the context of the teachers who 

would observe the video. Teachers in the model video did not show the perfect 

lesson, but used some SCM in their classroom (Ministry of Education, Youth and 

Sports/DCD, 2011). The aspects of SCM2 shown in the video intervention are: 

- Classroom management and layout; 

- Group work; 

- Questioning; 

- Learning games; 

- Using resources in the classroom; 

- Assessing student learning (project booklet, DCD, 2011, p. 2). 

Table 1.1 gives examples – derived by the researcher from the accompanying booklet 

- of operationalisations of SCM.  

 

Table 1.1 Operationalisations of Student Centred Methods in six aspects (derived from 

project booklet, DCD, 2011) 

Aspects Features 

Classroom management and layout Classroom is set up for student-centred 

learning; students understand classroom 

routines; teacher involves students; 

Groupwork All pupils participate in different 

groupings; individually, small or whole 

groups. Groupings are related to the 

learning goals. 

Questioning Teacher uses open ended questions that 

makes students think,  

Learning games Teacher uses ‘games’ or ‘quizzes’ 

  

  

                                                             
2 this is called Student Centred Learning in the Child Friendly School policy, but as the 

focus is on the teaching methods, this dissertation refers to SCM. 



Chapter 1 

22 

Aspects Features 

  

Using resources in the classroom Teacher uses teaching appropriate aids to 

support learning 

Assessing student learning Teacher uses a variety of assessments and 

applies this information to modify the 

lesson accordingly 

 

 

1.3. The studied intervention 

The video intervention was developed by Ministry of Education, Youth and Sports 

for two contexts, namely the initial teacher education and to use in professional 

development with more experienced teachers. In this paragraph an explanation of 

how this intervention ideally was implemented in both contexts, is explained.  

1.3.1. The intervention studied in initial teacher education 

The intervention in initial teacher education would take place in the PTTC. The 

Ministry of Education, Youth and Sports had initiated a national four day training 

for teacher educators (Khmer, Maths and Social Science) about the project. Three 

teacher educators from the PTTC were sent to the training. In this training, the 

intention was to inform the three teacher educators about the model videos. They 

observed some model videos and worked with the viewing guidelines in the 

accompanying booklet to prepare them to use the intervention with student teachers. 

In the ideal situation, teacher educators would use the intervention in their PTTC. 

Student teachers would observed nine videos while using the viewing guidelines, 

and participated in the whole class discussion about the aspects of SCM which had 

been observed (or not).  

1.3.2. The intervention studied as professional development activity 

The intervention as professional development activity for the more experienced 

teachers was situated in the primary school context, grades 1 to 3.  

The professional development activity lasted six months. This had a practical 

reason, as the monsoon season and national holidays prevented to have more 

meetings during one school year. Teachers came together once a month in pairs or 

teams to observe a model video or an action video of their own classes. As there 
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were no specially trained facilitators for this project, the researcher took this role 

upon her. During the sessions, while observing the video, teachers used the viewing 

guidelines with aspects about SCM. This was followed by a discussion about what 

they had observed. Teachers then chose two or three learning points they wanted to 

practice themselves in the following month. Ideally, they reflected upon these 

learning points during the next teacher meeting, after which a new lesson was 

observed. 

 

 

1.4. Theoretical framework of professional development 

1.4.1. Effective Teacher Education 

Ever since teacher education and professional development has been investigated, 

researchers have been trying to find a way to effectively bridge the gap between 

knowledge about teaching and learning and (student) teachers’ classroom behaviour. 

Traditional initial teacher education and professional development activities 

focussed on knowledge input (theory) while hoping teachers would implement this 

in their classroom practice. More recently the emphasis has been put on workplace 

learning, where learning preferably was connected to practice (see for an overview 

Korthagen, 2017). 

Extensive research in the past decades found that for both student teachers and 

more experienced teachers professional training needs to have certain features to be 

effective. Regarding student teachers, it is known that prior experiences and different 

backgrounds affect perceptions of teaching (Levy, den Brok, Wubbels & 

Brekelmans, 2003). Therefore, to attend to these different perceptions, teacher 

educators should promote interaction between student teachers. The goal of the 

interaction between student teachers is to make their thinking processes, beliefs and 

opinions explicit, to share their experiences, and to find solutions together. 

Interaction is especially important in situations where new pedagogical initiatives 

are introduced (Masats & Dooley, 2011).  

As it is known that pre-existing beliefs also influence the way (student) teachers 

react to educational reforms (Levy et al., 2003; Tillema, 1994; Wang & Hartley, 

2003), attitude towards SCM is an important factor to take into account in order to 

make an intervention successful (Meirink, Meijer, Verloop & Bergen, 2009). In the 

context of this dissertation, Cambodian student teachers’ attitudes towards SCM are 

built on their own childhood experiences in education and their experiences during 

their short internships. As these settings lack student-centred teaching, it is possible 
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that their attitude towards this new pedagogy is not as favourable as necessary to 

provide optimal learning and influence their ‘self-efficacy beliefs’ (Bandura, 1977). 

Self-efficacy is ‘the belief in one’s capability to organize and execute the courses of 

action required to manage prospective situations’ (Bandura, 1977, p.192). Efficacy 

beliefs can be considered as determinants of how people think, behave and feel 

(Tschannen-Moran & Woolfolk Hoy, 2007). In order to understand whether student 

teachers will implement SCM, it is important to know how student teachers perceive 

their self-efficacy towards SCM.  

For more experienced teachers, similar elements of effectiveness of the 

professional development activity were found to be important. Extensive research 

showed that (1) the content should be related to daily practice, (2) teachers should 

have the opportunity to collaborate and share knowledge with peers, (3) teachers 

need to be actively involved in their own development, and (4) teachers’ (pre-

existing) beliefs should be addressed during the activities (e.g. Darling-Hammond & 

McLaughlin, 2011; Desimone, 2009; Thurlings & den Brok, 2017). 

1.4.2. Using video in professional development activities 

Video has been used in educational settings since the 1960’s to bridge the earlier 

mentioned gap between practice and theory (e.g. Brouwer, 2011; Santagata, 2009; 

Sherin, 2004). Meta-studies in (initial) teacher education (e.g. Bayram, 2012; 

Brouwer, 2011; Gaudin & Chaliès, 2015; Wang & Hartley, 2003) about using video 

have indicated that these activities provide opportunities to support (student) 

teachers in understanding the process of teaching and learning. Video footage can be 

a tool in promoting the exchange of beliefs between (student) teachers in a 

cooperative setting and help them to reflect on educational practice (e.g. Bliss & 

Reynolds, 2004; Brouwer, 2014; Clarke & Hollingsworth, 2013; Hollingsworth & 

Clarke, 2017; Luna & Sherin, 2017; Santagata 2009). (Student) teachers have a better 

understanding and knowledge about how to plan their lessons and how to deal with 

students (Bliss & Reynolds, 2004; Santagata, 2009), they learn how to notice 

students’ way of thinking (for example, in solving math’s problems) and how they 

can align their education towards the thinking processes of the students (Davies & 

Walker, 2005; Luna & Sherin, 2017; Sherin & Han, 2004; Van Es, 2011). Observing 

their own or other teachers’ lessons can also influence the way teachers change their 

way of teaching (Davies & Walker, 2005; Sherin & Van Es, 2006). 

There are several types of video for the use of video in teacher education, from 

which the use is related to the objective of the user. In this dissertation model videos 

and action videos are used. A model video is a video with recorded examples of (parts 
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of) a lesson, in which the (mostly unknown) teacher shows teaching behaviour which 

is considered ‘best practice’. An action video is a recorded lesson of a teacher’s own 

classroom (e.g. Brouwer, 2011).  

In initial teacher education, model videos seem to be beneficial for student 

teachers; through observing the model video they understand what learning looks 

like (Bliss & Reynolds, 2004; Liu, 2005). It is known that in a complex situation, 

such as observing a lesson, student teachers can easily lose track of what is important. 

Without a specific task, teachers focus on different aspects while observing videos 

(Miller & Zhou, 2007). Therefore, using viewing guidelines helps (student) teachers 

to focus their attention (Brouwer & Robijns, 2015; Seidel, Stürmer, Blomberg, 

Kobarg & Schwindt, 2011) and to stimulate student teachers’ knowledge based 

reasoning (Santagata & Guarino, 2011).  

In a professional development activity with experienced teachers, the choice of 

video (model or action) seems to depend on the situation. Kleinknecht and Schneider 

(2013) explain that there are several advantages and disadvantages for either model 

or action videos. Experienced teachers who observe action videos are able to link 

what they see to their own experience and they are highly involved. On the other 

hand, while observing action videos they tend to be less critical in their reflection 

and build up some emotional defence. If experienced teachers observe model videos 

they are more critical in their reflection and have less emotional defence, but there 

are hardly any links to their own experience and the teachers show less involvement 

(also see Seidel et al., 2011).  

1.4.3. Analysing interaction while using videos in professional 

development activities 

Teachers’ interaction in ‘video club’ - which refers to cooperative teacher meetings 

using video footage – has been investigated for more than a decade (e.g. Luna & 

Sherin, 2017;  Roth et al., 2017; Santagata, 2009; Sherin & Han, 2004; Van Es & 

Hayton, 2006; Van Es & Sherin, 2017).  

Van Es (2006) compared this interactive, collaborative setting while observing 

video with the Community of Practice that Lave and Wenger (1991) have introduced. 

According to Lave and Wenger (1991), learning takes place in a social context. An 

important condition for a Community of Practice is therefore the presence of a 

dialogue in which the participants exchange their ideas. The learner should therefore 

be provided with a role model whom he can follow and with whom he can interact. 

Reflection is the basis for this process. Using video in professional development 

provides this role model and promotes reflection (e.g. Clarke & Hollingsworth, 
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2013; Hollingsworth & Clarke, 2017). Following this reasoning, it can be assumed 

that observing a video in a team is beneficial for teachers as this creates an 

opportunity for cooperation and dialogue in which teachers exchange their ideas and 

make their beliefs explicit.  

Attempts to analyse reflection while teachers collaboratively observe a video 

have resulted in frameworks for interaction analysis. Sherin (2003) investigated the 

role of the facilitator. She found, for example, that when the facilitator selected the 

footage a choice had already been made about the topic of the meeting. Sherin and 

Han (2004) developed a model to understand teacher focus in video clubs. They 

found that teachers were more focused on teacher behaviour than on student 

behaviour, although this changed over time in their study with math teachers. Luna 

and Sherin (2017) found that if footage showed images of student thinking, it was 

easier to guide teachers’ attention towards student thinking.  

To understand more about teachers’ conversational acts while observing video, 

Chan and Harris (2005) constructed the Cognitive Development Process Model. 

Although their study was done with individual teachers, a useful model was 

developed which could help to analyse teachers’ interactions in a video club meeting. 

Teachers’ comments were divided in two main categories, namely ‘awareness’ and 

‘reflection’. These main categories were then coded into sub categories, e.g. 

‘comprehension’, ‘accepting’/’rejection’, ‘connection’ and ‘desire to act’. A 

replication study in The Netherlands by Brouwer and Robijns (2015) found that a 

condensed version of this model was also useful there to identify (student) teachers’ 

comments while observing videos.  

1.4.4. Analysing teacher change 

In essence, this dissertation tries to understand how teachers in Cambodia change 

their daily practices towards more student-centred teaching in order to give 

suggestions of how to create effective teacher development activities while using 

video. Teacher change has been investigated by many researchers for decades (e.g. 

Clarke & Hollingsworth, 2002; Desimone, 2009; Guskey, 1999, 2002; Hall, 1978), 

especially with regards to successes and failures in implementing new ways of 

teaching. This research has shown that programs to induce teachers’ change often 

have been unsuccessful as they did not take into account teachers’ beliefs, attitudes 

and practical knowledge (Van Driel, Beijaard & Verloop, 2001). As these 

dimensions are different for every individual teacher, a professional development 

program will never have the same outcomes for every teacher. To understand teacher 

change, Clarke and Hollingsworth (2002) developed the Interconnected Model of 
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Change (see Figure 1.2). They reasoned that teacher change can take place through 

several connections between four domains, which they put in a cycle. There are 

multiple growth paths possible. Through ‘reflection’ and ‘enactment’ teachers show 

change within and between domains. ‘Reflection’ in this model can be described as 

‘carefully think about something’ and ‘enactment’ as ‘acting as a result of something 

a teacher knows, believes or experienced’ (Clarke & Hollingsworth, 2002, p. 951). 

Change can be described as change within domains or between domains.  

 

 

Figure 1.2 The Interconnected Model of Change (Clarke & Hollingsworth, 2002) 

 

 

1.5. Research questions and overview of the dissertation 

This dissertation contains six chapters and is a combination of four part studies, 

investigated in two study contexts. One part study took place in the initial teacher 

education context, to find out whether the intervention was effective for student 

teachers. Three part studies took place in the in-service context to find out whether 

the intervention was effective for (more) experienced teachers.  
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Ideally, both contexts were investigated extensively and in a similar way. There 

were only opportunities to investigate the effects of the intervention to the teacher 

education institute itself. In the in-service context the situation provided the 

opportunity to zoom in and study the intervention more in-depth. The research focus 

was subsequently on (self-reported) knowledge and skills, interaction analysis and 

teacher change. 

 

The overall research question of this dissertation is, ‘What is the effect of a 

collaborative intervention using video footage on the professional development of 

Cambodian teachers in initial teacher education and professional development 

activities, specifically with respect to the implementation of SCM?’ 

Chapter two focusses on the initial teacher education. The part study aimed to 

understand what student teachers learned during the intervention in the teacher 

training institute. The overall research question for study was formulated as follows,  

‘Do student teachers in an intervention group using model videos score higher 

on reported knowledge, attitude and self-efficacy towards student-centred teaching 

compared to those of a control group following a regular initial teacher education 

program?’  

The sub-questions addressed were,  

1. Was the intervention implemented as foreseen and how did student 

teachers evaluate the different elements of the intervention? 

2. Is there a difference in (a) self-rating of and knowledge about the aspects 

of SCM, (b) attitude towards SCM and, (c) self-efficacy towards SCM 

between the intervention group working with the model videos and the 

control group receiving regular initial teacher education program?  

As proxy-indicator to be able to say something about the implementation of 

SCM by student teachers in the future, ‘self-efficacy’ was used. 

This study took place in the PTTC of Battambang, the second largest city of 

Cambodia. The study had an experimental design with an intervention (N=68) and 

control group (N=56). The year 2 classes in which at least two of the three trained 

Cambodian teacher educators were working, formed the intervention group. There 

were three classes in the intervention group. The intervention group observed model 

videos with help of the viewing guidelines in the booklet. The control group 

consisted of three classes, which were taught by several different teacher educators 

(not trained by Ministry of Education, Youth and Sports about this intervention) and 

followed the regular curriculum. Lessons consisted of lectures about the Child 

Friendly School policy. In exceptional cases, a video could have been used to 

illustrate the traditional lectures. 
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Self-perceived knowledge, attitude and self-efficacy after the intervention were 

measured in both groups. After the intervention, all student teachers completed a 

questionnaire about knowledge, attitude and self-efficacy about SCM and evaluated 

the intervention. Descriptives were calculated for all variables. Pearson’s Chi-square 

was used to find differences between classes within the intervention group regarding 

the dichotomic evaluative questions. ANOVA’s and independent samples t-tests 

were performed on the quantitative variables to find out differences between 

intervention classes 1, 2 and 3 and between the intervention group and control group. 

This chapter has been submitted in adapted form as an independent article 

 

The first part study in the in-service context is described in chapter three. The 

main research question was, ‘What influence did video-based training have on 

Cambodian primary school teachers’ (perceived) learning about student-centred 

teaching methods?’ Teachers’ learning was defined in terms of (self-reported) 

gained knowledge and (self-reported) changed classroom behaviour. Based on this 

definition and the dimensions ‘group composition’ (team versus pair) and ‘relevance 

of the materials’ (model video versus action video) the following three sub questions 

were formulated:  

1. After collaboratively viewing and analysing videos modelling student-

centred teaching, did Cambodian primary school teachers report having 

changed their knowledge about teaching? If so, what changes occurred?  

2. After collaboratively viewing and analysing videos modelling student-

centred teaching, did Cambodian primary school teachers report having 

changed their classroom behaviour? If so, what changes occurred?  

3. Did these changes differ for teachers in different conditions (pair vs. group; 

action vs. model video)? 

This part study was a 2x2 quantitative experimental study (N=21) with teachers 

from grades 1-3 in primary education. Four conditions were investigated with two 

dimensions; ‘relevance of material’ (action video vs model video) and ‘group 

composition’ (team versus pairs). Before and after the intervention teachers 

completed a questionnaire with open ended questions about knowledge and skills 

and rated themselves on these aspects. Evaluative questions about the project were 

also asked. Semi-structured interviews were then used to understand and to clarify 

teachers’ answers from the questionnaire and evaluative questions.  

To analyse the data from the open ended questions, a system of five categories 

was established using inductive analysis which broadly covered the majority of 

answers; the categories were (1) ‘Cooperative learning,’ (2) ‘Questioning,’ (3) 

‘Resources,’ (4) ‘Games and Activities,’ and (5) ‘Other’. Descriptives (frequencies 
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and percentages) were calculated to understand which methods were mentioned 

most. Repeated measures (paired samples t-tests) were then used to determine 

statistically significant differences over time within the groups. Percentages were 

used to show the increase or decrease of methods that were described by teachers. 

Independent samples t-tests were used to determine statistically significant 

differences between groups. Because of the small group sizes, non-parametric tests 

were used in addition. 

This chapter has been published in adapted form as an independent article in the 

Journal of Technology and Teacher Education. 

 

The part study explained in chapter four continued to further investigate the in-

service context. Sherin & Hans’ model (2004) to understand teacher focus and Chan 

& Harris’ (2005) model to code conversational acts and understand interaction 

between the teachers were used. The overall research question was, ‘How do 

Cambodian teachers interact in a group setting while observing a model video?’ 

Four sub-questions were formulated:  

1. What was the teachers’ focus in discussing video footage during the 

meetings?  

2. Which conversational acts were present in teachers’ interaction while 

discussing the video footage?  

3. To what degree did individual teachers contribute to the interactions? 

4. What was the facilitator’s role during the sessions? 

5. Was there noticeable change over the course of meetings regarding 

question 1-4? 

This study was an interaction analysis study. Interactions of seven Cambodian 

teachers in six video club meetings in the setup from chapter three were analysed 

with regard to content (focus), teachers’ conversational acts, the distribution of 

contributions among teachers, and the role of the facilitator. Frequencies for the 

conversations’ focus were counted. Percentages were then calculated to determine 

what focus teachers had during the sessions and what conversational acts were most 

prevalent. Finally, the number of conversational acts for all the teachers was 

established.  

This chapter has been submitted as independent article to a peer-reviewed 

journal. 

 

Finally, chapter five describes an in-depth study with an exemplary teacher 

from the group as described in chapters three and four. This third part study observed 

teacher change within the teacher’s practice and aimed to find out which external 
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sources were most beneficial for the change this teacher showed. The general 

research question was, ‘Do we see a Cambodian teacher change according to the 

processes described in the Interconnected Model of Change (within domains and 

sequences of change between domains) while combining several data sources? If we 

see teacher change, which external resources have supported this change?’ 

Change in this study was not only an increase or decrease in e.g. applying 

certain methods or in knowledge categories, but also whether a difference was 

observed in how methods were applied and what different features of SCM were 

reported. 

This study was a qualitative, mixed methods in-depth study with one teacher. 

With the use of the Interconnected Model of Change (Clarke & Hollingsworth, 2002) 

this case study provided a full portrait of a teacher. The data were analysed by 

combining all available qualitative and quantitative data from the earlier studies from 

this teacher with lesson observations before and after the intervention to find whether 

there were sequences of change between all domains. A sequence was only reported 

if items from the interaction analysis, semi-structured interviews and questionnaires 

could one-on-one be related to what was seen in the lesson observation. Links and 

sequences were then visualised in the model of Clarke & Hollingsworth in an 

individual portrait. This chapter has been written as an independent chapter for this 

dissertation.  

 

The last chapter (chapter six) concludes the findings from all four part studies 

and will describe the limitations of this research. This chapter will finish with the 

main implications which were found for teacher education and teacher professional 

development in Cambodia.  

As all sub-studies have been written as independent articles which have been 

published or submitted to different journals, overlap can be found in the theoretical 

framework and context explanation.  

 

 

1.6. The unique research context and the role of the researcher  

The present research was complex as it worked with multiple stakeholders, namely 

national and local government, teacher training institutes, international non-

governmental organisations, (student) teachers and translators. This evoked the need 

to carefully operate between practical circumstances and research requirements.  

As this dissertation was connected to an existing intervention and set up in a 

practical situation, consequently not all parts of the research could be rigorously 
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designed as in a setup where the researcher was involved from the start. No changes 

were made to the videos, booklet or intended implementation of the program, so as 

to remain as close as possible to the existing intervention, ensuring its practical use. 

For this reason, the trained teacher educators were asked to teach the student teachers 

themselves instead of an external trainer or the researcher herself.  

Furthermore, research instruments were developed to match the possibilities of 

this context. Teachers were, for example, not used to instruments that are common 

in other countries. Furthermore, cultural features could play a role. On a Likert-type 

answering scale, for example, Cambodian participants tend to answer what they 

think the trainer wants to hear (cf. Courtney, 2012). Cultural features such as power 

distance could also cause response bias, and therefore several instruments were 

developed to be used anonymously. Triangulation of the data was very important. 

Using different instruments, open questions to elicit as much input from the teachers 

themselves and using in-depth questions in the semi-structured interviews were 

methods to avoid this bias as much as possible.  

 

Several aspects regarding the role of the researcher were important to consider, 

namely cultural issues, the combination of the researcher role and the role as 

facilitator and the fact the researcher was also the evaluator of the project.  

International organisations and foreign advisors are often unaware of their 

cultural bias (Berkvens, 2009). Doing research as a Dutch researcher in a Cambodian 

context will always cause cultural bias which the researcher should be aware of. 

Several conditions worked towards a less biased attitude of the researcher. First, the 

researcher had been in the country for over two years, working closely with teacher 

educators, management and (student) teachers and therefore knew the context well. 

Furthermore, a VSO - induction training before the placement in The Netherlands 

trained the researcher in aspects of how ‘Western views’ could hamper cooperation, 

how to avoid this and how to have an open attitude while working in a different 

country. An in-country training provided by Cambodian staff at VSO at the 

beginning of this two year placement gave an important insight into Cambodian 

culture and the Cambodian educational system. Because of this, a more careful and 

a more nuanced attitude towards the Cambodian culture was present, in comparison 

to a researcher who would come in the country for a time bound project. Finally, 

while the researcher had to work with a translator, she was able to speak Khmer on 

a basic-professional level which helped the process. The translator worked with the 

researcher for two years and therefore built up knowledge regarding student-centred 

teaching and vocabulary about the concept. 
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The researcher also became a facilitator in the in-service context. A 

facilitator/researcher is overseeing the process, giving support, initiating learning, 

keeping track of learning (e.g. Thurlings & den Brok, 2017) and can therefore not be 

objective as an outsider researcher would be. To fully understand the role as 

facilitator, the intervention first was trialled with teachers from another school which 

was not part of the research. This helped the researcher to be aware and practise her 

role as facilitator and the translator to fully understand his role.  

The cultural feature of power distance also needed to be considered as now the 

researcher was a facilitator, therefore seen as the one who holds the power and not 

to be questioned (Berkvens, 2009). To be as equal as possible in this process, all 

participants were informed extensively by the researcher about the aim of the 

research. Data were collected anonymously where possible, and treated very 

carefully in case this was not possible. Names of the schools were hidden and the 

name of teacher Veary in chapter five was chosen to hide her real name. Teachers 

were able to pick their own suitable time for the researcher to observe the lessons 

before and after the intervention. During the meetings, the researcher gave teachers 

the opportunity to run the meeting themselves, by letting the teachers first discuss by 

themselves without interfering. Most of the time, however, conversations stopped 

after a few minutes. Then the researcher continued the process with initiating 

questions. In the semi-structured interviews, teachers were asked about their 

opinions and suggestions.  

Finally, as an evaluator of the project, it was possible to ‘colour findings’ and 

make outcomes more positive or negative in order to help the organisations paint a 

certain picture. This, however, was avoided as much as possible as analysing and 

interpreting the data after the intervention was done with the help of other objective 

researchers in the research team in The Netherlands. The comments of the facilitator 

were also included in the interaction analysis and therefore controlled. 

 

 

1.7. Relevance 

The knowledge base in Cambodia regarding teacher development is scarce (cf. Sitha, 

Edwards, Williams & Kitamura, 2015). A few Cambodian and some more foreign 

scholars have described the Cambodian educational situation in general as an 

overview, which can help to understand the framework or context in which teacher 

development is situated.  

Phin, a Cambodian scholar, concluded in his study in 2017 that only 13 

scientific studies were published from 1996 onwards (Phin, 2017). Cambodian 
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researchers (Song, 2015; Sitha, 2002) studied important aspects of teacher 

development, e.g. of teachers’ beliefs, but mainly in a descriptive fashion. Findings 

of these studies were for example that teachers thought professional development 

was important, that teachers were positive about the Child Friendly School project, 

but did not feel adequately prepared for it and that certain factors (teacher-student 

relations, use of lesson plan, teachers’ enthusiasm etc.) influenced the teaching skills 

positively.  

Several (international) non-governmental organisations have investigated the 

educational situation in Cambodia or their own professional development programs. 

Berkvens (2009) and Berkvens, Kalyanpur, Kuiper & Van den Akker (2012) studied 

a professional development intervention with educational staff which was based in 

the Ministry of Education, Youth and Sports. Prigent (2016) wrote a research report 

about how to improve teacher education quality. Courtney and Gravelle (2014) 

investigated a program for early reading skills.  Shuttleworth and Shuttleworth 

(2017) investigated the results of their self-developed teacher education program. 

These reports are valuable in understanding the Cambodian context, but it is clear 

that the knowledge base in Cambodia to answer the question which approach to 

teachers’ professional development is best, should be supported with further 

empirical evidence.  

In 2016, the Ministry of Education, Youth and Sports questioned how to 

improve the quality of education in Cambodia (MoEYS, 2016). This dissertation, 

therefore, hopes to contribute towards an answer and provide a better understanding 

of the ways (initial) teacher education can improve. Furthermore, it investigates 

whether positive effects of using video with teachers in other parts of the world can 

be helpful for teachers in this context. This research will therefore add to the general 

knowledge base about interventions with video and the influence of cultural factors. 

As it is known that the development towards more student-centred pedagogy is 

generally a challenge for teachers and for teacher education (e.g. Baeten et al., 2015; 

Baeten, Kyndt, Struyven & Dochy, 2010; Chiphiko & Shawa, 2014; Song, 2015; 

Swinkels, 2017), this study aims to aid those governments in similar challenging 

situations who want to move towards more student-centred pedagogies. 
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Using model videos in initial teacher 

training to stimulate student teachers to 

use student-centred teaching methods in 

challenging contexts* 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

* This chapter was submitted in adapted form as (Lok, L., Schellings, G.L.M., den Brok, P. 

(submitted). Using model videos in initial teacher training to stimulate student teachers to 

use student-centred teaching methods in challenging contexts). 
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Using model videos in initial teacher training to stimulate 
student teachers to use student-centred teaching methods in 

challenging contexts 
 

Abstract 

 

While it was found that observing videos of good practices (i.e. model videos) is an 

effective tool in initial teacher education in several countries, it is unknown whether 

this is also suitable for countries with different cultural, political and historical 

contexts, such as Cambodia. An intervention study with 124 student teachers 

compared a condition in which student teachers observed model videos about 

student-centred teaching methods, and a control condition following the regular 

initial teacher education program. After the intervention student teachers completed 

a questionnaire. Student teachers in the intervention group reported higher perceived 

knowledge about SCM, more positive attitudes and higher self-efficacy concerning 

applying student-centred teaching methods compared to those in the control group. 

Observing model videos using a structured viewing guide thus seems to be a 

promising tool in initial teacher education in Cambodia to stimulate student teachers 

in applying student-centred teaching methods in their future classroom practice.  
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2.1. Introduction  

In the study in the present chapter, an intervention in initial teacher education using 

model videos to introduce student-centred teaching to future teachers in Cambodia 

is examined while keeping cultural challenging conditions in mind. The intervention 

was set up by the Cambodian government to help student teachers implement SCM 

in order to stimulate active learning in their practice. The question arises whether the 

advantages of working with videos as is demonstrated in meta-studies (Bayram, 

2012; Brouwer, 2011; Gaudin & Chaliès, 2015) are also applicable to an entirely 

different cultural, historical and political context, namely Cambodia. This study is 

noteworthy for other countries with challenging (cultural) contexts that aim to 

develop student-centred pedagogies. 

Educational research in Cambodia is not as abundant as in other regions in the 

world (Sitha et al., 2015). Research by a Cambodian scholar showed only 13 other 

scientific studies were published from 1996 onwards (Phin, 2017). Both foreign and 

Cambodian scholars investigated aspects of teacher development, for example 

teacher beliefs (Sitha, 2002; Song, 2015), the ‘political economy of schooling’ 

(Kitamura, Edwards, Williams & Sitha, 2016), how to improve teacher education 

quality (Prigent, 2016) or professional development programs as part of an 

international non-governmental organisation (e.g. Courtney & Gravelle, 2014; 

Shuttleworth & Shuttleworth, 2017). This was mainly done in a descriptive way, 

using questionnaires and classroom observations. It is clear that to answer the 

question which approach is best for Cambodian teachers’ professional development, 

further empirical evidence is necessary. Therefore, this study also tries to provide 

empirically supported suggestions for the improvement of initial teacher education 

in Cambodia. 

 

The reason to improve (initial) teacher education comes from the challenges in 

the current Cambodian educational context. In a mid-term review report of the 

Education Sector Plan 2014-2018 by the Cambodian government, it was concluded 

that aspects of quality (children staying in school and receiving good education) were 

still not being met. Many students did not succeed in reaching a proficient level in 

Khmer and Math in 9 years of basic education (Ministry of Education, Youth and 

Sports, 2016).  

To raise educational quality, Cambodia has been implementing active learning 

pedagogies since 2007. Advocates of this pedagogy state that active learning 

improves student learning, achievement and motivation (Ginsburg, 2010; Paine et 

al., 2016) and stimulate high-order thinking (Akpan & Beard, 2016; Shuell, 1988). 
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In the process of active learning, the students themselves perform activities such as 

processing, storing and retrieving information. Furthermore, they are actively 

involved in problem solving or developing coherent conceptual structures (Johansen, 

2009; Krahenbuhl, 2016; Loyens & Rikers 2011). 

In order to enhance active learning, teachers use SCM. It takes time and new 

competencies for teachers to learn how to engage their learners while building a solid 

learning base (Baeten et al., 2015; den Brok et al., 2004; Loyens & Rikers, 2011). 

Brekelmans, Sleegers and Fraser (2000) found that these new competencies included 

activating the learners, taking a more coaching role rather than an information 

transmission role and supporting knowledge construction.  

To help teachers to acquire the new competencies, an important role is also to 

be played by teacher training institutes. However, these institutes struggle with 

finding effective ways to teach student teachers to engage in more student-centred 

teaching (Baeten et al., 2015; Swinkels, 2017). This highlights the need for further 

research into how improved SCM training can be achieved. 

Review studies (Bayram, 2012; Brouwer, 2011) have shown that in several 

countries working with video in initial teacher education is effective in order to help 

student teachers to understand new approaches to teaching. Model videos, i.e. videos 

of best practices, help student teachers to understand the complexity of the teaching 

task. Furthermore, teachers improve their lesson planning, and know how to better 

help students in their learning process during classes (Bliss & Reynolds, 2004). 

Apparently, observing model videos improves competencies in (student) teachers 

that Brekelmans et al. (2000) found needed for fostering active learning. 

However, several aspects may affect the learning outcomes when using 

interventions that include observing model videos, such as the amount of interaction 

and the use of structured tasks. It is known from prior research that beliefs and 

experiences form a frame of reference by which student teachers observe videos 

(Wang & Hartley, 2003). Student teachers (as do other learners) have different 

backgrounds (e.g. age, prior education, socio-economic background, motivation, 

etc.) and prior experiences, and these factors affect their perceptions of teaching 

(Levy et al., 2003). Therefore, to attend to these different factors and experiences, 

teacher educators should promote interaction between student teachers. The goal of 

the interaction between student teachers is to make their thinking processes, beliefs 

and opinions explicit, to share their experiences, and to find solutions together. 

Interaction is especially important in situations where videos about new pedagogical 

initiatives are observed (Masats & Dooley, 2011).  

Besides interaction, it is known that in a complex situation (such as observing 

a lesson) participants can easily lose track of what is important, without a specific 
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focus on different aspects while observing video (Miller & Zhou, 2007). Therefore, 

using a viewing guide helps student teachers to focus their attention (Brouwer & 

Robijns, 2015; Seidel et al., 2011) and to stimulate student teachers’ knowledge 

based reasoning (Santagata & Guarino, 2011).  

In the present study, the ‘effects’ of observing model videos were examined in 

a completely different context. Cambodia is still heavily influenced by the civil war 

from 1975-1979. Effects of this war are still present in society today. Still many 

teachers do not have the right qualifications to teach as the majority of educators 

were killed during the war and in order to rebuild the educational structure, people 

were asked to teach the level they had already achieved (Bunlay et al., 2010). This 

also applies to staff in educational administration and teacher education institutes. 

In Cambodia, the program in which teachers are encouraged to use a more 

student-centred approach is called the Child Friendly School policy (Ministry of 

Education, Youth and Sports, 2007). In initial teacher education student teachers 

learn about this program in their two year teacher training. Although they evaluated 

the teacher training program in general as satisfying, they reported they did not feel 

prepared enough to teach (Williams, Kitamara, Ogisu and Zimmerman, 2015).  

To help student teachers to implement SCM, a video intervention was 

developed by Ministry of Education, Youth and Sports in 2011. Student teachers 

observed model videos from three school subjects, guided by viewing guidelines and 

followed by collaborative activities. Aspects of student-centred teaching and 

learning which were incorporated in the videos were ‘Classroom management and 

layout’, ‘Group work’, ‘Questioning’, ‘Learning games’, ‘Using resources in the 

classroom’ and ‘Assessing student learning’ (see Table 2.1). 

 

Different factors may influence whether observing model videos is a promising 

tool in the Cambodian setting. Cultural and pedagogical features, teachers’ lack of 

knowledge of SCM and low self-efficacy beliefs might have an effect on a successful 

intervention. 

Berkvens (2009) found that Cambodian culture is characterized by a high 

power distance, high collectivism and high uncertainty avoidance. Cambodian 

teachers are seen as the experts who are protecting the knowledge. Knowledge is 

therefore not easily shared as sharing knowledge will leave the teacher without 

their status (Ogisu, 2015). 

Furthermore, a high collectivism might restrain students from having their own 

opinion as this might detach student teachers from the group (Hofstede, 1986). 

People in a culture with a high uncertainty avoidance try to avoid unstructured and 

unclear situations. Teachers and students will therefore ‘maintain strict codes of 
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behaviour and belief in absolute truths’ (Hofstede, 1986, p.308). Consequently, 

teacher educators themselves might have difficulties in facilitating interaction and 

cooperation among student teachers and letting student teachers understand 

cooperative learning strategies to use within SCM.  

 

Table 2.1 Aspects of student-centred teaching within the Child Friendly School policy 

(Adapted from DVD-booklet (DCD, 2011) and Child Friendly School lesson observation 

tool (Ministry of Education, Youth and Sports, 2007) 3 
 

Aspects Operationalisations for teachers to 

 observe/implement in the classroom 

Classroom management and layout * Teacher uses student names 

* Teacher involves as much students as 

possible; every section of the class is 

involved in some way – front of the class, 

answering, group activity, practical work 

* Teacher has the class set up in a way that 

student-centred learning easier 

Group work * Students understand the class routines, e.g. 

group work 

Questioning * Teacher uses questions that make pupils 

think, not just questions that help them to 

remember 

* Students have to think as part of the lesson 

(not only just repeating or copying) 

Learning games * Teacher uses ‘games’ and ‘quiz’ to help 

students learn 

Using resources in the classroom * Teacher uses resources from the 

community or the home to make the learning 

relevant / help students to understand 

Assessing student learning * Teacher knows when students have 

understood or not and support those who 

need more support 

 

As it is known that pre-existing beliefs influence the way student teachers react 

to educational reforms (Wang & Hartley, 2003), attitude towards SCM is an 

                                                             
3 Although the researchers want to stay close to the original document, some terminology has been adapted to the 

match the regular scientific educational discourse. 
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important factor in the success of a video intervention (Meirink et al., 2009). 

Cambodian student teachers’ most likely did not experience SCM in their own 

education, therefore, it is possible that their attitude towards this new pedagogy is 

not as favourable as necessary to provide optimal learning.  

As previously mentioned, student teachers evaluated the teacher training 

institute as satisfactory, but they did not feel prepared to teach (Williams et al., 2015). 

These feelings of inadequacy are important with respect to ‘self-efficacy beliefs’ 

(Bandura, 1977), ‘the belief in one’s capability to organize and execute the courses 

of action required to manage prospective situations’ (p.192). Efficacy beliefs can be 

considered as determinants of how people think, behave and feel (Tschannen-Moran 

& Woolfolk Hoy, 2007). In order to implement SCM, it is important to know how 

Cambodian student teachers perceive their self-efficacy towards SCM.  

 

2.2. Research questions  

To find out whether Ministry of Education, Youth and Sports’ efforts to improve 

student teachers knowledge about SCM and using model videos were beneficial in 

Cambodia’s initial teacher education, the overall research question of the present 

study was,  ‘Do student teachers in an intervention group using model videos score 

higher on reported knowledge, attitude and self-efficacy towards student-centred 

teaching compared to those of a control group following a regular initial teacher 

education program?’  

The sub-questions were addressed as,  

1. Was the intervention implemented as foreseen and how did student 

teachers evaluate the different elements of the intervention?  

2. Is there a difference in (a) self-rating of and knowledge about the aspects 

of SCM, (b) attitude towards SCM and, (c) self-efficacy towards SCM 

between the intervention group working with the model videos and the 

control group receiving traditional initial teacher education program?  

‘Self-efficacy’ was used as operationalisation to be able to say something about 

the implementation of SCM by student teachers in the future.  

 

2.3. Method 

This study took place in the Provincial Teacher Training College of Battambang 

where the researcher worked as an educational advisor. The teacher education 

program consists of two years. Learning about SCM and the Child Friendly School 
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policy in Khmer, Maths and Social Science was placed in the second year of the 

curriculum. 

The intervention consisted of a set of three model videos with three model 

lessons in Khmer, Maths and Social Science for primary education (grade 1 to 3) and 

an accompanying booklet with a viewing guide4. In the model videos, Cambodian 

teachers taught in a local school comparable with the schools student teachers would 

teach in after finishing their practice. In the accompanying booklet it was explained 

that the teachers in the model video did not show a perfect lesson, but used some 

SCM in the given context (Ministry of Education, Youth and Sports/DCD, 2011). In 

order to enable teacher educators to use the intervention, the Ministry of Education, 

Youth and Sports trained three teacher educators (Khmer, Math and Social Science) 

from every provincial teacher training institute. They participated in a four day 

training during the year before the implementation. In this training, the intention was 

to inform the three teacher educators about the model videos and the intended 

process. They observed some model videos and worked with the viewing guidelines 

in the accompanying booklet. 

The study used a quasi-experimental design with an intervention and control 

group, and measured (self-perceived) knowledge, attitude and self-efficacy after the 

intervention. The year 2 classes in which at least two trained Cambodian teacher 

educators were working, formed the intervention group. There were three classes in 

the intervention group. The intervention group observed model videos with help of 

a structured task in the booklet. The booklet consisted of an explanation of the project 

and viewing guidelines. In the viewing guidelines, the student teachers had to tick 

from a list the SCM that they noticed to be present in the videos. In the ideal 

intervention, student teachers observed nine videos while ticking the SCM, and 

participated in the whole class discussion about the aspects of SCM which had been 

observed (or not). The three classes in the control group followed the regular 

curriculum consisting of lectures about this SCM. In exceptional cases, a video was 

used to illustrate the lectures. 

2.3.1. Participants 

In total, 124 student teachers participated (see Table 2.2). The intervention group 

consisted of 68 student teachers with a mean age of 21.9 (SD 1.84) years. The control 

group consisted of 56 student teachers, with a mean age of 21.09 (SD 1.73) years. 

Pearson’s Chi square revealed no significant differences in gender and educational 

                                                             
4 The authors of this article were not part of the interventions’ developing team and had no 

influence in any aspect of the preparation of the video or booklet.  



2 

Initial teacher education 

 

43 
 

background between the intervention and control group. An independent samples t-

test neither showed differences regarding age.  

 

Table 2.2 Background variables of the participants in the intervention and control classes 

Class  N (% female) Mean Age (SD) Educational 

background (%) 

Intervention classes 68 (64.7) 21.90 (1.84) grade 12: 77.9 

grade 9: 7.4 

other: 14.7 

1  25 (60) 22.2 (1.85) grade 12: 100  

2  24 (58.3) 21.13 (1.57) grade 12: 70.8  

grade 9: 16.7  

other: 12.5  

3  19 (78.9) 20.32 (1.64) grade 12: 57.9  

grade 9: 5.3 

other: 36.8 

    

    

    

Control classes 56 (71.4)      21.09 (1.73) grade 12: 69.6 

grade 9: 17.9 

other:12.5 

4  19 (73.7) 21.05 (1.75) grade 12: 68.4  

grade 9: 10.5  

other: 21.1 

5  18 (50) 21.61 (1.94) grade 12: 61.1  

grade 9: 27.8  

other: 11.1  

6  19 (89.5) 20.63 (1.89) grade 12: 78.9  

grade 9: 15.8  

other: 5.3 

 

2.3.2. Data collection  

As educational research is not very often undertaken in Cambodia (cf. Sitha et al., 

2015), people are not often confronted with scientific instruments to investigate 

educational processes. To cope with the fact that participants were not used to the 
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manner in which researchers typically ask questions, a questionnaire was developed 

by the first author (see Table 2.3). The questionnaire was piloted twice with 

randomly chosen student teachers. An interview with student teachers after the pilot 

was held to find out where difficulties were encountered and whether the way of 

questioning should be adjusted. Based on this interview and outcomes, small 

adaptions were made. Questionnaires were completed anonymously. 

 

Table 2.3 Part and type of items of the questionnaire 

Part of questionnaire Type of items 

Evaluation of the intervention  Five evaluative questions about the intervention, one 

overall judgement  

Knowledge 

 

Identifying SCM from a list of 10 methods 

one question for self-rating of knowledge about SCM  

Attitude 

 

Attitude scale consisting of five bipolar statements  

one question for self-rating attitude towards SCM 

Self-efficacy  One question for self-rating efficacy in teaching SCM  

 

Evaluation of the intervention - After the intervention, student teachers in the 

intervention group were asked five dichotomous questions (yes/no) to learn whether 

certain aspects of the intervention were implemented and how student teachers 

valued these aspects. Questions were (1) ‘I think the lessons on the video are 

realistic’, (2) ‘I feel the booklet was useful’, (3) ‘I feel the booklet was easy to use’, 

(4) ‘After observing the video, we worked in pairs’ and (5) ‘I think working together 

after observing the video was useful’. Finally, student teachers were asked to give 

an overall judgment of their satisfaction with the intervention on a ten-point scale 

(adapted from Darling-Hammond & Snyder, 2000).  

 

Knowledge about SCM – Student teachers of both groups were asked to select SCM 

from a list of 10 teaching methods (six student- and four teacher-centred). Table 2.4 

shows the six SCM methods, based on the six aspects of student-centred learning 

(see Table 2.1). After reliability analysis, a total score based on five out of six SCM 

could be constructed with a fairly acceptable (e.g. Lance, Butts & Michels, 2006) 

Cronbach’s alpha (α= .61).  
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Table 2.4 Six SCM items from the list of 10 teaching methods 

Note: # This item was deleted for reliability purposes. 

 

A second aspect of knowledge was the self-rating of knowledge on a ten point 

answering scale. Students had to indicate to what degree they felt knowledgeable 

about SCM (see Figure 2.1). 

 

 (0= I know nothing about SCM, 10= I know everything that there is to know about SCM) 

 

 

 

 

Figure 2.1 Self-rating of knowledge 

 

Attitude towards SCM - The five questions about attitude consisted of a beliefs-scale; 

on both ends of the scale a statement about a teaching approach was placed. At one 

end, the statement was about student-centred teaching, while at the other it was about 

teacher-centred teaching. Student teachers were asked to tick on a five point scale 

which statement they agreed with most (see Figure 2.2). 

 

students can learn by 

themselves and from their 

peers 

      

 

         1  -  2  -  3  -  4  -  5  

students can only learn 

from the teacher 

Figure 2.2 Sample item regarding attitude towards student-centred teaching 

 

Aspects Item  

Classroom management and layout Working in pairs on a solution  

Groupwork # Working in groups on a task in which 

every student is involved 

Questioning Asking questions which let students think 

and apply the knowledge from that lesson 

Learning games Using learning games to involve the 

students and help students remember 

Using resources in the classroom Showing pictures which help students 

understand and remember 

Assessing student learning Noticing students with difficulties and give 

them extra help during the time that other 

students work independently 

0 5 10 
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To avoid response patterns (e.g. Hamamura, Heine & Paulhus, 2008), the 

student-centred statement was sometimes on the right side of the scale, sometimes 

on the left side. In order to create an unidimensional attitude scale mapping the 

degree to which attitudes favoured SCM, items were all (re)positioned such that 

lower scores represented less favoured SCM and higher scores more favoured SCM. 

Student teachers’ ratings were categorized into three categories; answers 1-3 (e.g. 

the more teacher-centred and neutral options) on the scale became (1) ‘no belief in 

favour of student-centred teaching’, answer 4 became (2) ‘slightly in favour of 

student-centred teaching’ and answer 5 became category (3) ‘completely in favour 

of student-centred teaching’. Cronbach’s alpha of this transformed scale was α = .65, 

which is fairly acceptable (e.g. Lance et al., 2006).  

In addition, both groups were asked to do a self-rating after the intervention 

about their attitude towards SCM on a ten-point scale, similar to the knowledge 

rating (‘How important do I think is using SCM in the classroom?’). 

 

Self-efficacy - All student teachers were asked to rate themselves on a scale from 1 

to 10 how capable they felt to use SCM in their own classroom (‘How capable am I 

in using these methods in the classroom?’).  

 

2.3.3. Data analysis 

Descriptives were calculated for the evaluation questions of the intervention. 

Pearson’s Chi-square was used to find differences between classes within the 

intervention group regarding the dichotomic evaluative questions. An ANOVA was 

performed to find out differences between intervention classes 1, 2 and 3 in terms of 

their satisfaction with the intervention, in which the overall rating was the dependent 

variable and the class number the independent variable. 

For all self-ratings of knowledge, attitude and self-efficacy descriptives were 

calculated. This was also done for the knowledge and attitude scales. Then, an 

independent samples t-test was performed to investigate whether there were 

differences for these variables between the intervention and control groups. An 

ANOVA was used to investigate differences within the intervention classes, with the 

ratings and scales as the dependent variables and class number as the independent 

variable.  

To see whether certain methods were recognized as SCM methods and whether 

this differed between the intervention group and the control group, we scored for 

presence; a ‘1’ was given when the method was selected by the student teachers and 
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‘0’ for not selected. Percentages of how often the particular method was selected as 

being student-centred by the student teachers were calculated and Pearson’s Chi 

square was used to investigate differences between the intervention group and 

control group.  

 

 

2.4. Results 

2.4.1. Implementation and evaluation of the intervention 

In total, the intervention group observed 5.81 (SD 1.71) model videos. When looking 

at the different classes in the intervention group it appeared that student teachers in 

class 1 observed significantly more videos (F (2,1) =59.18; p < .01) than those in 

classes 2 and 3 (respectively M = 7.6 (SD 1.12), M = 4.74 (SD 0.68) and M = 4.79 

(SD 1.27)).  

Student teachers were very positive about the intervention; they rated the overall 

project with a 8.34 (SD 1.75). Almost all student teachers found the booklet useful, 

more than 64% or more thought it was easy to use. More than 60% of the student 

teachers found the observed videos realistic. Student teachers confirmed they worked 

in pairs after the lessons, although the percentages differed between the intervention 

classes. 83% found that working in pairs was effective.  

In Figure 2.3, percentages of ‘yes’ are reported separately per class for the 

evaluative questions. There were no large differences to report, except for the item 

‘after the lesson we discussed the video in pairs’. In class 1 most collaborative 

working was reported. 
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Figure 2.3 Answers to evaluative questions per class in the intervention group, in 

percentages ‘yes’. 

 

2.4.2. Differences in knowledge, attitude and self-efficacy between 

intervention and control group  

Figure 2.4 shows the differences between the groups in their self-ratings. Regarding 

knowledge about SCM, student teachers of the intervention group rated themselves 

statistically significantly higher than those of the control group (t (120) = 2.69; p < 

.01). Student teachers in the intervention group rated themselves with a 6.68 (SD 

1.68), in the control group with a 5.93 (SD 1.43) which are both average ratings. 

There were no statistically significant differences on self-rating between classes 1, 2 

and 3 of the intervention group. Concerning identifying SCM, the intervention group 

selected 2.65 (SD 1.50) SCM out of five after the intervention. The control group 

selected 2.29 (SD 1.55) SCM. There was no statistically significant difference 

between the intervention and control group in this respect. Nor was there a 

statistically significant difference in selecting SCM between classes within the 

intervention group.  

Table 2.5 shows which methods were selected in percentages. Four out of five 

methods were selected more often by the intervention group than the control group, 

0 20 40 60 80 100 120

Lessons on DVD are realistic

Booklet is easy to use

Booklet is useful

After the lesson, we discussed the video in
pairs

Working together after observing the DVD
was useful

class 1 class 2 class 3
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but there was no statistically significant difference between the intervention and 

control group, nor was there within the intervention group (class 1, 2 and 3). 

 

 

Figure 2.4 Self-ratings intervention group and control group. 

 

 

Table 2.5 Percentages of student teachers selecting SCM  

SCM  Intervention group Control group 

 ‘working in pairs’ 42.6 33.9 

 ‘showing pictures’ 42.6 48.2 

 ‘using learning games’ 75.0 62.5 

 ‘noticing and supporting students with 

difficulty’ 

55.9 39.3 

‘asking questions’ 48.5 44.6 

 

Regarding attitude (see Figure 2.4), student teachers in the intervention group 

rated themselves statistically significantly higher (t (120) = 2.62; p < .01) on 

perceived importance of SCM compared to the control group (respectively M=8.79 

(SD 1.53) and M=7.95 (SD 2.00)). This means that the intervention group reported 

to have an attitude that was more favourable towards SCM. Classes 1, 2 and 3 within 

the intervention group did not show a statistically significant difference in this 

respect. 

In both groups, the attitude towards SCM in terms of the attitude scale could be 

described as ‘slightly student-centred’. The intervention group had a score of 2.07 

(SD .55) on the constructed scale, the control group 2.09 (SD .51). There was no 

statistically significant difference between the intervention and control group. A one-

6,68
5,93

8,79
7,95

7,3
6,11
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intervention control
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way ANOVA did not show statistical significant differences within classes 1, 2 and 

3 of the intervention group.  

Finally, as shown in Figure 2.4, the intervention group had a statistically 

significant higher rating of their self-efficacy (M = 7.30, SD 1.61) than the control 

group (M = 6.11, SD 1.51) (t(120) = 4.21; p < .01). Within the intervention group 

there was no statistically difference between classes 1, 2 and 3. 

 

 

2.5. Conclusion and discussion 

2.5.1. Conclusion 

This study tried to understand whether a video-intervention would be beneficial in 

initial teacher education in Cambodia with respect to knowledge and self-efficacy 

beliefs towards using SCM. The study used an experimental design with an 

intervention (N=68) and control group (N=56) and measured (self-perceived) 

knowledge, attitude and self-efficacy after the intervention. After the intervention all 

student teachers completed a questionnaire about knowledge, attitude and self-

efficacy about SCM and evaluated the intervention.  

The conclusion, based on the findings in this study, indicated that the 

intervention may have been moderately successful. After the intervention, the self-

ratings of the student teachers in the experimental group were higher than the ratings 

in the control group and the intervention was regarded by student teachers as highly 

positive. After the intervention, more positive results were found of student teachers’ 

self-ratings of knowledge, attitude and self-efficacy with respect to SCM.  

The implementation of the intervention was not as complete as the developers 

had foreseen; student teachers did not observe all nine videos and cooperative 

learning activities were not always implemented. When asked, student teachers 

mentioned differences among teacher educators to initiate collaborative activities 

(personal communication with researcher). The intervention group was very positive 

about the intervention in general and about the implementation process. Although 

the cooperative learning activities were valued, not all intervention classes reported 

to have benefited equally in terms of the implementation of the intervention. Class 1 

had the best circumstances (i.e. highest background and best ideal implementation), 

but this did not lead to any differences in reported outcomes compared to the other 

two intervention classes.  

After the intervention, the intervention group reported to have more knowledge 

about SCM, found SCM more important to use (i.e. attitude) and reported to have 
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more confidence (i.e. self-efficacy) to use these methods than the control group. 

However, although the student teachers reported higher self-ratings, other items of 

the questionnaire regarding knowledge and attitude did not show a statistically 

significant difference between the intervention and the control group. Given the fact 

that the more detailed instruments did not show any significant differences, this 

seems to suggest that there is not yet a profound understanding of the new concepts 

with student teachers. This is in line with a prior study on SCM in Cambodia by Song 

(2015).  

A reason for the low scores on the non-self-rating knowledge questions could 

be that teacher educators might have had difficulties with facilitating enough group 

interaction, since the reported percentage of interaction by student teachers varied 

between 45 and 75 percent in the different intervention classes. As mentioned before, 

interaction is essential while observing a video (Masats & Dooley, 2011). Although 

the teacher educators were trained in a four day workshop, this training might not 

have been as effective as needed for the intervention. Berkvens (2009), who studied 

professional development in Cambodia, concluded that many large-scale workshops 

organised by Ministry of Education, Youth and Sports and developmental 

organisations did not produce changes in classroom activities. Teacher educators 

might therefore not have been sufficiently equipped to execute the intervention as it 

was meant to be. 

A video intervention with video and structured tasks is a promising method to 

use in this context, but further research is necessary to develop the most favourable 

circumstances. 

2.5.2. Limitations and further research 

Due to the specific research context, several choices had to be made that provided 

some limitations. First, this study mostly relied on a self-report instrument that is a 

relatively anonymous instrument without the concerns that the respondent is being 

judged. Research about response style patterns (e.g. Hamamura et al., 2008) show 

that self-report can be culturally biased. From previous research in other countries 

(de Jong et al., 2014; den Brok, Bergen & Brekelmans, 2006) it is known that 

teachers and student teachers find it difficult to rate themselves while reporting their 

own improvement or educational skills. Although at this stage of the educational 

research in Cambodia, self-reports give important information and create a safer 

research environment, further research should use instruments that go beyond self-

reports, such as observations in the classroom. Newly developed instruments with a 
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higher Cronbach’s alpha and several items per variable would provide further 

information about the aspects studied.  

Secondly, to ensure that the intervention was implemented in a situation 

resembling normal practice, no special arrangements before or during the 

intervention period were made. Research shows that effects of interventions are 

larger when the developers themselves implement it instead of the regular teacher 

(Lavery, 2008) as they are more aware of the intervention’s specific goals and have 

more background knowledge. In the present study the choice was made to let teacher 

educators implement the intervention themselves. This situation matched the real 

situation and would make the research more applicable and more useful for practice.  

Finally, a research design with a pre-test would have made it possible to see 

individual improvements over time. It might have been the case that some 

differences after the intervention were also already present before the intervention. 

It takes more than one intervention to change ones attitude towards an 

educational reform. Therefore, the small difference in self-ratings of knowledge, 

attitude and self-efficacy between the intervention and control group can be regarded 

as a positive outcome and shows a promising first step for using this intervention.  

Our results signify the need for developing a deeper understanding of using 

SCM with both student teachers and teacher educators. More time is required in 

order to develop specific knowledge during teacher education and to provide follow-

up support. Results on the question ‘distinguishing SCM in methods’ found that a 

large percentage of student teachers in both groups identified ‘games and activities’ 

as SCM, but the other methods were less identified as SCM. This means that ‘games 

and activities’ for many Cambodian student teachers equals to SCM. Possibly, 

‘games and activities’ are relatively easier to make visible in video images, and are 

easier to understand and put in practice for (student) teachers.  

Cultural aspects which were mentioned in the introduction, such as uncertainty 

avoidance, or being protective or restrictive in expert knowledge (Berkvens, 2009), 

could have affected the deeper level understanding of SCM, but this assumption 

cannot be established with the current study. Further research should measure 

participants’ scores on Hofstede’s (1986) cultural dimensions in order to directly 

investigate the effects of cultural values.  

Because the ratings for self-efficacy are statistically significantly higher for the 

intervention group, it may be expected that these student teachers are more likely to 

implement student-centred teaching than the students in the control group 

(Tschannen-Moran & Woolfolk Hoy, 2007). Follow up research with students 

teachers in their first year of teaching might reveal whether this is actually the case.  
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2.5.3. Implications and recommendations 

Using an intervention with model videos and a viewing guide seems to be a valuable 

approach in the teacher training institute in Cambodia to teach about SCM, but likely 

also for other educational topics. The recommendation therefore is to continue using 

model videos with structured tasks in Cambodian teacher training institutes. 

Ongoing support to teacher educators, student teachers and practice schools 

should be a priority of the policy makers and management of the teacher training 

institutes. Teacher educators are at the start of education reform and can educate 

many new teachers. Professional development of teachers takes time and needs 

continuous effort and support from the environment in which they teach (e.g. 

Thurlings & den Brok, 2017). Another important facet is to improve the use of SCM 

in practice schools as these practice schools welcome student teachers in their 

schools for their internship. A similar intervention is therefore needed for those 

teachers working with student teachers in their classroom.  

Even without ideal implementation factors, the student teachers of the 

intervention group appear to be more likely to implement SCM as predicted by the 

higher self-efficacy rates (Tschannen-Moran & Woolfolk Hoy, 2007). Using model 

videos in situations where implementation factors are complicated not only may be 

beneficial for initial teacher education in Cambodia, but also for countries that have 

a similar challenging educational situation. 
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Investigating effects of using video in  

teacher education in Cambodia 
 
Abstract 

While research has shown that video can be an effective tool in teachers’ professional 

development in industrialized countries, it is unknown whether this is also true for 

other countries with distinctive cultural, political, and historical contexts, such as 

Cambodia. This chapter presents results from a study that examined the effectiveness 

of using video to introduce student-centred teaching to in-service teachers in 

Cambodia. The professional development activity consisted of collaboratively 

watching and discussing videos of teaching practices. A 2x2 design was used, 

varying group conditions (team versus pair) and relevance of the material (model 

video versus action video). The findings indicated that although it was not possible 

to determine if there had been changes in self-perceived teacher behaviour, using 

video led to an increase in teachers’ perceived knowledge of student-centred 

teaching, especially for the team-model video combination. 
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3.1. Introduction 

This study focuses on the professional learning of Cambodian teachers and 

investigates the application of discussion about video footage of classroom teaching 

images to support teachers in their development towards student-centred teaching. 

The Royal government of Cambodia set up this initiative to help (student) teachers 

implement student-centred teaching methods (SCM) in their classrooms to stimulate 

active learning. The initiative consisted of teachers watching videos of other teachers 

(model video) or themselves (action video) during teacher meetings (either in pairs 

or with a team). 

The question driving this study is whether the promising results of working 

with videos found in other countries, such as The United States (Borko et al., 2011; 

Sherin & Han, 2004), the Netherlands (Brouwer & Robijns, 2015) and Germany 

(Kleinknecht & Schneider, 2013),  are also visible in Cambodia, a country with an 

entirely different cultural and historical context. As far as is known, the use of video 

footage as a tool for learning in teacher education or in professional development 

has never been investigated in the context of Cambodia. This study is relevant as it 

may help Cambodian teachers to improve their teaching practices, as well as inform 

teacher educators about the potential of using video in teacher education. In addition, 

this study is also relevant for other countries with challenging (cultural) contexts that 

aim to develop student-centred pedagogies. In many parts of the world where 

governments want to change education, the development towards more student-

centred pedagogy is a challenge for teachers and for teacher education (e.g. Baeten 

et al., 2015; Baeten et al., 2010; Chiphiko & Shawa, 2014; Song, 2015; Swinkels, 

2017).  

 

 

3.2. Theoretical Framework  

3.2.1. Promoting active learning through video 

Active learning pedagogies are implemented because they are believed to improve 

student learning, achievement and motivation (Ginsburg, 2010; Paine et al., 2016) 

and to stimulate high-order thinking (Akpan & Beard, 2016; Shuell, 1988). 

Performing activities by students themselves (such as processing, storing and 

retrieving information) is a main component in active learning. Furthermore, during 

active learning, problem solving or developing coherent conceptual structures are 

trying to be evoked (Johansen, 2009; Krahenbuhl, 2016; Loyens & Rikers 2011).  
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In order to implement active learning pedagogies or SCM, teachers need to 

learn how to actively engage their learners and support knowledge construction. To 

change their role from transmitting knowledge to coaching students to acquire 

knowledge (Baeten et al., 2015; den Brok et al., 2004; Loyens & Rikers, 2011), 

teachers need new competencies. An obstacle to SCM implementation is teachers’ 

lack of knowledge and competencies about how to achieve this (Van Driel et al., 

2001, Krahenbuhl, 2016).  

To help teachers acquire such teaching skills, effective methods need to be 

developed that can be used in both teacher education as well as the continuing 

professional development of teachers. Research suggests that teachers learn most 

effectively when learning activities include the following elements: (1) content is 

related to daily practice, (2) teachers have the opportunity to collaborate and share 

knowledge with peers, (3) teachers are actively involved in their own development, 

and (4) teachers’ pre-existing beliefs are addressed during the activity (e.g. Darling-

Hammond & McLaughlin, 2011; Desimone, 2009; Thurlings & den Brok, 2017). 

While designing professional development activities, teacher educators should take 

these four important features into account.  

Observing video footage with subsequent cooperative activities has shown 

promising results for effective teacher learning in general (Borko et al., 2011; 

Brouwer, 2011; Brouwer & Robijns, 2015; Schindler, Grossner & Schneider, 2015; 

Sherin & Han, 2004), for teachers from low-performing schools (Santagata, 2009) 

and for initial teacher education (Brouwer, Besselink & Oosterheert, 2017; Masats 

& Dooley, 2011; Santagata & Guarino, 2011). In using video in collaborative 

meetings, all four relevant features found in the research surrounding teacher 

learning are present. Video footage shows teachers a realistic image of other teachers 

and classrooms, and allows teachers to relate new skills to their own daily practice. 

During subsequent discussions about the footage, pre-existing beliefs can be voiced 

and teachers are actively involved. 

In other countries, research has shown that using video also improved teachers’ 

skills required to stimulate higher order learning. For example, Brouwer (2014) 

found four positive outcomes concerning the use of videos. First, teachers took more 

initiative and a more active role in the classroom. They achieved this by acquiring, 

developing, and/or sustaining basic teaching skills. They spoke less and used more 

open questions to encourage learners to engage with and discuss the lesson content. 

Second, teachers gave their learners more focused feedback. Third, they acted and 

reacted more adaptively to their learners. Finally, video-enhanced reflection 

encouraged teachers to target and try out effective teaching behaviours.  
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3.2.2. Teachers’ professional development in Cambodia 

The Ministry of Education, Youth and Sport in Cambodia together with 

educationalists from UNICEF Cambodia, the Open Institute and Voluntary Services 

Overseas (VSO) developed an intervention for teachers in grades 1 to 3 of primary 

education. The intervention consisted of using three videos with three lessons in 

three school subjects. In addition, viewing guidelines were developed to help 

teachers implement more SCM in their classroom. In the model videos Cambodian 

teachers taught in a local school comparable to the schools the intervention was 

trialled. The teachers in the model video did not show the perfect lesson, but used 

some SCM in the given context as was mentioned in the accompanying booklet 

(Ministry of Education, Youth and Sports/DCD, 2011). Once a month, teachers had 

a two-hour session in which they would observe a new model video or an action 

video from their own lesson. After observing the video, teachers would discuss items 

from the viewing guide, and choose three learning points to practice during the 

following month. 

Implementation of this professional development activity elicited the question 

of how effective it was ‘using video’ in the Cambodian context. Concern was raised 

that the challenging educational context and specific cultural features could interfere 

and reduce the effectiveness of the initiative. Although the situation in Cambodia 

has improved in recent years, the quality of education is still not high enough to 

match the level of education in other countries in South East Asia (Nith, Wright, 

Hor, Bredenburg & Singh, 2010). Song (2015) found that Cambodian teachers were 

positive about the new instructional ideas, but reported to have difficulty with 

understanding the underlying concepts. 

In order to improve this situation the Ministry of Education, Youth and Sports 

introduced an educational reform known as the Child Friendly School policy 

(Ministry of Education, Youth and Sports, 2007). This policy included a move 

towards more student-centred teaching. To help Cambodian teachers acquire these 

new competencies, the government organised workshops for teachers. However, 

these large-scale activities often did not produce the expected outcomes, i.e. a 

change in classroom practice (Berkvens, 2009). Nith et al. (2010) concluded that 

although some active learning pedagogies were implemented in Cambodia, it was 

still a challenge for many teachers to use SCM. Teacher education in Cambodia is 

shaped around a technical view of teaching and learning, which normally does not 

allow much discussion about the method of teaching (Ogisu, 2015). Teaching is 

perceived as a fixed set of routines to enable effective knowledge transmission 
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(Ogisu, 2015). This view of teaching could potentially make it difficult to use the 

active learning methods required in the Child Friendly School policy. 

Although video appears to be a promising medium to support and promote 

teachers’ learning, specific conditions are needed to make learning from video 

effective. In our study we focus on three such conditions, namely (1) relevance of 

the video, (2) using a viewing guide, and (3) cultural factors (Brouwer, 2011; Seidel 

et al., 2011). First, relevance of the video in this study is defined as the acceptance 

of the video by teachers as relevant to their own practice. This may differ for model 

videos and action videos. Teachers may learn from recordings of their own lessons 

(action videos) because these lessons are highly relevant to them, while they might 

not connect their own practice to model lessons. Model videos, on the other hand, 

provide the opportunity to show a new skill in practice, which a teacher is not yet 

able to perform.  

Second, culture influences the way people observe a video (den Brok, Levy, 

Wubbels & Rodriguez, 2003). Without any structure, teachers and students from 

different cultures focus on different aspects while observing video (Miller & Zhou, 

2007). Using a viewing guide helps teachers to structure and focus their attention 

while observing the video (Brouwer & Robijns, 2015; Seidel et al., 2011), and 

promotes learning to a larger degree than a loosely structured method (Blomberg, 

Renkel, Sherin, Borko & Seidel, 2013; Brouwer & Robijns, 2015, Thurlings & den 

Brok, 2017).  

Third, cultural factors could also affect teachers’ interactions and learning 

during training initiatives with video footage (Zhou, 2004). Culture in Cambodia is 

heavily influenced by the civil war (1975-1979). Berkvens, who operationalized 

Hofstede’s cultural dimensions for Cambodia, found that in Cambodian society high 

uncertainty avoidance, large power distance, and trust issues with people from 

outside the family exist (Berkvens, 2009). While viewing and discussing video 

footage, the effect of avoiding uncertainty could be that teachers do not attempt to 

implement new methods or that they precisely follow the new model offered by the 

Ministry of Education. Power distance could lead teachers to refrain from expressing 

different opinions about topics in the presence of a teacher (educator) or director 

whom they feel has more power. For teachers to feel safe and have fewer problems 

with power distance, working in pairs could therefore be easier for teachers than 

working in a team. In addition to power distance, the trust issue with people outside 

the family could also influence the process of expressing opinions. It might be 

difficult for teachers to be open and share pre-existing beliefs if they have difficulties 

in trusting their colleagues. This could lead to less openness in discussions 

(Hofstede, 1986). 
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3.3. Research questions 

This study examines whether the positive effects of working with video documented 

in other countries (Borko et al., 2011; Brouwer, 2011; Brouwer & Robijns, 2015; 

Sherin & Han, 2004) also occurs in the challenging context of Cambodia. The main 

research question of this study was, ‘What influence did a video-based professional 

development activity have on Cambodian primary school teachers’ (perceived) 

learning about student-centred teaching methods?’ 

Teachers’ learning was defined in terms of gained knowledge and changed 

classroom behaviour. Based on this definition and the distinction between the group 

conditions ‘group composition’ and ‘relevance of the material’ (model vs. action 

video), the following three sub-questions were formulated, 

1. After collaboratively viewing and analysing videos modelling student-

centred teaching, did Cambodian primary school teachers report having 

changed their knowledge about teaching? If so, what changes occurred? 

2. After collaboratively viewing and analysing videos modelling student-

centred teaching, did Cambodian primary school teachers report having 

changed their classroom behaviour? If so, what changes occurred? 

3. Did these changes differ for teachers in different conditions (pair vs. 

group; action vs. model video)? 

 

 

3.4. Method 

3.4.1. Participants and Design 

Based on the conditions ‘relevance of the material and ‘group composition’, a 2x2 

research design was chosen and teachers were divided into four groups; model/team, 

model/pair, action/team, or action/pair (see Table 3.1). Both qualitative and 

quantitative data were collected. Since research on teachers is not very common in 

Cambodia (cf. Sitha et al., 2015), the decision for a mixed-methods design was 

relevant for two reasons. First, an unexplored research area requires versatility in 

collecting data in order to explore and understand the research object in the best 

possible way. Second, because of high power distance, Cambodian people tend to 

give socially desirable answers in order not to offend the trainer, who is perceived 

to have a higher status. Instruments with open ended questions and a rating scale 
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from zero to ten as well as semi-structured interviews were used to avoid these 

effects as much as possible.  

Three practice schools of PTTC of Battambang, a city in the North-East of 

Cambodia, were asked to participate. The choice for these schools was based on the 

experience of the first author, who worked for two years as an educational advisor 

in the PTTC, and on the basis of the schools’ willingness to cooperate and their 

interest in their teachers’ continuing professional development.  

Three male and eighteen female teachers participated, with an average of 18 

years teaching experience. Seven teachers taught in grade 1, seven in grade 2, and 

seven in grade 3. All teachers but one reported graduation from a teacher education 

college as their highest educational background, the remaining teacher finished 

grade 12. The distribution of the participating teachers over the different conditions 

is shown in Table 3.1. Schools 1 and 2 worked in teams of teachers. Teachers in 

school 3 worked in pairs. A valid number of 19 (out of 21) was used in the analyses; 

two teachers had incomplete data due to sickness/pregnancy.  

 

 

Table 3.1 Sampling and Conditions 

School number Condition 1 

Relevance of the 

material 

Condition 2 

Group composition 

School 1 (N= 6)  Action Team 

School 2 (N= 7)  Model Team 

School 3 (N= 5)  Action Pairs 

School 3 (N= 3)  Model Pairs 

 

3.4.2. Data collection 

To determine changes in perceived knowledge and the use of SCM between the 

beginning and the end of the professional development activity, three data collection 

methods were used (see Table 3.2). 
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Table 3.2 Instruments 

Instrument Timing Type of 

instrument 

Type of data 

* Open ended questions 

about 

knowledge and classroom 

behaviour 

* Self-ratings of knowledge 

and 

classroom behaviour 

*Semi-structured interviews 

with  teachers (group 

interview) 

Before and after 

program 

 

Before and after 

program 

After program 

Self-reported 

 

 

Self-reported 

 

Self-reported 

Qualitative/ 

Quantitative 

 

Quantitative 

 

Qualitative 

 

Open ended questions about knowledge and classroom behaviour - Before and after 

the professional development activity, the teachers were asked the following 

identical open ended question in a questionnaire, ‘What do you know about student-

centred teaching in the Child Friendly School policy?’ The question about classroom 

behaviour was formulated as follows, ‘Please write down every method in the Child 

Friendly School policy that you have used so far in your classroom.’ These questions 

deliberately used an open format so that participants could provide their own 

answers. Using inductive analysis, categories were derived showing in which 

respects the teachers felt they had developed a more profound insight into SCM and 

which activities they applied more in their classrooms. Answers to the open ended 

questions were translated into English by a translator who had worked with the first 

researcher for two and a half years. He was therefore familiar with the setting, the 

teachers, and the vocabulary necessary for this study.  

 

Self-rating scale about knowledge and classroom behaviour - Participants were 

asked to complete a self-rating scale (from 1 to 10) about their own knowledge and 

classroom behaviour regarding SCM, both before and after the professional 

development activity. This rating task was used in order to obtain quantitative data 

about how teachers evaluated their own knowledge and classroom behaviour. It was 

considered a relatively simple task for teachers who were not used to judging their 

own performance. 
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Semi-structured interviews - In a semi-structured interview with the researcher after 

the last session, teachers were asked how they felt their knowledge and classroom 

behaviour had changed. The evaluative questions concerned the design of the 

professional development activity and the grouping. Since the participants’ cultural 

values could affect their answers (for example, the need teachers felt to answer as 

expected), questions were designed to be as open and neutral as possible. Answers 

were audiotaped and translated into English.  

3.4.3. Data analysis 

The first data set concerned the answers to the open ended questions about 

knowledge and classroom behaviour. These answers were analysed in a number of 

steps, following the procedure of cross-case analysis (Miles & Huberman, 1994). 

The first step involved reading teachers’ answers. Then, a system of five categories 

was established which broadly covered the majority of answers, namely (1) 

‘Cooperative learning,’ (2) ‘Questioning,’ (3) ‘Resources,’ (4) ‘Games and 

Activities,’ and (5) ‘Other’ (see Table 3.3). These categories were evaluated by two 

independent reviewers, who confirmed that they were recognizable in the data. 

Answers were categorized both for pre- and post-test data. An independent reviewer 

(i.e. the third author) evaluated 20% of the data and achieved a 95% agreement with 

the first author. After discussion between the two reviewers, 100% consensus was 

reached. 

For every category, the number of answers was determined. Descriptive 

statistics (means and standard deviation) were calculated. To understand whether 

some methods were easier to recognize or implement than others, percentages 

representing the number of teachers who described methods in a certain category, 

divided by the overall number of teachers, were calculated. 

Repeated measures (paired samples t-tests) were then used to determine 

statistically significant differences over time within the groups. Percentages were 

used to show the increase or decrease of methods that were described by teachers. 

Independent samples t-tests were used to determine statistically significant 

differences between groups. Because of the small group sizes, non-parametric tests 

were used in addition (Wilcoxon signed ranked test for the repeated measures, 

reported with T; Mann Witney-U for the group comparisons, reported with U; Siegel 

& Castellan, 1988).  

The second data set consisted of the teachers’ self-ratings of their knowledge. 

These were used to report results about changes in perceived knowledge. Teachers 

were asked to describe their knowledge on scales ranging from 0 (meaning ‘I know 
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nothing about SCM’) to 10 (meaning ‘I know everything there is to know about 

SCM’). Self-ratings of classroom behaviour were measured with a similar scale (‘I 

only use teacher-centred methods’/ ‘I only use SCM’). First, descriptive statistics 

(means and standard deviations) were calculated on the pre- and post-intervention 

self-rating data of knowledge and behaviour. Similar sets of analyses were 

conducted for this data as for the first quantitative data set. 

Finally, illustrative statements about changes in knowledge and behaviour were 

selected from the transcripts of the semi-structured interviews. These statements 

provided further illustrations of changes identified in the quantitative data.  

 

Table 3.3 Categorization of answers to open ended questions. 

Category Example of answers per categories 

Cooperative 

Learning 

‘group work’, ‘pair work’, ‘strong students help weaker students’, 

‘small & big groups’ 

Questioning 
‘asking questions’, ‘questions to remember the content’, ‘brainstorm 

questions’, ‘critical questions’ 

Resources ‘using word cards’, ‘students find concrete resources in the 

surrounding environment’, ‘teacher has pictures’ 

Games & Activities ‘games’, ‘competition’, ‘students are more active than the teacher’ 

Other (strategies & 

students’ 

behaviour) 

All other comments, also related to teacher strategies (‘evaluate 

students learning’, ‘use students answers to make the lesson 

summary’, ‘lesson planning’) or students’ behaviour (‘students are 

brave’, ‘students can report what they saw’) 

 

 

3.5. Findings  

3.5.1. Changes in (perceived) knowledge 

After the professional development activity, teachers were able to describe 

statistically significantly more student-centred teaching approaches. The number of 

teaching methods described by teachers and coded as indicating knowledge of  

student-centred teaching increased from an average of 1.63 categories (SD 1.5) to 

2.84 categories (SD .83) out of a maximum of five (t (18) = -2.96; p < .01). 
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Nonparametric tests confirmed these outcomes (T = .017). This means that teachers’ 

knowledge of SCM changed from a narrow to a somewhat broader view. 

Figure 3.1 more specifically shows to which teaching approaches these changes 

refer. The dark grey bars denote in percentages the number of teachers who 

described methods in a certain category before the professional development 

activity. The light grey bars denote the percentage of teachers afterwards. Before the 

professional development activity most teachers associated SCM with ‘Cooperative 

Learning’ (CL). Other approaches were mentioned much less often. After the 

professional development activity, a much larger variety of approaches were used to 

describe SCM. The related samples Wilcoxon signed rank test showed that this 

change was statistically significant for the approaches in the categories ‘Resources’ 

and ‘Games and Activities’ (T < .01 and T = .01 respectively).  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 3.1 Student-centered teaching approaches described in self-reports of knowledge 

(percentages). 
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only mentioned ‘group and pair work,’ while afterwards, more explanation was 

given about group composition, cooperation between weaker and stronger students, 

and what kind of tasks should be performed.  

After the intervention, the teachers rated their knowledge significantly higher 

than before the intervention, as the mean changed from 6.84 (SD 1.02) to 7.58 (SD 

.51) (t (18) = -2.93; p < .01). The non-parametric test also revealed a statistically 

significant increase (T = .01).  

When asked in the semi-structured interviews to formulate what knowledge 

they felt they had gained, the teachers often explained how they had changed their 

behaviour, rather than how their knowledge had changed.  

3.5.2. Changes in perceived classroom behaviour 

There was no statistically significant change in the number of reported SCM from 

before to after the professional development activity. We analysed the reported 

teaching behaviours before and after professional development activity in more 

detail across all of the categories (see Figure 3.2). Teachers mentioned fewer 

student-centred approaches belonging to ‘Cooperative Learning,’ ‘Questioning,’ 

and ‘Games & Activities’ after the professional development activity. Approaches 

related to ‘Resources’ and ‘other’ were mentioned more often. This change was only 

statistically significant for the category of ‘Resources’ (T = .01). The increase in 

teachers’ self-ratings of their classroom behaviour was not statistically significant.  

During the semi-structured interviews, teachers were keen to explain how they 

felt their classroom behaviour had changed. One teacher in the team/model video 

group stated, ‘If I had not done this project, I only would have shown them the 

pictures. After watching, I found that I needed to let students give their own idea 

before I show the objects. I not only explained to the students, I asked them to do 

things’ (semi-structured interview, school 2). Another teacher in the pair/action 

video group said, ‘Before, there were some students in the group work who did not 

help each other or were not involved. Now, I have practiced it and it changed’ (semi-

structured interview, school 3). 
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Figure 3.2 Student-centred teaching approaches used by teachers (percentages). 

 

Teachers were also asked what obstacles they encountered during the 

professional development activity. They explained that although they thought the 

professional development activity was very helpful and they had learned new skills, 

it was difficult for them to practice these skills during the month in between the 

video sessions. Reasons included lack of time for lesson preparation because of 

circumstances at home (an extra job to earn enough money for the family; large 

families to take care of) and lack of money to arrange materials or to copy resources. 

Although the quantitative instruments did not show statistically significant 

changes in perceived behaviour, teachers explained how their behaviour had 

changed in detail during the semi-structured interviews. 

3.5.3. The influence of grouping conditions 

Changes in (perceived) knowledge depending on grouping conditions - Changes in 

perceived knowledge were found for some, but not for other grouping conditions in 

this study. After the professional development activity, the teachers in the team 

condition did describe more teaching approaches as student-centred than before (M 

= 1.33 (SD 1.61) changed to M = 3.08 (SD .79); t (11) = -3.78; p <.01). Similarly, 

the teachers in the model video condition identified significantly more teaching 

approaches as student-centred (M = 1.20 (SD 1.55) changed to M = 3.10 (SD .74); t 

(11) = -3,61; p < .01). The non-parametric Wilcoxon signed ranked test for repeated 

measures confirmed this finding (T =. 02 for the model video condition). 
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The post-intervention independent samples t-test showed no statistically 

significant differences in perceived knowledge, neither for the team verses pair 

conditions, nor for the model video versus action video conditions. The non-

parametric independent samples Mann-Whitney U test confirmed these findings. 

To find out whether the number of SCM teachers mentioned after the 

intervention had increased or decreased, percentages were used. In Figure 3.3, the 

differences between teachers’ pre- and post-intervention responses are shown in 

percentages per condition. Teachers in the team condition showed a greater increase 

in almost all categories compared to teachers in the pair condition, except for 

‘Resources.’ Teachers in the pair condition mentioned fewer teaching approaches 

related to the category of ‘Games & Activities’ and ‘Other.’ A statement by one of 

the teachers in the pair condition may explain this difference, ‘When we work in 

groups, we have more suggestions than in pairs. When we are with two persons, we 

only have two ideas.’ (Semi-structured interview, school 3)  

 

Figure 3.3 Post-intervention changes in descriptions of student-centred teaching per team 

and pair group conditions (in percentages).  

 

The related samples Wilcoxon signed rank test showed that the changes in 

‘Questioning’ (T = .03), ‘Resources’ (T =.03), ‘Games and Activities’ (T = .01), and 

‘Other’ (T = .03) were statistically significant for teachers in the team condition.  
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Figure 3.4 shows similar calculations, but for the model video versus action 

video condition. It can be seen that after the professional development activity, 

teachers in the model video group described a greater number of student-centred 

teaching approaches in all categories than the teachers in the action video group. The 

related samples Wilcoxon signed ranked test showed that these increases were 

statistically significant for ‘Cooperative Learning’ (T = .01), ‘Resources’ (T < .01), 

‘Games and Activities’ (T = .01), and ‘Other’ (T = .01). Teachers who observed 

model videos mentioned in their interviews that they derived new ideas from these 

videos. They were able to give concrete examples of what they had learned. ‘We got 

new ideas we have never seen before, for example, the white boards during the group 

work.’ ‘Before, I did not have a lot of materials, now I have. I use, for example, a 

plastic bag and can show things’ (semi-structured interview, school 3). A teacher 

from the action video condition said, ‘We also want to see the ministry video, then 

we get new ideas. When we only see ourselves, we do not learn’ (semi-structure 

interview, school 3). 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 3.4 Post-intervention changes in descriptions of student-centred teaching per model 

video and action video conditions (in percentages). 

 

Regarding the self-rating of knowledge, a paired samples t-test showed that 

teachers in the team group rated themselves significantly higher on knowledge after 

the professional development activity than before (M = 6.83 (SD 1.03) changed to 
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outcomes (T = .01). Teachers in the model video group rated themselves higher after 

the professional development activity from an average of 6.30 (SD 1.06) to 7.50 (SD 

.53) (t (9) = -3.34; p ≤ .01). 

Independent samples t-tests showed no statistically significant post intervention 

difference in the self-ratings of knowledge between the team and the pair groups or 

between the model video versus the action video groups. Non-parametric tests 

confirmed these outcomes. 

 

Changes in behaviour depending on grouping conditions - Small but non-significant 

changes were found in the number of teaching methods that teachers in the different 

conditions reported having used. Descriptive statistics (percentages) were used to 

depict which changes occurred in teachers’ post-intervention descriptions of the 

SCM they used in their classrooms (see Figure 3.5 for the team and pair groups).  

The teachers in both the team and pair groups reported implementing more 

methods in the category ‘Resources’ after the professional development activity. 

The related samples Wilcoxon signed ranked test showed this change to be 

statistically significant only for teachers in the team condition (T = .03). Changes in 

other categories could be found, but none of these were statistically significant.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 3.5 Post-intervention changes in descriptions of student-centred teaching behaviour 

for team vs. pair groups (in percentages).  
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The teachers in both the model video and action video groups reported 

implementing more behaviours in the category ‘Resources’ after the professional 

development activity (see Figure 3.6). This change was statistically significant only 

for the teachers in the model video group (T =. 05). In the model video group, several 

new easy-to-make resources were presented and teachers in the model video group 

tried to use these and described them in the post-test. One of the teachers who 

observed a model video explained, ‘My students now like to go to school, because 

of the resources I use. In the video they used more resources. And now I have more 

pictures and more resources which is interesting for the students’ (semi-structured 

interview, school 3).  

Teachers in the action video group reported using fewer methods related to 

‘Games and Activities’ after the professional development activity (T = .03).  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 3.6 Post-intervention changes in descriptions of student-centred teaching behaviour 

per model video and action video groups (in percentages).  
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(perceived) learning about student-centred teaching methods?’ the conclusion is 

that Cambodian teachers perceived themselves to have grown in terms of knowledge 

of student-centred teaching methods. Also, they developed a broader concept of 

student-centred teaching methods that is in line with the Child Friendly School 

policy. Whether the intervention also influenced teachers’ classroom behaviour is 

less clear. Questionnaire data did not show self-reported changes in behaviour, with 

the exception of the use of teaching resources. However, during the semi-structured 

interviews, teachers did report changes in behaviour. 

In this study, it was assumed that the cultural context could influence 

Cambodian teachers’ perceptions. It was anticipated that due to uncertainty 

avoidance, there would be better outcomes for model videos than for action videos. 

In addition, it was expected that power distance would lead to higher outcomes for 

pairs of teachers over teams. The findings indicated that model videos indeed may 

constitute more relevant material for these teachers than action videos. Seidel et al. 

found that especially external videos help experienced teachers to focus on the 

subject content.  For Cambodian teachers, model videos apparently provide teachers 

with more insight into SCM than action videos.  

In contrast to the expectations, the team group appeared to be the most 

favourable condition for promoting changes in perceived knowledge. ‘Power 

distance’ and ‘lack of trust’, which were expected to have a stronger presence in the 

team group than in the pair group did not appear to hinder knowledge development 

in a team. The interpretation of this outcome is that because of the larger group 

setting, participants in the team group received more input than teachers working in 

pairs, and that the effect of developing new ideas was stronger than possible 

influences of power distance and issues of trust. 

One interesting observation was that aspects included in the viewing guides 

about how to observe the videos were also found in the answers of the teachers 

before and after the professional development activity. Afterwards, teachers showed 

more detailed knowledge about SCM, which is in line with Zhou (2004), who 

already concluded that viewing instructions before observing lessons helped to 

direct teachers’ attention to focus on the message the developers wanted to convey. 

A similar conclusion was formulated in a study by Brouwer & Robijns (2015) and 

Thurlings & den Brok (2017).  

The findings of this study suggest that Cambodian teachers also respond well 

to learning activities that adhere to the four important features mentioned in the 

introduction. Even within the challenging context of Cambodia, teacher learning is 

possible, for example, via the use of videos and group reflections. The findings also 
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indicated that power distance and trust did not influence teachers’ knowledge 

development to the degree expected beforehand. 

This study demonstrated changes in teachers’ perceived knowledge about 

teaching methods, but it was less clear whether these new teaching methods were 

also put into practice. One possible reason for this inconclusiveness is the use of 

self-reported instruments. According to Meirink (2007), teachers may not report 

changes in classroom practice because they do not realize they have changed. 

Additionally, it is known that teachers’ self-perceptions can differ from, for 

example, students’ perceptions (den Brok et al., 2006). Future research should 

therefore rely not only on self-reported data, but also on direct observation of 

teachers’ classroom behaviour along with student questionnaires. 

Another reason for the lack of evidence about behaviour change may be that it 

was a challenge for teachers to practice the learning points they themselves 

formulated after the discussion sessions. Apparently, teachers had fewer 

opportunities to practice these learning points than the trainers had foreseen, and this 

may be why changes in classroom practice could not be observed during this study. 

Further research should therefore include a longer time span.  

The study confirms earlier research by Berkvens (2009) and Berkvens et al. 

(2012), who concluded that working in a community of learners with teachers in 

Cambodia is effective if the intervention takes place within the professionals’ 

context, a safe environment, includes time for dialogue, and is supplemented with 

support for change. A cooperative intervention with peers had a positive influence 

on Cambodian teachers’ learning. A small setting within the teacher’s own 

environment seems to provide a situation in which teachers develop a better 

understanding of SCM together.  

Some recommendations for an effective implementation of video in the context 

of teacher learning can be given based on the results. These recommendations apply 

to both pre-service and in-service teacher education. For teachers who are starting 

with student-centred teaching as well as student teachers in teacher education, using 

model videos is recommended as the teachers are provided with structured examples 

showing them new approaches which they can emulate relatively easily in their own 

practice (Seidel et al., 2011). Using viewing guidelines will help teachers focus on 

specific aspects of SCM, which is especially useful when (student) teachers have to 

understand innovative educational practices (Brouwer et al., 2017; Masats & 

Dooley, 2011). Such structured practices will also enhance exchange and interaction 

between (student) teachers and between teacher educators and their students. Major 

concepts used by this study (Cooperative learning, Resources, Games & activities 
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and Questioning) could very well serve as a guide in initial teacher education to help 

teacher educators facilitate discussions about aspects of student-centred teaching.  

Finally, the results of the study suggest that discussing videos in groups is to be 

preferred over assignments or discussions in pairs, as more varied ideas are 

exchanged in groups. These benefits of working in groups seem to outweigh possible 

barriers in terms of culture or context, such as high uncertainty avoidance, power 

distance or issues of trust.  

Other developing countries can benefit from the outcomes of this study. In 

Cambodia, teachers work in a challenging environment where materials are scarce, 

classes are large, and teachers’ living standards are low. Using video footage in such 

challenging environments nevertheless influences teachers’ learning in a positive 

way. Countries with similar challenging circumstances and cultural features may 

therefore benefit from implementing effective video-based professional 

development activity to improve teachers’ education. 
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focusing on student-centred teaching methods. 



Chapter 4 

 

78 

Investigating Cambodian teachers’ interactions during a 
video club focusing on student-centred teaching methods. 

 

Abstract 

Research in chapter three on video-based professional development with teachers in 

Cambodia showed that teachers reported learning most about student-centred 

teaching methods when they were placed in a group setting and observed model 

videos. In the present chapter, interactions of seven Cambodian teachers in six video 

club meetings and model video setup were analysed with regard to content (focus), 

teachers’ conversational acts, the distribution of contributions among teachers, and 

the role of the facilitator. Teachers’ focus was mainly on teacher behaviour. Over 

time, less opiniated conversational acts were observed. The discussions were mainly 

triggered by the combination of the footage (video) and the questions the facilitator 

asked. The results suggest, especially for the Cambodian context, it is important to 

deploy well-trained facilitators who guide teachers’ reasoning towards student 

behaviour and who balance teacher’s input, as well as use appropriate videos relating 

to the objective of the professional development.  
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4.1. Introduction 

Teaching for active learning is becoming increasingly more common over the world 

in order to improve the quality of student learning as well as student learning 

outcomes (Ginsburg, 2010; Paine et al., 2016). Teachers, therefore, need to learn to 

provide students with authentic contexts, instructions based on the need of students 

and how to use collaborative and cooperative learning, which will affect the interest, 

motivation and understanding of students (Singh, 2011).  

In the study in chapter three, teachers reported that their knowledge of student-

centred teaching methods had improved after a video intervention and that they had 

implemented more and different SCM. While the former study showed what teachers 

perceived they learned, the current study will investigate how teachers’ interacted 

during the group meetings.  

Although interaction within professional development programs with video has 

been investigated before (e.g. Brouwer & Robijns, 2015; Chan & Harris, 2005; 

Sherin & Han, 2004), the current study took place in a completely different context 

with different cultural features which will be explained further on. This study will 

therefore add to the existing knowledge about teachers’ interaction with video, and 

also improve understanding of a program like this in the Cambodian (or similar) 

context. 

 

 

4.2. Conceptual framework 

4.2.1. Professional development for student-centred learning in 

Cambodia. 

In Cambodia, educational research about professional development activities to 

promote student-centred approaches in education is still lacking (cf. Sitha et al., 

2015). Large scale trainings in Cambodia in which teachers were encouraged to use 

a more student-centred approach did not yet change educational practice towards 

more student-centred teaching (Berkvens, 2009; Pich, 2017; Phin, 2014). These 

trainings were typically characterized by large numbers of teachers being taught 

using a top-down knowledge-based approach over short periods of time (for 

example, a three day workshop) and with a lack of participatory approaches 

(Berkvens, 2009). Song (2015) found that although teachers were positive about 
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student-centred teaching, they often did not have the deeper understanding to 

implement it.  

In 2016, the Ministry of Education, Youth and Sports in Cambodia evaluated 

that ‘a series of consistent interventions are needed to improve learning of children 

in primary school, including on teaching approaches and practices, curriculum, and 

textbooks’ (p. 88). A new approach in professional development training needed to 

be explored; using video could lead to better results in the Cambodian context. 

 

Using video in professional development training has shown promising results 

in other countries to help teachers acquire new ways of teaching (e.g. Beisiegel, 

Mitchell & Hill, 2018; Major & Watson, 2017; Schindler et al., 2015). However, it 

is not certain that positive results obtained in other (mainly Western) countries will 

be similar to the Cambodian context. Cambodia is still heavily influenced by the civil 

war (1975-1979) (Berkvens, 2009; Berkvens et al., 2012). Effects of this war are still 

present in its society today. For example, after the war only a few teachers were left 

to teach in schools and teacher training institutes. To date, many teachers do not have 

the right qualifications to teach, especially in rural areas (e.g. Pich, 2017). The 

quality of Cambodian education is still not of a high enough level to match education 

standards elsewhere in the same region (Bunlay et al., 2010). Reports suggest that 

Cambodian pedagogy is characterized by minimal interaction, ‘Students rarely raise 

their hands in class and teachers hardly take any questions. Little relevant 

information is being taught and instead of questioning and analysing, students are 

expected to parrot answers’ (UNESCO/IEEP, 2011, p.34).  

Berkvens (2009) found other features of Cambodian culture that could hamper 

educational change, namely high power distance, trust issues, high collectivism and 

high uncertainty avoidance. In Cambodian pedagogy, teachers are seen as the experts 

who are protecting knowledge (Ogisu, 2015). Because of high power distance, 

knowledge is not easily shared as sharing knowledge will leave the teacher without 

his status. Furthermore, because of the war, Cambodian people still tend to have trust 

issues with people from outside the family. Discussing or constructing new 

knowledge together could therefore be difficult.  

Hofstede (1986) explained that in a society with high collectivism, people will 

refrain from having their own opinion as this might set them apart from ‘the group’. 

Discussing a new approach in a professional development activity might therefore 

be difficult as different opinions are not easily brought forward. 

Because of high uncertainty avoidance teachers and students will ‘maintain 

strict codes of behaviour and belief in absolute truths’ (Hofstede, 1986, p.308). 

Cambodian teachers are therefore expected to most likely prefer clear guidance and 
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examples from best practices. A professional development activity based on 

discussing and constructing knowledge together could be challenging with this belief 

in absolute truths.  

4.2.2. Using video in professional development training in Cambodia 

Research has found that authentic images, combined with challenges or questions 

which were subject-specific, encouraged participants to exchange ideas in a 

constructive way (e.g. Rosaen, 2015; Van Es & Hayton 2006). Specifically, the 

format of a ‘video club’ (e.g. Sherin & Han, 2004; Van Es, 2010), a regular meeting 

in which teachers work together while observing a video, provided teachers with 

opportunities to discuss their ideas. 

With the help of (international) educational consultants (UNICEF Cambodia, 

the Open Institute and Voluntary Services Overseas), the Cambodian Ministry of 

Education, Youth and Sports developed a video project to support teachers in 

understanding more about student-centred teaching (MoEYS/DCD 2011). Teachers 

came together once a month in a meeting to participate in a structured discussion 

which took place after observing a model video or action video. The model videos 

used were three model videos, each containing three lessons in the subjects Khmer, 

Social Science and Maths (total of nine lessons), and an accompanying booklet with 

viewing guidelines. These guidelines consisted of items to specifically focus 

teachers’ attention on SCM. In the model videos, Cambodian teachers taught in a 

local school comparable with the schools in which the intervention was trialled. The 

teachers in the model video did not show the perfect lesson, but used some SCM in 

the given context, as mentioned in the accompanying booklet (MoEYS/DCD, 2011). 

An earlier study (explained in chapter 3) found positive effects of the 

intervention on teachers’ self-perceived knowledge development about SCM. Four 

different conditions, based on a variation in ‘ways of grouping’ and ‘relevance of the 

material’ (team versus pair; model versus action video) were investigated. The team-

model video combination proved to be the most favourable; teachers within this 

setup not only mentioned more examples of SCM, but also showed a better 

understanding by using more elaborate language while talking about SCM. In the 

prior study, only self-reported outcomes of the professional development activity 

were studied, so it was not possible to examine the process leading to these 

outcomes, in particular the role that interaction between participating teachers played 

during the video sessions.  
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4.2.3. Analysis of teachers’ interaction processes during video clubs 

To understand what happens in teachers’ minds while viewing lessons, Chan and 

Harris (2005) constructed a ‘Cognitive Development Process Model’. The model 

suggests that teachers answer four questions while observing a video, namely 

‘comprehension’ (Do I understand what is happening here?), ‘acceptance vs 

rejection’ (Do I agree with this or not?), ‘connection’ (Do I consider this a 

worthwhile thing to do?) and ‘desire to act’ (If I want to do it, can I do this?). These 

four questions were used by them to code conversational acts while individual 

teachers observed a video. Based on these questions they developed a model which 

can be used to describe teachers’ cognitive activities while watching a video. 

They divided teachers’ conversational acts into two categories, ‘awareness’ and 

‘reflection’. The first category included all comments that described any action that 

teachers saw on the video, without any other reflection about it. ‘Reflection’ referred 

to all comments that included teachers’ thinking about something they had observed 

in the video. Within this category, conversational acts were labelled 

‘comprehension’, ‘accepting’/’rejection’, ‘connection’ and ‘desire to act’.  

The authors found a connection between certain teachers’ comments and 

teacher experience; the more experienced the teachers were, the higher the number 

of answers in ‘connection’, which means they could combine this with their own 

practice. The more experienced teachers, also the higher number of answers in 

‘rejection’ categories, which suggested they rejected methods from the teacher in the 

model video quicker (correlation .77 and .99). The authors concluded that experience 

not only affects the breadth and depth of a teacher’s awareness, but also a teacher’s 

acceptance or rejection.  

Sherin and Han (2004) analysed comments and focus of mathematics teachers 

in a video club. Over time, in this study teachers’ comments shifted from being 

related to teacher behaviour to student thinking (from 14% of the comments in 

meeting 1 to 86% in meeting 7). Furthermore, teachers took more control of the 

meeting which was indicated by a decreasing facilitator’s role (from 53% in the first 

meeting to 25% in the last three meetings). Sherin (2003) showed that the choices 

the facilitator made guided the interaction and, therefore, learning of the teachers. 

Van Es (2010, p.9) confirmed that ‘the facilitator is key for shaping discussions that 

engage teachers in productive inquiry, into their practice’. A good facilitator should 

give participants new ideas and guides them in new directions (Thurlings & den 

Brok, 2017).  
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In the present study, the models of Chan and Harris (2005) and Sherin and Han 

(2004) were adapted to analyse Cambodian teachers’ interactions during their video 

club meetings and to understand the role of the facilitator.  

 

The overall research question is, ‘How do Cambodian teachers interact while 

observing a model video? Five sub-questions were formulated:  

- What is the teachers’ focus in discussing video footage during the meetings?  

- Which conversational acts are present in the teachers’ interaction while 

discussing the video footage? 

- To what degree do individual teachers contribute to the interactions? 

- What is the facilitator’s role during the sessions? 

- Is there noticeable change over the course of the meetings regarding question 

1-4? 

 

4.3. Method 

4.3.1 Participants 

The study took place in a primary school in Battambang, capital of Battambang 

province. Eight teachers from grade 1 to 3 started in the first session, but one of them 

left the school after the first session to teach Kindergarten. Data from this teacher 

was removed. Two teachers taught in grade 1, three in grade 2 and two in grade 3. 

The mean years of teaching experience was 23 (with a range from 15-30 years).  

4.3.2 Procedure  

In a monthly session, the seven teachers observed a model video and discussed the 

footage guided by the facilitator5. Because of the monsoon season and national 

holidays during the school year it was not possible to do nine video sessions. In total, 

six video sessions were organised over a time span of seven months.  Unfortunately, 

data from the third meeting was lost due to a technical problem.  

The meetings were scheduled during the time teachers had their regular teacher 

meetings. Due to events such as weddings, ceremonies and sickness (three common 

reasons Cambodian teachers are often absent from their jobs; cf. VSO, 2008) there 

                                                             
5 The researcher was also facilitator in the sessions. She worked with a translator during the 

sessions.  
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was a complete group of teachers only at the first and last meeting. The average 

number of attendees during other meetings was 5 (see Table 4.1). 

 

 

Table 4.1 Attendance per meeting 

Meeting 

 

Teacher 

1 2 3 4 5 6 Total 

1 x x x - x x 5 

2 x x - - x x 4 

3 x x x x - x 5 

4 x - - x - x 3 

5 x x x x x x 6 

6 x - x x x x 5 

7 x x x - x x 5 

Total 7 5 5 4 5 7  

 

Table 4.2 gives information about the model video lessons. The last column 

explains what happened during the lessons with examples of SCM. 

4.3.3. Data collection  

After watching the video, the teachers discussed the lesson in Khmer. Following Van 

Es’ guidelines (2010), the facilitator asked ‘What did you notice in this video?’ If 

necessary the facilitator elaborated on the answers, with questions like ‘why do you 

think the teacher did that?’ ‘What do you think about this?’ Sometimes, the translator 

(who knew the aims of the intervention well) asked for an explanation if the teachers 

were not giving clear answers.  

All sessions were filmed and audiotaped, translated and transcribed in order to 

map interactions and to examine the focus of the teachers.  
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Table 4.2 Characteristics of the observed lessons 

Lesson Grade Lesson 

Objective 

Description of the lesson SCM 

1 1 Khmer; 

reading; 

learning 

letter ‘chaw’ 

Recognise words which 

have this letter, spell 

words, copy the letter 

find other words with the 

same letter 

Group work to complete a 

poster the teacher made 

2 3 Khmer; 

vocabulary 

Learning vocabulary 

associated with tasks 

around the home, 

especially cultivation of 

plants  

Group work, group 

discussion, resources from 

the community, game with 

pocket board 

3 3 Khmer; 

comprehensi

ve reading 

Different aspects of 

living conditions around 

the home and associated 

vocabulary 

Group work, group 

discussion with answering 

questions on a poster 

4 1 Math; 

measuring 

capacity 

Volume of liquids in 

different sizes containers, 

through practical 

demonstration and 

experiments 

Teaching resources from 

the community; Group 

work; discussion in groups 

and activity with pocket 

board and small cards 

5 1 Math; read 

hours of time 

from an 

analogue 

clock 

Tell time (hours only) 

from an analogue clock 

face 

Teaching resources 

(realia). Activity where 

some students can come to 

the blackboard and draw 

the fingers of the clock. 

6 2 Social 

Science; 

basic food 

requirements 

of people/ 

healthy 

eating 

Types and functions of 

food; through practical 

demonstration and 

observation of foods 

brought in from the 

community, students 

learn that different types 

of food perform different 

functions in the body 

Many teaching resources; 

group work, working with 

realia in the group. A 

balloon with a question is 

handed to all groups; 

students have to pop the 

balloon to get to the 

question; Game with a 

pocket board in front of 

the class. 



Chapter 4 

 

86 

4.3.4 Data analysis 

The transcriptions were divided into topics and segments (see Table 4.3). A topic 

started after a question from the facilitator or teacher, or after a new observation from 

a teacher. It ended when a new question was asked or a remark was made about a 

new topic.  

A topic was then divided in ‘segments’; each remark that concerned one 

thought. Whenever new information was added or whenever the teacher’s remark 

concerned more than one thought, each thought was distinguished as one segment 

(see Table 4.3). 

 

Table 4.3. Example of topic and segment 

Topic  

Facilitator: One of the reasons that Child Friendly School- methods are implemented as 

you know, is to make sure that every student is learning the whole time. Do you think this 

is true in this lesson? 

Segment 1: 

Teacher 5: Yes, students are learning all the time. There are many student activities.  

Segment 2: 

Teacher 5: The teacher only provides students with a problem and students answer those 

problems. 

 

The first step in the analysis was to indicate who had taken the initiative 

(facilitator or teacher). Subsequently, each segment was labelled. Sherin and Han’s 

(2003) coding system helped us to identify the focus of the topic (student versus 

teacher), although we changed the term ‘student thinking’ into ‘student behaviour’. 

‘Other’ was used when the focus was not clear in the text fragment, or for 

conversations that seemed to concern another ‘topic’, for example, learning material 

(see Table 4.4). Chan and Harris’ system (2005) was adapted and used to identify 

possible conversational acts; questions, descriptions, opinions, explanations, 

connections with own practice, intentions to implement and other (see Table 4.4). 

 

Whenever a statement could have two labels, it was decided to opt for the higher 

level-category (see Table 4.4 for hierarchical ranking). ‘Opinion’ was considered a 

higher level than ‘description’, ‘connection with own practice’ higher than 

‘explanation’, et cetera. ‘Questions’ were labelled as such, but were not placed in the 

hierarchy. Although a question can mean deeper reflection, in our data it could also 

be a clarification of what to look at.  
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The first researcher coded a sample (one meeting), after which an independent 

researcher coded the same sample. As there were some deviations, the research 

group discussed the labels and adapted them. A new sample was then coded in the 

same way. After this step, the intercoder reliability was 90% in ‘focus’ (Kappa =.63) 

and 82% (Kappa =.75) in ‘conversational act’. Then, the first researcher coded all 

other meetings. 

Frequencies for the focus were counted. Percentages were then calculated to 

determine what focus teachers had during the sessions and what conversational acts 

were most prevalent. Finally, the number of conversational acts for all the teachers 

was established.  

 

Table 4.4 Focus and types of the conversational acts  

Focus Explanation Example 

Teacher 

behaviour 

Focus on something the teacher does  ‘The teacher doesn’t focus on that 

student as well. She was busy 

with something’, ‘teaching with 

pictures is good’ 

Student behaviour Focus on something the students are 

doing 

‘the students are in groups, but 

they don’t discuss’, ‘the students 

can read words’ 

Other Focus which is not on what the 

teacher does or what the students are 

doing 

‘the classroom is full of stuff’;  

Question A question about an aspect of the 

video or project 

‘It wastes a lot of time to put 

students in groups in this lesson. 

Is that right?’ 

Description  An observation of something that 

happens without opinion 

‘The students can spell’ 

Opinion A remark with a value judgement, 

using words that shows feeling of the 

teacher (like ‘nice, hard, easy, should, 

must, difficult’) 

‘It is a good way of teaching’ 

Explanation  A comment with an explanation 

about the observation/action in the 

video (e.g. using if...then, for 

example) 

‘If we put the students in a group 

like this, it will be difficult, 

because they have their back to 

the blackboard’ 
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Type of remark  Explanation Example 

Connection with 

own practice 

A remark that connects the teacher’s 

daily situation with something which 

is shown in the video, using words 

like ‘we do, my colleagues, 

normally...’ 

‘This is how we do it too’ 

Intention to 

implement 

A remark that shows willingness to 

use something from the video in the 

teachers’ own classroom 

‘We can follow her way. Students 

like it, I can see that’ 

Other None of the above ‘The teacher must be tired’ 

 

4.4. Findings 

In the five analysed sessions there were on average 4.5 topics per session, examples 

of these topics were ‘student learning’ (session 2) and ‘challenging questions’ 

(session 2). The number of topics did not differ substantially over the sessions. 

Examples of topics can be found in Table 4.5. 

 

Table 4.5 Topics in the meetings 

Meeting Number 

of 

topics 

Example of questions asked to start the topics 

1 7 Why does the teacher use this way of teaching in her lesson? 

Would you be able to do that in your own lesson? 

2 5 Do you think all students are learning all the time in this lesson? 

Do you think students were challenged by the questions? 

3   

4 3 Which student centred methods did you notice? 

Did you get any new idea about teaching from the video? 

5 5 Do you know why the teacher put the students in groups? 

How could the teacher change this lesson to make the students 

more actively involved? 

6 4 Do you think in this lesson that there were many different 

contexts in which the students could practice the content of the 

lesson? 

Did the students have the possibility to think critically about the 

content? 
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4.4.1. Participants’ focus 

The teachers mainly focused on teacher behaviour during the sessions (see Figure 

4.1). Teachers’ focus did not change over time. The slightly higher percentage of 

noticing student behaviour in sessions 2 and 6 were mainly due to questions asked 

by the facilitator. In session 2, the facilitator, for example, asked how the teacher on 

the video could have made sure the students were active during the whole lesson and 

how to question the students.  

Figure 4.1 Focus of interaction (in percentages, without category ‘other’) 

 

4.4.2. Teachers’ conversational acts 

 

In Figure 4.2, the conversational acts per session can be found. Figure 4.2 shows that 

teachers’ conversational acts mostly were labelled in what we would refer to as the 

lower levels of interaction, namely ‘description’, ‘opinion’ or ‘explanation’.   
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Figure 4.2 Conversational acts of the sessions, in percentages. 

 

In Figure 4.3, the percentages of these conversational acts (description, opinion and 

explanation) are displayed over time. Regarding ‘description’, it can be noticed that 

in sessions 4 and 6 teachers gave relatively more descriptions. The lessons displayed 

in these sessions had extensive resources which were actively used by the students. 

It is likely that the presence of the resources motivated teachers to give a description 

of what they had seen. 

Figure 4.3 Changes in ‘conversational acts’ in six sessions 
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Teachers gave more ‘explanations’ during the meetings where the footage was 

more related to their own practice. In meeting 2, a topic initiated by the facilitator 

(‘What kind of question could she have asked to let students really think?’) led to 

extensive elaborations about questioning; ‘The question she asks now is as easy as 

in grade 1. She requires to use more profound questions to let students use their 

brain. Students will be able to answer, they would think what else is a grain’ 

(Teacher 1, meeting 2, Khmer).  

There was no trend in the total number of conversational acts, but we noticed a 

diminishing trend in the category of ‘opinions’. This category was prevalent in the 

first meeting, but in the last meeting, it was the smallest category, compared to 

‘descriptions’ and ‘explanations’.  

One ‘higher level category’, namely ‘connection to own practice’, did show an 

increase in sessions 5 and 6 (see Figure 4.4). Related to the content and specific 

features of the video, session 6 had a video with several teaching activities which 

teachers had never seen before, such as instead of asking a question which was 

written on the blackboard, the question was now ‘hidden’ in a balloon. 

Figure 4.4 Category ‘connection to own practice’ in six sessions 
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This led to a discussion whether teachers could implement these kinds of 

activities as well. ‘If we want to make our students happy, we can also put a 

question inside a balloon as well. Students really like that. I can see that’ (Teacher 

6, meeting 6, Social Science). 

From the analysis, it can be argued that the different kinds of footage elicited 

different kinds of conversational acts. Comments which were collected after the 

meetings showed that teachers indeed felt the video was important, ‘It gives me good 

ideas and the teaching in the video is good to improve my skill’ (teacher comment 

after the session; anonymous). 

4.4.3. Teachers’ individual contributions 

For all meetings, teachers’ input over time is shown in Figure 4.5. Figure 4.6 shows 

the overall input per teacher. It is clear that two teachers had an important role during 

the meetings; teacher 1 and 5 made the most comments. Teachers 2, 3, 6 and 7 

showed less input. However, observing the video showed that they were involved in 

the meeting, for example, via nodding if they agreed with their colleague. Not 

making comments during the meeting thus did not imply that teachers were not 

involved. Teacher 1 was not present in meeting 4. Interestingly, teacher 3 took over 

in that meeting and had more input than in all other meetings. Teacher 6 (grade 2) 

also started to participate actively from meeting 4 onwards. 

Figure 4.5 Teachers’ input per session over time 

0%

10%

20%

30%

40%

50%

60%

70%

80%

90%

100%

meeting 1 meeting 2 meeting 4 meeting 5 meeting 6

teacher 1 teacher 2 teacher 3 teacher 4 teacher 5 teacher 6 teacher 7



Part study 2 in-service study 

 

93 
 

4 
 

 

Figure 4.6 Total input during the meetings teachers 1-7 (in percentages) 

 

4.4.4. Role of the facilitator 

The facilitator mostly took the initiative for introducing a topic (overall 88.5%). In 

sessions 1, 4 and 5 teachers introduced a new topic by asking a question. These 

questions were mainly about how to implement SCM, for example, ‘In the video the 

teacher [explains] she only does it [‘using SCM’] twice during every week. So we 

can do that too?’ (Teacher 1, meeting 6, Social Sciences).  

 

4.5. Discussion 

In this study, the question how Cambodian teachers interacted while using a model 

video during a professional development activity was intended to be answered. In 
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order to do so, teachers’ focus, teachers’ conversational acts, the role of the facilitator 

and division of teachers’ input during the sessions were studied. 

4.5.1. Conclusion 

Teachers’ discussions about the footage were mainly focused on teacher behaviour, 

which confirmed findings from other studies (e.g. Santagata, 2009; Sherin & Han, 

2004). In contrast with Sherin and Han (2004) and Luna and Sherin (2017), there 

was no noticeable change in direction towards student behaviour over time; this was 

only triggered by specific questions from the facilitator. As the teacher is the ‘holder 

of knowledge’ in Cambodia (Ogisu, 2015) and therefore perceived as the most 

important person in the classroom, Cambodian teachers might therefore focus first 

on teacher behaviour. Secondly, the teachers in the present study had less experience 

with observing video, and – as their counterparts in other studies (e.g. Santagata, 

2009; Sherin & Han, 2004) – would have to learn how to focus on aspects other than 

teacher behaviour.  

Furthermore, the model video triggered different types of conversational acts 

depending on the footage. In observed lessons with striking differences compared to 

their own practice, the teachers were inclined to give more descriptive comments 

than in lessons that were closer to their own practice where they were more inclined 

to provide opinions and explanations. This outcome confirms earlier research by 

Chan and Harris (2005) who found that ‘Teachers must notice what is happening 

first, before reflecting on it.’ (p. 366).  

Towards the end of the project teachers tended to have less ‘opinions’. In the 

current study, most teachers had many years of teaching experience, which could 

explain the high level of opinions at the beginning of the intervention. Chan and 

Harris (2005) already found that teachers with more teaching experience were more 

opinionated. There is an indication that during the intervention these teachers could 

overcome their critical stance to some extent, perhaps because of an increased 

awareness and comprehension of student-centred teaching. The number of 

conversational acts referring to awareness and comprehension were indeed higher 

than the number of opinions in the last session. 

Concerning the interaction with each other, teachers’ input differed. Two 

teachers were quite dominant in the overall communication. They were the ones with 

the most teaching experience. Younger teachers or teachers with less experience 

might have held back because they felt their colleague had more seniority. However, 

as cultural values have not been directly measured, it cannot be inferred to what 
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degree cultural values actually played a role and further research to assess this would 

be necessary. 

The facilitator turned out to have an essential role in the meetings and initiated 

most topics. Role switching in which teachers initiated topics was very limited. One 

possible explanation for this finding might be cultural, power distance towards the 

facilitator might have caused the reluctance to initiate topics. The facilitator is seen 

as the person that holds the knowledge, the one who is not to be questioned 

(Berkvens, 2009). Uncertainty avoidance could also have played a role. As the 

project was implemented by the Department of Curriculum Development, teachers 

were not thinking about discussing the teaching methods themselves, but more the 

manner and options of implementation. The question about the frequency of 

applying student centred activities e.g. (see section 4.1) is a question about 

implementation.  

4.5.2. Limitations and further research 

In this study an attempt was initiated to find a further explanation for outcomes of 

the earlier study in which a team-model video combination approach proved to be a 

fruitful intervention. Although insight in the interaction process was found, it 

remained difficult to pinpoint the exact relation between group interaction processes 

and individual learning outcomes. Further study, also with larger groups of teachers 

would be necessary for find this explanation.  

Secondly, individual teachers’ cultural values have not been measured; only 

more general conclusions about the influence of the Cambodian context on the 

outcomes can be drawn. Establishing individual values would give the opportunity 

to find out whether this played a role in individual teachers’ thinking and interaction 

processes. 

Doing research in a country such as Cambodia has certain challenges. Teachers 

were often absent and during monsoon season or annual holidays schools close, 

which is quite normal (cf. VSO 2008). Also, teachers in Cambodia are not used to 

(be involved in) research. These circumstances indicate the need to replicate this 

project in other areas in Cambodia and for a longer period of time to see whether the 

results can be generalised.  

Finally, a suggestion for follow-up research is done to find out whether this 

project can also facilitate Chan and Harris’ (2005) last question, namely the intention 

to implement. Footage of actual lessons can then be analysed to see in which way 

teachers feel confident to implement SCM. Combining teachers’ input during the 

meetings, the implementation in the classroom and students’ learning outcomes will 
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give a more comprehensive insight into the effectiveness of using videos with 

Cambodian teachers. 

 

4.5.3. Implications  

Based on the findings it can be concluded that the video footage and the role of the 

facilitator are extremely important. Findings indicate that different videos elicit 

different kind of teachers’ conversations. Depending on the goal of the meeting, it is 

important to think carefully about the footage which is shown, namely either videos 

with activities and resources closer to the daily practice of the teacher, or activities 

which have never been used by the teacher before.  

Furthermore, it is important that Cambodian teachers should learn how to 

analyse student behaviour and that further footage should show specific examples of 

students’ thinking. Luna and Sherin (2017), for example, changed the footage in their 

research towards more examples of student thinking and teachers’ focus therefore 

changed towards student behaviour.  

It is important that facilitators are well trained and have a deep understanding 

about SCM. Facilitators need to be able to generate more discussion with all 

participants and make them more aware of their own input during the meetings. The 

facilitator should also be aware of what kind of questions provide what kind of 

answers. Questions focused on student behaviour would most likely shift attention 

from teacher behaviour to student behaviour and help teachers to improve their 

student-centred teaching.  

Finally, this study indicated that working with video is an effective professional 

development activity for Cambodian teachers. They learned from observing 

inspiring footage of other teachers applying’ SCM and working together with a 

facilitator. Continuing to design videos will help Cambodian teachers to improve 

their education. 
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Teacher change during a collaborative video intervention in 
Cambodia; a case study 

 

Abstract  

This chapter is part of a larger research-project on video-based professional 

development activity with teachers in Cambodia. Prior research in chapter three 

showed that a team setting while observing model videos (a video displaying a 

situation of good practice) was most beneficial for Cambodian teachers’ (self-

reported) learning and skills with respect to student-centred learning. The study in 

chapter four, using interaction analysis, revealed teachers’ input varied regarding 

frequency and quality of the remarks. To get more detailed insight about teacher 

change in Cambodia, instruments from earlier studies were combined with 

classroom observations in an in-depth case study of a single teacher. The 

Interconnected Model of Change (Clarke & Hollingsworth, 2002) was used to 

describe teacher change for the ‘best-case scenario’ teacher (best condition, best 

results, richest data and best input in frequency and quality). Classroom 

observations, self-reported changes in knowledge and behaviour, interaction analysis 

of teacher meetings and semi-structured interviews were combined. Outcomes 

showed that teacher change was visible in and between all domains of change 

(external, personal, practice and consequence) and usually passed through the 

personal domain. In correspondence with findings from the literature and the prior 

studies in this research, there were indications that, to initiate sequences between 

several domains, the model video and the facilitator were most important. Both the 

model video and facilitator’s questions and comments showed an indication for 

initiating a circular sequence between the domains of change.   
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5.1. Introduction 

Globally, a call for implementing more student-centred ways of teaching is heard, 

demanding more student activity and responsibility. The expectation is that if 

teachers use more SCM, students will learn more actively and that this will improve 

students’ motivation and learning outcomes (see for a literature review Singh, 2011).  

An obstacle to SCM implementation is teachers’ lack of knowledge and 

competencies about how to achieve this (Van Driel et al., 2001; Krahenbuhl, 2016). 

Teachers often need to be trained in active teaching strategies, encouraged to change 

their classroom behaviour, and to change their attitudes to using teaching methods 

different from those they are used to (Desimone, 2009).  

The Cambodian government identified that teacher change was also needed in 

Cambodia, where educational levels were still low compared to other countries in 

Asia (Ministry of Education, Youth and Sports, 2016; World Economic Forum, 

2014). In the past, considerable efforts have been made in terms of quantity (numbers 

of children attending school) (e.g. Ogisu & Williams, 2015; Worldbank, 2005), but 

the Ministry of Education, Youth and Sports realised that aspects of quality (children 

staying in school and receiving good education) were equally important (cf. Ministry 

of Education, Youth and Sports, 2016). For example, many students do not succeed 

in reaching a proficient level in Khmer and Math (Ministry of Education, Youth and 

Sports, 2016).  

In 2007, the Ministry of Education, Youth and Sports adopted the Child 

Friendly School policy in order to improve the quality of education (Ministry of 

Education, Youth and Sports, 2007). In the Cambodian program, student centred 

learning is operationalised as ‘effective teaching and learning’ which is defined as 

follows, ‘Student Centred Learning (SCL) is Effective Teaching and Learning (ETL) 

which puts the emphasis on each student in the classroom’ (intervention booklet, 

2011).  

In order to support Cambodian teachers in the process of change towards 

student-centred learning, it is first important to understand how teachers change. 

Understanding of teacher change has been increased in the past decades, but this 

knowledge has mainly been built in other (e.g. Western) contexts. It is known that 

cultural features may influence teacher change, especially while observing video. 

Miller and Zhou (2005), for example, showed Chinese and American (student) 

teachers video images and asked them to rate effectiveness. The American 

participants focussed much more on personal traits of the teachers while the Chinese 

participants focussed more on the content of the lesson.  
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The current study is part of a larger research project, in which a collaborative 

video intervention was evaluated. In this intervention, developed by the Ministry of 

Education, Youth and Sports, (student) teachers observed model videos (a video 

displaying a situation of good practice) and discussed features of SCM in these 

lessons. Earlier findings (reported in chapter 3) revealed that those teachers who 

observed model videos in a team setting reported a statistically significant change in 

their knowledge about and skills in SCM after the intervention, compared to teachers 

in an action video or pair setting.  

Subsequently, the interaction of these teachers in the team/ model video setting 

during their meetings was investigated. It was found that teachers mainly focussed 

on teacher behaviour and rarely on student behaviour. Furthermore, teachers’ input 

differed during these meetings, in terms of frequency and the quality of remarks they 

made (reported in chapter 4).  The quality of these remarks differed in terms of level 

of observation. Most teachers made remarks at the level of ‘awareness’ (Chan & 

Harris, 2005), namely descriptions of what they observed on the video. Other 

teachers made more comments at the deeper level of ‘reflection’ (Chan & Harris, 

2005); for example, explanations, connections with the teachers’ own practice or 

intention to implement the observed ideas in the teachers’ own lessons. Finally, the 

study found that the role of the facilitator was very important as teachers themselves 

did not yet take the initiative to initiate new topics and the facilitator’s questions 

helped to shape the discussion. 

In the two previous part studies presented in chapters three and four, it became 

clearer what teachers learned and how they learned. This was mainly based on self-

reports or teachers’ input in conversations, but results of various analyses were not 

combined to understand teacher change. Moreover, teachers’ practice (practice in 

the classroom) was not observed to find out whether they actually implemented the 

self-reported SCM. In the present study, one teacher was chosen to analyse change 

more in-depth. First, the teacher participated in the ‘best condition’, namely the 

model video/team condition. Second, she reported an improvement in knowledge 

and skills (an increase on the self-rating scale) and was able to describe more SCM 

after the intervention. She not only mentioned more and different methods after the 

intervention, she also elaborated on methods which were mentioned before the 

intervention. Furthermore, she had a large input in the group discussions as she made 

almost 1/3 of all comments (32%) in the teacher meetings. The quality of her 

comments was also higher than the other teachers; compared to the other teachers, 

she more often made the connection with her own practice during the meetings and 

also showed some intention to implement the new methods she saw and which were 

discussed. Finally, she reflected frequently about what she saw during the meetings, 
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reported to have implemented these changes and was the only one who gave 

extensive reports during the teachers’ meeting and during the semi-structured 

interview after the intervention. By triangulation of all existing data, this present 

study aimed to understand what teacher change looked like for her. 

There has not been much educational research about teachers’ professional 

development in Cambodia (cf. Sitha et al., 2015; Tan & Tee Ng, 2012) and studies 

that were conducted by Cambodian scholars were mainly descriptive (Sitha, 2002; 

Song, 2015; Phin, 2017). Together with evaluations from international organisations 

that evaluated their own professional development programs (e.g. Courtney & 

Gravelle, 2014; Shuttleworth & Shuttleworth, 2017) these reports are valuable in 

understanding the context. However, there should be more empirical evidence to 

which approach to teachers’ professional development is effective. This study 

therefore aimed to improve knowledge about professional development of teachers 

in Cambodia in general and to help understand what teacher change in Cambodia 

might look like in a particular case.  

 

 

5.2. Conceptual framework 

5.2.1. Teacher change  

Teacher change has been investigated by many researchers for decades, especially 

with regard to successes and failures in implementing new ways of teaching. This 

research has shown that programs to induce teacher change often have been 

unsuccessful as they did not take into account teachers’ beliefs, attitudes and 

practical knowledge (Van Driel et al., 2001). As these three dimensions are different 

for every individual teacher, a professional development program will never have 

the same outcomes for every teacher. The Interconnected Model of Change, 

developed by Clarke & Hollingsworth (2002), gives a model to analyse these 

different outcomes for different teachers.  

The model describes teacher change as a cycle (see Figure 5.1). Change can 

take place through several connections between the four domains within the cycle. 

There are multiple growth paths possible. The four domains of change that are 

distinguished are the external domain, the personal domain, the domain of practice 

and the domain of consequence. The external domain refers to support and input in 

the environment of the teacher, such as literature and professional development 

programs, meetings with other teachers and support from the school management. 

This domain is different from the other domains as it represents relatively ‘fixed’ 
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input from outside, while the other domains will show what the teacher does or has 

done after using or reflecting on this input (which could be different for every 

teacher). The personal domain refers to everything that takes place within the 

teacher’s mind, for example knowledge and beliefs about teaching. The domain of 

practice refers to everything that happens in the teacher’s classroom, e.g. teaching 

methods and the interaction with students. Finally, the domain of consequence refers 

to change in outcomes, such as student learning but also student motivation.  

Through ‘reflection’ and ‘enactment’ teachers show change within and between 

domains. ‘Reflection’ in this model can be described as ‘carefully think about 

something’ and ‘enactment’ as ‘acting as a result of something a teacher knows, 

believes or experienced’ (Clarke & Hollingsworth, 2002, p. 951). Change can be 

described as change within domains, e.g. an increase of knowledge or a change in 

attitude in the personal domain. It can also be described as change between domains. 

Several researchers (e.g. Thurlings & den Brok, 2017; Vrijnssen-de Corte, 2012; 

Zwart, Wubbels, Bergen & Bolhuis, 2007) have studied these changes between 

domains and called them ‘sequences’ or ‘change patterns’. A sequence can for 

example look like this: a teacher receives new information from a professional 

development activity (external domain), believes that this is an interesting way to 

change their teaching practice (personal domain) and therefore makes changes in 

their classes (domain of practice) which may result in better learning outcomes (i.e. 

the domain of consequences). 

With regards to the process of ‘reflection’, Clarke and colleagues found that 

video is a good tool to help teachers to reflect as it ‘informs teachers about their 

actions and facilitates reflection on that action’ (Clarke, Hollingsworth & Gorur, 

2013). Teachers in their study observed videos from cross-cultural classrooms, 

example classes or their own classrooms (sources of the external domain) to reflect 

on the teaching process. This reflection caused enactment in the domain of practice 

by changes in their own classroom teaching.  
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Figure 5.1 The Interconnected model of change (Clarke & Hollingsworth, 2002). 

 

Other research about using interactive video interventions did indeed show 

promising results for teacher change in different countries in the world (e.g. 

Brouwer, 2011; Luna & Sherin, 2017; Santagata, 2009; Sherin & Han, 2004). 

Although these authors did not specifically describe teacher change using the 

domains from the model, we believe that we can say teachers made changes in the 

personal domain (e.g. a different understanding of student thinking) through changes 

in the external domain (intervention using video) and the domain of practice 

(different teaching). Brouwer (2014) for example explained that because of 

observing video, teachers showed enactment in the domain of practice as they 

lectured less and asked more open questions to let the students engage with the 

learning content. They acted more adaptively to their students and were more willing 

to try new teaching methods because of reflection about their own methods.  

In the present study, the Interconnected Model of Change is used to describe 

teacher change in the case of the selected teacher mentioned earlier. The input from 

the external domain consisted of the model video, the questions from the facilitator6, 

                                                             
6 The facilitator in the meetings was the researcher. She was helped by her 

translator/colleague, who worked with her for over two years. 
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the discussions with teachers in the teacher meetings and the viewing guide teachers 

used while observing. In this study, the external domain was split into two levels 

(see fig 5.2). Level one consisted of the model video, the facilitator and the viewing 

guide. As these three aspects influenced the discussion and process in the teacher 

meeting directly, the teacher meeting was placed underneath them as level 2. 

 In the ‘domain of practice’, two separate categories were defined, namely the 

classroom practice and the team meeting. This adaptation made it possible to make 

teacher change within the meetings visible as a result of the teacher meetings.  

In earlier research about teachers’ professional development, the domain of 

consequences for the learners was often not described (Thurlings & den Brok, 2017). 

The present study tried to include the domain of consequences; we focussed on 

visible student behaviour in reaction to teacher practises during lesson observations. 

5.2.2. Previous research about teacher change in the Cambodian context 

Teaching in Cambodia is heavily influenced by the consequences of the civil war 

which lasted from 1975 to 1979. After the war, only a few teachers were left to teach 

in schools and teacher training colleges. Up until now, not all Cambodian teachers 

have the right qualifications to teach and the teaching force is only slowly building 

up (Bunlay et al., 2010). Cambodian primary school teachers have received various 

trainings initiated by the Ministry of Education, Youth and Sports to implement the 

Child Friendly school policy in which teachers were encouraged to use a more 

student-centred approach. The question is whether these large scale trainings were 

sufficient enough to raise the understanding of the project.  

Phin (2017) concluded in his study with Cambodian teachers and school 

directors that many participants were unable to explain certain elements of the plan 

to implement the Child Friendly School policy. Nith et al. (2010) found that although 

some active learning pedagogies were implemented in Cambodia, it was still a 

challenge for many teachers to use SCM. An evaluation in 2011 by UNESCO 

observed that students rarely raised their hands in class to ask questions and that 

teachers expect their students instead of questioning to parrot answers. They argued 

that Cambodian pedagogy remains to be characterized by minimal interaction 

(Unesco/IEEP 2011).  

Change always includes risk-taking (e.g. Le Fevre, 2014). As Cambodia is a 

society with a high uncertainty avoidance, high power distance, trust issues and 

collectivism (Berkvens, 2009), educational change is quite a risk. In a society with 

high uncertainty avoidance, people try to avoid situations which are unclear by 

maintaining strict codes of conduct and believe in absolute truths. Risk-taking is 
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preferably avoided by people (Hofstede, 1986). This could hamper attempts to use 

new teaching methods.  

Besides uncertainty avoidance, power distance is another feature of Cambodian 

society. Power distance – which defines the extent to which the people with less 

power in a society accept this inequality in power – and trust issues could influence 

knowledge sharing. In Cambodia, the teacher is seen as the ‘holder of knowledge’ 

and is most likely not to be challenged (Berkvens, 2009). An educational reform in 

which the teacher has to relinquish power to the students and has to be more 

facilitating could be challenging because of this feature. Knowledge is not easily 

shared as this will leave the teacher without his status (Ogisu, 2015). Besides that, 

the trainer/facilitator within a collaborative setting could be regarded as the teacher 

and therefore teachers might be reluctant to challenge what is brought up. Teacher 

change could therefore potentially be a difficult process. Finally, teacher change 

could be difficult as trust issues make it difficult to share a different opinion within 

a group of teachers, which is the same for the feature of collectivism. The higher the 

level of collectivism, the less likely people want to stand out with a different opinion 

(Hofstede, 1986). 

Although these cultural effects might influence a collaborative professional 

development activity, Tan and Tee Ng (2012) reasoned that Cambodian teachers 

would benefit from ‘greater teacher collaboration within a culture of trust and 

accountability’ (p. 124). However, they expressed their concerns about the initiated 

innovation of the Child Friendly School as they stated that these innovations asked 

more from the teachers as professionals than could be expected at that moment.  

5.2.3. Research questions 

The present study provides a full portrait of one teacher in which data from different 

instruments were combined to see whether a change could be seen within and 

between the domains of the Interconnected Model of Change through enactment and 

reflection. As this teacher came from the more beneficial team condition, and 

initiated most interaction while observing meaningful footage, it was assumed she 

was most likely to show teacher change.  

The general research question is, ‘Do we see a Cambodian teacher change 

according to the processes described in the Interconnected Model of Change (within 

domains and sequences of change between domains) while combining several data 

sources? If we see teacher change, which external resources have supported this 

change?’  
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Change in this study means not only an increase or decrease (e.g. in applying 

certain methods, in knowledge categories), but also whether a difference in how 

SCM were applied and whether different features of SCM were reported.  

 

 

5.3. Method 

5.3.1. Background data 

The study took place in a primary school in Battambang, which was located within 

the city boundaries. It was one of ten practice schools which were connected to the 

Provincial Teacher Training College in Battambang where the researcher worked as 

an educational advisor for two years. The school was one of the three practice 

schools where the intervention was piloted. As was explained in chapters three and 

four, the teachers worked in the team/model video condition during this intervention. 

The meetings were scheduled during the time teachers had their regular teacher 

meetings (once a month). During these meetings teachers observed the model video 

which was developed by the Ministry of Education, Youth and Sports. In the model 

videos, Cambodian teachers taught in a local school comparable to the schools the 

intervention was trialled. The teachers in the model video did not show the perfect 

lesson, but used some SCM in the given context as was mentioned in the 

accompanying booklet (MoEYS/DCD, 2011). Teachers used viewing guidelines 

with features of SCM and observed whether these methods were visible in the 

observed lesson. Then, a discussion about the model lesson and the observed 

methods took place. At the end of the meeting, teachers chose learning points to 

practise themselves during the month. These learning points were reflected upon in 

the next meeting, after which a new video was observed. There were six meetings 

instead of nine due to monsoon season and national holidays, making it impossible 

to observe all nine videos. Unfortunately, due to technical reasons, data of session 

three was lost.  

Seven teachers were part of the team in the earlier study presented in chapter 3. 

Two teachers taught in grade 1, three in grade 2 and two in grade 3. The mean years 

of teaching experience was 23.71 (with a range from 15-30 years). As explained in 

the introduction, one teacher specifically attracted the attention in our overall 

analyses. ‘Teacher Veary’ was chosen for this research. Veary taught in grade 1. She 

had 24 years of experience of which 17 years were in grade 1. She graduated from 

the teacher training institute. She reported not having attended earlier training or any 

workshops about SCM. In her first observed lesson however, she used early grade 
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reading material which was provided by a non-governmental organisation with 

training about how to use this in a student-centred way. It was therefore concluded 

that there had been some exposure to the concept of SCM.  

5.3.2. Instruments and analysis 

Table 5.1 shows all instruments that were combined to answer the research question. 

A short explanation is given, except for the ‘lesson observations’. The observation 

instrument has not been reported in prior studies. A more extensive report about 

development and validation of the other instruments can be found in earlier studies 

(see chapters 3 and 4).  

 

Table 5.1 Instruments with relation to which domain of the Interconnected Model of Change 

(Clarke & Hollingsworth, 2002).  

 

Instrument 

 

Type of 

instrument 

 

Related to which domain 

a. Open ended questions about 

knowledge  

Self-reported Personal domain 

b. Self-ratings of knowledge  

 

Self-reported 

 

Personal domain 

c. Open ended questions classroom 

behaviour 

 

Self-reported Domain of practice 

d. Self-ratings of knowledge and 

classroom behavior 

 

Self-reported Domain of practice 

e. Interaction analysis of team 

meetings 

Observations Personal domain/ domain of 

practice 

f. Lesson observations Observations Domain of practice/ domain of 

consequences 

g. Semi-structured interviews with 

teachers (group interview) 

 

Self-reported All domains 

h. Evaluative questions about the 

intervention 

Self-reported External domain / Personal 

domain / domain of practice 
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a) Open ended question about self-perceived knowledge of SCM - Before and after 

the six meetings, the teachers were asked the following identical open ended question 

about their knowledge, ‘What do you know about student-centred teaching in the 

Child Friendly School policy?’ By using inductive analysis, the answers were coded 

by categories, namely ‘Cooperative Learning’, ‘Questioning’, ‘Resources’ and 

‘Games & activities’ (see for examples Table 3.3). 

 

b) Self-rated knowledge – Teachers were asked to complete an item using a scale 

(from 1 to 10) about their own knowledge regarding SCM, before and after the 

training. This rating task was used in order to obtain insight about how teachers 

evaluated their own knowledge.  

 

c) Open ended questions about self-perceived implementation of SCM - The question 

about implementation concerned the question about which methods they already 

used in their daily practice, ‘Please write down every method in the Child Friendly 

School policy that you have used so far in your classroom.’ The same five categories 

as the question about knowledge to categorise the answers were used. 

 

d) Self-rated classroom behaviour - Self-ratings of classroom behaviour were 

measured with a similar item as the self-rating of knowledge, where 0 means, ‘I only 

use teacher-centred methods’ and 10 ‘I only use SCM’.  

 

e) Interaction analysis of team meetings - All teacher meetings of the video 

intervention were filmed, audio-taped, translated and transcribed in order to map 

interaction and to examine the focus of the teachers. For this purpose, the 

transcriptions were divided into topics and segments. In the analysis, the focus of the 

topic (‘teacher behaviour’ or ‘student behaviour’) and the type of conversational acts 

the teachers made (question, description, opinion, explanation, connection with own 

practice, intention to implement and other) was observed (see for examples Table 

4.4). Percentages were calculated to distinguish what focus teachers had during the 

sessions and what kind of remarks prevailed. During the meetings, the facilitator also 

took notes to monitor the process of interaction.  

 

f) Lesson observations - Before and after the intervention, the first researcher visited 

the teacher in her own classroom. The teacher could choose what time the researcher 

would come and which lessons would be observed. Both lessons turned out to be 

Khmer spelling lessons. These lessons were videotaped. The five categories found 

while analysing the answers to the open ended questionnaire (‘Cooperative learning’, 
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‘Questioning’, ‘Resources’, ‘Games & activities’ and ‘Other’) were used to develop 

an observation form. The indications/explanations teachers reported themselves in 

the questionnaire were then used for a more specific observation, which made 14 sub 

categories. For example, in the category of ‘Cooperative learning’ a sub category 

could be ‘group work’, ‘pair work’, ‘students help each other’ (see Table 5.2). The 

lesson observation form was used to observe the lesson twice. First, the lesson was 

observed to see whether categories and subcategories were present. Then, a more 

detailed qualitative description of the subcategory was added while the video was 

observed for the second time. Student activities were observed to elicit changes in 

the ‘domain of practice’.  

Both the researcher and an independent observer (native speaker) observed the 

lesson to see whether the same categories were found. A 92% agreement was found 

regarding the frequency of visible categories. After discussing differences, a 100% 

agreement was reached. The first researcher then observed the other lesson. An 

example of the lesson observation form can be found in Table 5.4. 

 

Table 5.2 Lesson observation form with categories and subcategories 

Category subcategory 

Cooperative Learning group work, pair work, students help each other  

Questioning asking questions, questions to remember the content, 

brainstorm questions, critical questions 

Resources using word cards, students find concrete resources in the 

surrounding environment, teacher has pictures 

Games & Activities games, competition, students are more active than the 

teacher 

Other (strategies & 

students’ behaviour) 

repetitive reading, students have to underline words, 

students are distracted 

 

g) Semi-structured interviews - In a semi-structured group interview with the 

researcher after the last team session, teachers were asked how they felt their 

knowledge and classroom behaviour had changed. The evaluative questions 

concerned the design of the training and the grouping. Since the participants’ cultural 

values could affect their answers (for example, the need teachers felt to answer as 
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expected), questions were designed to be as open and neutral as possible. Answers 

were audio-taped and translated into English. 

 

h) Evaluative questions about the project - After the project, teachers were asked to 

individually evaluate the project (on paper). There were four yes/no questions about 

how they felt about the intervention (1) Do you feel this is an effective way of 

working together as teachers? (2) I think the lessons on the video are realistic (3) I 

feel the booklet is easy to use (4) I feel the booklet is useful), five questions on a 

Likert scale from 1-4 about the usefulness of the project (e.g. ‘I would like to 

continue working with this project’, ‘I could have read this in a book and therefore 

did not need the video intervention’) and one question on a 0-10 scale (‘I think the 

video project is useful’).  

5.3.3 Data analyses 

The results of the self-reported instruments from before and after the intervention 

were compared to find differences within the personal domain. Frequencies of 

visible categories in the lesson observations were compared between the pre and post 

observation in order to find change within the domain of practice. Qualitative 

descriptions of the lesson observations were used to find changes in the domain of 

consequences (students’ involvement).  

Answers to all self-reported instruments were then combined with the team 

meeting interaction analysis, semi-structured interviews and the researcher’s notes 

to find indications of links between the external domain (what was said in the teacher 

meetings) and the personal domain (self-reported improvement of knowledge) and 

between the personal domain and the first part of the domain of practice (teacher 

meetings).  

Then, the lesson observations’ qualitative descriptions were combined with the 

interaction analyses, answers on the questionnaire and remarks in the semi-structured 

interviews to find whether there were sequences of change between all domains 

(including the domain of practice). Only if items from the interaction analysis, semi-

structured interviews and questionnaire could be one on one related to what was seen 

in the lesson observation was it taken as indication of a sequence.  

The researcher conducted the initial analysis, and formed a portrait of this 

teacher with all possible changes within and connections between domains. Then, 

results were discussed with the research team. Adaptions were made after this 

discussion, after which a simplified model to indicate sequences between several 

domains were designed. The final result was agreed upon in a consensus-based way.  
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5.4. Findings 

In Figure 5.2, findings are combined from all available data to visualise reported and 

observed change within and between domains. First, change within domains is 

described. Then, change between domains is described. Finally, sequences between 

several domains were identified and described.  

5.4.1. Change within domains 

Change within the domains is described within the boxes in Figure 5.2. In the 

personal domain a change in knowledge was noticed; Veary explained more in 

detail about SCM (see Table 5.3). Regarding beliefs and attitudes, Veary became 

more positive about the project and SCM. After the project, she explained how her 

attitude changed, ‘Before it was difficult to implement it and I didn't want to do it. 

After I made the commitment and [then] I had to follow it. And I choose the 

learning points to follow. I chose the ones which were difficult. And then I tried it 

for many times and then it is less hard and made me happy.´ (semi-structured 

interview, Veary).  

Veary used a game before and after the intervention, but did not mention 

‘game’ as an example of SCM in the open ended question on knowledge before the 

intervention. 

In the domain of practice, it was visible via the classroom observations that 

Veary used a different way of questioning compared to before the intervention. She 

also included pictures and authentic materials after the intervention. As her 

professional experimentation in the classroom was positive, Veary was motivated to 

explain this in the teacher meetings (see quote above and the high input percentage 

during the meeting).  
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Figure 5.2 Reflection and enactment explained for teacher Veary 
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In the domain of consequence, it was observed that students were more actively 

included by Veary in the post intervention lesson. In the pre-intervention lesson, 

Veary introduced new words which she had already written on the blackboard. 

Students recited the new words, were asked to write the new words on their small 

slates and then reciting the written words over and over again. Students were only 

asked to follow the instructions and could not put up their hand. Although most 

students looked at the blackboard, it was easy for some to become disruptive, look 

out of the window or not answering/reciting. 

In the observation lesson after the intervention, Veary deliberately took time to 

give an instruction about a specific spelling difficulty. While using resources 

(pictures and a poem written on a poster), she asked questions and gave small riddles, 

to elicit the new words from the students in this way. Students were active while 

answering her questions and looking at the visual aids she had chosen. She involved 

the students again by asking them to circle words on the poster that belonged to this 

spelling difficulty. Many students put up their hand to be chosen, were involved by 

‘correcting’ the other students and were asked to say whether the answer was right.  

5.4.2. Change between domains 

Several connections could be found between the domains, as demonstrated by arrows 

in Figure 5.2. There were many connections between the external domain and the 

personal domain. First, in the model video there were several examples of teachers 

using groupwork. In the questionnaire after the intervention, Veary mentioned this 

as an example of SCM (see Table 5.3). She also reported herself that she had more 

knowledge about SCM and gave herself one point higher on a scale of 10.  

Secondly, through the input in the external domain, a change in attitude and 

beliefs was noticed (personal domain). After observing the lesson in meeting 1, 

Veary said ‘her teaching is interesting. If we do it with our students, it will work’ 

(Veary, interaction analysis, meeting 1). Furthermore, she stated in the 4 th meeting, 

‘this month I chose number 10 [from the viewing guide ‘students have the chance to 

practice what they have learned in different contexts’]. The first time the students 

did not understand, but later on they understood. Just like us, at first I did not 

understand this project, but now I understand better. This is my learning point.’ 

(Researcher notes, 4th meeting).  
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Table 5.3. The Interaction analysis (in percentages) and the open ended questions  

Interaction analysis  

meeting 1 2 3* 4 5 6 Total  

Description 8.3 6.7  42.9 14.3 80 30.4  

Explanation 41.7 53.3  - 14.3 - 21.9  

Opinion 16.7 26.7  42.9 33.3 20 27.9  

Connection 25 -  - 33.3 - 11.7  

Intention - -  14.2 - - 2.8  

Question 8.3   - - - 1.7  

Other - 13.3  - 4.8 - 3.6  

Open ended questions; Veary’s anwers                          

 before after 

What do you know 

about student-centred 

teaching in the Child 

Friendly School policy? 

* Teacher sets a problem 

*student solve the 

problem, while teacher 

coordinates the process 

* using resources 

* students are actively 

involved 

* game 

* groupwork 

* call students’ names 

* teacher is a facilitator 

Please write down 

every method in the 

Child Friendly School 

policy that you have 

used so far in your 

classroom.’   

* pair- and groupwork 

* students learn by 

themselves 

* small & big group work 

* using questions 

* using quizzes 

* games 

* encourage students and 

help slow learners 

* students do not learn by 

memorising 

 

Third, the input from the facilitator seemed to be important to change Veary’s 

ideas and beliefs. For example, during one meeting, the facilitator asked about 

whether the teachers think all students were learning. First, Veary said she thought 

all students were learning. Then, the facilitator explained that the questions were 
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quite easy and that the teachers asked the same over and over again, implying that 

not all students were learning. Veary, then, realised that this was not a good way and 

formulated the following answer: 

 

Facilitator: ‘So, what questions do you think the teacher could have asked 

to make the students think?’  

Veary: ‘As she show the crops to the students and ask students to think, 

‘beside rice can you think of any other kind of grains?’ and then they start 

to think. The question she asks now is as easy as in grade 1. She requires to 

use more profound questions to let students use their brain. Students will be 

able to answer, they would think what else is a grain, which means ask a 

question to let them think. The teacher was very quick in showing the picture 

to the students, but it would be nice to not show them yet, but ask first the 

question. It’s called critical questioning.’  

(Meeting 2, interaction analysis). 

 

Connections between the personal domain (beliefs and attitude) and the first 

part of the domain of practice (discussions with colleagues) were identified. Veary 

had an important role in the teachers’ meetings. There was an indication that she 

tried to persuade other teachers when they said they could not implement these 

methods. In the fifth meeting, for example, one teacher was complaining about the 

fact that she would not have the resources. Veary replied, ‘for the bottles we can find 

it wherever, also in the market’ (Veary, interaction analysis, meeting 5). 

Regarding the second part of the domain of practice, namely the classroom 

practice, connections between the external domain (the model video, the topics that 

were discussed and the viewing guide) and the domain of practice could be 

identified, which could not directly be related to the personal domain. In the viewing 

guide and during the sessions, specific attention was paid towards asking questions 

not only to repeat, but to let students think. Veary enacted on this in the domain of 

practice. For the 5th meeting, she chose this learning point from the booklet, ‘students 

have to think as part of the lesson (not just repeating of copying)’. She explained 

afterwards, 

 

Veary: ‘In grade 1 we teach the letters; I let the students think about a word 

that I never taught which started with the letter ‘Koh7‘ and let the students 

read in their textbook; students have to search for those words. This is a 

                                                             
7 One of the letters in the Khmer alphabet 
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process in which I saw that students can also think and are not only 

repeating what the teacher says. I used a picture for that [= teaching the 

new letter]; they could find out the word that matched the picture; they used 

that picture and that word to make a sentence, through what the teacher 

explained to them. So students can think, without the teacher's help.’ 

(researcher notes, meeting 5) 

 

The enactment from this reflection was observed during the lesson observation after 

the intervention as the students had to look at a poster and a sentence and had to find 

words instead of the teacher just telling them the words (see Table 5.4). After the last 

meeting, she stated, 

 

 ‘If I hadn’t done [the intervention], I only would have shown pictures to the 

students; after the observation [of the video] I found that I should let students 

first give their own idea before I show them the objects. I not only explained 

the students, I asked the students to do things. The students like it more; both 

teachers and students have a better feeling.’ (Veary, semi-structured 

interview). 

 

Veary tried new methods in the domain of practice in between the sessions and 

reflected about what she tried while writing it down in preparation for the meetings 

(personal domain). Then, she explained it during the meetings (domain of practice). 

‘I thought that the first time group work was messy. We found that students who 

understood were working with us and students who didn't understand didn’t work 

with us. So we tried to keep on working with all the students. We let the students 

read. Some students listen well, some didn't. Students who didn't listen to us [found 

the lesson] difficult to understand.’ (Veary, semi-structured interviews). Through 

this example, indications could be found of another connection, through reflection, 

namely from the domain of practice to the personal domain.  
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Table 5.4 Observation form Veary post intervention 

Category subcategory 

P
re

se
n
t*

 

Description 

Cooperative 

Learning 

group work,  

pair work,  

Students help each 

other  

- 

- 

- 

 

 

 

 

Questioning asking questions,  

 

questions to remember 

the content,  

brainstorm questions,  

 

 

critical questions 

X 

 

X 

 

X 

 

 

X 

The teacher involves the students much more than in the 

lesson before the intervention, by eliciting the new words.  

 

 

There are questions in which there is not only one good 

answer. The students have the opportunity to give more 

answers 

The teacher asks, ‘why do you think this word is part of this 

lesson’s problem?’ 

Resources using word cards,  

 

students find concrete 

resources in the 

surrounding 

environment,  

teacher has pictures 

X 

 

- 

 

 

 

X 

The teacher uses a poster (with a poem) and a sentence 

written on a poster. 

 

 

 

 

The teacher has pictures to let the students understand about 

the new words of this lesson. She also uses materials, like a 

paper made cone.  

Games & 

 Activities 

games, 

competition 

 

 

students are more 

active than the teacher 

- 

X 

 

 

- 

 

The students have to clap when the word belongs to a rule the 

teacher just explained. Students who make a mistake can then 

‘help the teacher’ instead of being removed from the game. 

Other 

(strategies & 

students’ 

behavior) 

 X Students have to underline words on a poster. Students are 

asked to make a sentence by themselves, instead of the 

teacher making this sentence. Sometimes the teacher says 

‘who can tell me what to write, because I don’t know’. Still 

repetitive reading. 

* X = observed in the lesson; - = not observed in the lesson 
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This example also showed a link with the domain of consequences. In Veary’s 

comment above she mentioned that students liked the lesson better. In the 

observation lesson examples of this instance were found. Students were invited to 

join the explanation and were asked questions to let them think critically. Veary even 

said, ‘you need to show me, as I need help’ (post observation; researchers notes). 

This is an important observation as culturally speaking it is not common for a teacher 

to act as if she does not know what to do.  

5.4.3. Sequences of change 

Through identifying connections, it was possible to notice sequences between 

several domains. Only answers/observations that were literally found in every 

instrument were noted down as a sequence. Observed sequences all started in the 

external domain and went through the personal domain, either through reflection or 

through enactment (see Figures 5.3a and 5.3b).  

The model video and the facilitator comments in the teacher meetings were 

especially important. Veary showed an increase in knowledge about using resources. 

She saw, for example, one of the teachers in the model video using word cards. She 

then used this knowledge which was reported by her after the intervention (see Table 

5.3) to change her way of teaching (enactment; observed in the lesson; domain of 

practice). The reflection that her students were more involved and ‘can think by 

themselves’ (Veary, researcher’s notes, meeting 5) gave an indication that this new 

knowledge was confirmed by what happened in the domain of consequences. 

A similar pattern is visible related to the facilitator’s comments. In one of the 

meetings, the facilitator initiated a discussion with a question about what kind of 

questions to ask to improve students’ involvement (external domain). Veary not only 

mentioned this in the questionnaire as lesson learned from the intervention (personal 

domain), but also applied it in her classroom (domain of practice; change 1). Students 

were more involved during her explanation (domain of consequences). She then 

reflected on this (in the personal domain) and confirmed later in the teacher meeting 

questioning in class was possible to do (enactment towards domain of practice; 

change 2). 
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Fig 5.3a Sequence of change because of the model video 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Fig 5.3b. Sequence of change because of facilitator comments in teacher meeting  
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5.5. Conclusion and discussion 

5.5.1. Conclusion 

This study investigated what sequences of teacher change could be seen with a 

Cambodian teacher after a collaborative video intervention. The model of Clarke and 

Hollingsworth (2002) was used to describe these change patterns, whether there was 

noticeable change within and between domains and if enactment and reflection were 

present. If so, it was attempted to establish which item of the external domain 

influenced this change. 

For this ‘best case scenario’ teacher, changes within domains could be 

identified, connections could be found between domains and there were indications 

for sequences which start in the external domain. Through enactment, changes in the 

personal domain could be related to changes in the domain of practice. Veary 

reported the use of resources and more active students, and indeed, in the observed 

lessons a small change could be seen in the categories of questioning and the use of 

resources. Hall (1978) already described that there are different levels of teacher 

change. After one year, 60-70% of the teachers are still ‘mechanical users’ (p. 19) of 

an innovation. This could be an explanation for the fact that although indications of 

teacher change were found, these were still small. 

Some changes in the domain of practice could not be related to changes in the 

personal domain. This was identified as an example of change within the domain. 

Maybe a connection with another domain was difficult to identify because a very 

broad question to measure self-reported knowledge was used.  

Noticeably, Veary did not mention the fact that she used a game before the 

intervention, or a different way of questioning after the intervention, although, this 

was observed in both lesson observations. This could confirm outcomes reported by 

Meirink (2007) who explained that self-reports do not always paint the right picture 

as teachers do not always realise what they have implemented.  

Similarly, in the interaction analysis there were no comments which could be 

identified as ‘intention to implement’. However, from the classroom observation it 

could be concluded that Veary did implement topics she had observed in the video 

or that were discussed in the meetings. Veary often showed that she reflected on her 

own learning points and then realised that what she tried, worked. She then used it 

more often, which was visible in the lesson observation after the intervention. This 

process was also found in research from other countries where observing video 

promoted teacher reflections (Hollingsworth & Clarke, 2017). It also could be an 

indication of what Guskey (2002) found, namely that teacher change more likely 
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takes place when teachers notice that what they have tried to implement in the 

classroom has an effect on students’ behaviour and outcomes, and only then 

subsequently change their beliefs.  

The model video and the comments from the facilitator in the teacher meeting 

seemed to have influenced the changes in the personal domain and the domain of 

practice and consequences most. Ideas from the model videos were literally reported 

by Veary in the questionnaire as increase of knowledge. The questions from the 

facilitator and items in the viewing guide focussed Veary’s attention to the more 

abstract aspects of SCM which she then reported back after the intervention and 

showed in her class during the lesson observations. In earlier research presented in 

chapter four, it was concluded that the facilitator was essential for the interaction 

within the meetings. The current study showed that a possible explanation for this is 

that especially learning for this teacher took place because of the sequences that were 

initiated by the facilitator.  

5.5.2. Limitations and further research 

This case study consisted of one teacher in one specific condition using video. This 

implies limitations for the generalisation of the findings. Although carefully 

investigated, processes might have been overlooked by the researcher and further 

investigations with more teachers should point out whether the findings can be 

applied to other Cambodian teachers as well.  

Furthermore, the research context of Cambodia is quite challenging. 

Educational research is not common (Sitha et al. 2015, Tan & Tee Ng, 2012). 

Teachers are less used to using instruments which are more common for their 

counterparts in other countries. Therefore, instruments which are validated in this 

specific context should be developed. Furthermore, in this study, reflection and 

enactment were inferred from the results by combining the several instruments. A 

separate instrument should be constructed in order to directly reveal the way of 

reflecting or enacting by the teachers.   

For the domain of consequences only the indication that students were more 

motivated during class were used. Further research in which student outcomes are 

obtained will allow for elaboration on change in this domain.  

Although the interaction analysis showed almost no comments that could be 

described as ‘intention to implement’, Veary did implement quite a few new methods 

in her class. Further research should point out that if different questions were asked 

by the facilitator or different instruments were used, would teachers make remarks 

belonging to the category ‘intention to implement’. 
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5.5.3. Implications 

Although teacher change as established in the present study with an even ‘above 

average’ case might seem relatively small compared to teachers in an intervention in 

an international context, this Cambodian teacher did show changes in classroom 

practice, reflected about this and discussed this with other colleagues. This suggests 

that the video intervention can initiate the support for teachers that Tan and Tee Ng 

(2012) found necessary to help them to develop towards ‘collegial professionals’.  

Both the model video and the role of the facilitator turned out to be important 

in this process. Song (2015) had already found that although Cambodian teachers are 

willing to adapt their teaching, they have difficulty understanding the underlying 

concepts. The model video supports teachers’ understanding as it gives an example 

within the teacher’s own practical context. The role of the facilitator appears to be 

very important during this process. Well trained facilitators with a deep 

understanding about this approach are necessary to help teachers understand the 

underlying concepts which are shown in the footage. Both elements thus seem 

crucial for professional development in the Cambodian context. 

Most identified changes with this teacher follow a sequence through the 

personal domain, which confirms results found in a meta-study by Thurlings and den 

Brok (2017). We think it is therefore important to realise that three parts - knowledge, 

but also beliefs and attitudes - are important to consider while developing personal 

development activities. If teacher change follows this same pattern in all Cambodian 

teachers, then, the personal domain will positively influence Cambodian teachers’ 

practice, and consequently Cambodian education practice. 
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6.1. Introduction 

In this dissertation a video intervention with cooperative learning activities was 

investigated to increase understanding about what contributes to effective 

professional development of (student) teachers in Cambodia. It tried to find an 

answer to the question whether this professional development intervention was a 

suitable approach for the Cambodian context.  

Since 2007, Cambodia has been implementing active learning pedagogy as part 

of an educational reform known as the Child Friendly School policy (Ministry of 

Education, Youth and Sports, 2007).  An important part of this policy is the use of 

student-centred methods (SCM) during teaching. In order to help (student) teachers 

in primary education to implement these SCM, the Ministry developed a video 

intervention in 2011. The intervention consisted of three model videos (videos in 

which other teachers’ good practices or examples of desired strategies are displayed) 

with three lessons in the subject areas of Khmer, Math and Social Sciences.  

Review studies investigating the use of video in teachers’ professional 

development programs showed that this was an effective way in other countries to 

improve teachers’ knowledge and classroom behaviour (e.g. Bayram, 2012; 

Brouwer, 2011; Gaudin & Chaliès, 2015; Wang & Hartley, 2003). However, as much 

of the positive results in this research were based on data from white, middle class 

female teachers (Woolfolk Hoy et al., 2006) it was not known whether Cambodian 

teachers’ professional development would follow the same positive patterns.  

The overall research question of this dissertation was, ‘What is the effect of a 

collaborative professional development activity using video footage with subsequent 

discussion on the professional development of Cambodian teachers in preservice 

and in-service teacher education, specifically with respect to the implementation of 

student-centred teaching behaviour?’  

Two contexts were studied, one study in initial teacher education and one study 

as a professional development activity with more experienced teachers. The first 

context contained one study, while the latter consisted of three part studies.  
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6.2. Main findings and conclusions 

6.2.1. Results of using the video intervention in initial teacher education 

The first study, which was presented in chapter 2, aimed at understanding what 

student teachers learned during a video intervention in initial teacher education. The 

overall research question was, ‘Do student teachers in an intervention group using 

model videos score higher on reported knowledge, attitude and self-efficacy towards 

SCM, compared to those of a control group following a regular initial teacher 

education program?’ Two sub-questions asked whether the intervention was 

implemented as foreseen and how it was evaluated by student teachers. To remain 

as close as possible to the normal conditions in which the intervention was supposed 

to be implemented, three teacher educators (Khmer, Maths and Social Science) who 

were especially trained by the Ministry of Education, Youth and Sports implemented 

it.  

The study used a quasi-experimental design with an intervention (N=68) and 

control group (N=56), and measured (self-perceived) knowledge, attitude and self-

efficacy after the intervention using a questionnaire. ‘Self-efficacy’ was used as 

proxy for the implementation of SCM by student teachers in the future. 

Findings in this study were that after the intervention, in terms of raw numbers, 

the intervention group reported to have more knowledge about SCM, found SCM 

more important to use (i.e. positive attitude) and reported having more confidence 

(i.e. self-efficacy) in using these methods in comparison with the control group, 

which followed the regular program. However, although the student teachers in the 

intervention group reported statistically significant higher self-ratings, other items of 

the questionnaire measuring acquired knowledge and attitude more directly did not 

show a statistically significant difference between the intervention and the control 

group. 

The rather modest results could be explained by the fact that the intervention 

was not completely implemented as foreseen by the developers. Less videos were 

observed and less interaction was instigated as foreseen by the developers. It was 

argued that teacher educators might have had difficulty initiating this interaction.  

Overall, based on the findings, it was concluded that a video intervention with 

model videos structured tasks was a promising method to use in Cambodian initial 

teacher education.  
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6.2.2. Results of using the video intervention in in-service teacher 

education 

The aim of the first in-service part study discussed in chapter three was to understand 

whether experienced teachers learned from the video intervention in a professional 

development activity and what they learned. The main research question of this study 

was, ‘What influence did video-based training have on Cambodian primary school 

teachers’ (perceived) learning about student-centred teaching methods?’  

Teachers’ learning was defined in terms of gained knowledge and changed 

classroom behaviour as measured by self-reports. Group conditions (pair versus 

team) and relevance of the material (model video versus action video) were varied 

using a 2x2 experimental design with teachers (N=21) from grades 1 to 3 in primary 

schools. As there were no specifically trained Cambodian facilitators, the researcher 

herself facilitated these sessions. 

Before and after the intervention teachers completed a questionnaire with open 

ended questions about knowledge and skills regarding SCM and rated themselves on 

these aspects. Evaluative questions about the project were also asked in this 

questionnaire. Semi-structured interviews were used to understand and to clarify 

teachers’ answers in the questionnaire.  

Findings in this part study were that teachers in the model video/team condition 

reported more positive learning outcomes compared to teachers in the other 

conditions. Teachers reported not only having more knowledge regarding SCM, but 

were also able to describe in a broader way what SCM were, compared to the 

situation before the intervention. Furthermore, the viewing guidelines showed to be 

helpful in this respect. Topics that were listed in the viewing guidelines were found 

as answers reported by teachers in the open ended questionnaire.  

Questionnaire data did not show self-reported changes in behaviour, with the 

exception of the use of teaching resources. However, during the semi-structured 

interviews, teachers reported changes in behaviour. During the interviews teachers 

were positive about the intervention. Teachers were also asked what obstacles they 

encountered during the process of the intervention. They explained that although 

they thought the meetings were very helpful and they had learned new skills through 

the video and the discussion, it was difficult for them to practice during the month 

in between the video sessions. Reasons included lack of time for preparation of 

lessons because of circumstances at home (an extra job to earn enough money for 

the family, health issues and large families to take care of) and lack of money to 

arrange materials or to copy resources.  
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Further research into the interaction between the teachers in the model 

video/team condition was suggested in order to better understand better how teachers 

learned.  

 

As the part study in chapter three focussed on what teachers learned, the aim of 

the part study presented in chapter four was to understand how teachers learned. This 

was done by studying the interaction between teachers in the team/model video 

condition as teachers from this condition showed statistically significant better 

results than teachers in the other conditions. The overall research question was, ‘How 

do Cambodian teachers interact in a group setting while observing a model video?’ 

To answer this question, focus of the conversation, conversational acts, individual 

teacher contributions and the role of the facilitator were investigated. Another 

question examined was whether there was noticeable change over the course of 

meetings regarding the mentioned investigated items. 

This study was an interaction analysis study (N=7) in which teachers’ 

interaction in six video club meetings were analysed using Sherin and Han’s model 

for conversation focus (Sherin & Han, 2004) and Chan and Harris’ model (2005) for 

conversation acts. 

Findings were that teachers focussed mainly on teacher behaviour and showed 

no change in focus over time towards student behaviour. Secondly, teachers in this 

condition mainly used conversational acts (descriptions) related to ‘awareness’ 

(Chan & Harris, 2005). There were less conversational acts at the level of ‘reflection’ 

(Chan & Harris, 2005), except for explanations and opinions. Comments related to 

‘connection with own practice’ were few and comments related to ‘intention to 

implement’ were rare. There was no trend over time in these conversational remarks, 

except for opinions; towards the end of the intervention teachers gave less opinions. 

The decrease in opinions in this study might follow from the increase in knowledge 

about SCM and a better understanding from the participating teachers.  

The role of the facilitator seemed to be essential. Teachers rarely asked a 

question during the team meetings and all topics but one were initiated by the 

facilitator. There was no role switching between facilitator and teachers in the 

process.  

Finally, there was a large difference in input among the seven teachers, both in 

frequency and in quality of the remarks. Because of this difference in input, further 

research was suggested into teachers’ learning.  

 

In the third and last in-service study, described in chapter five, teacher learning 

of one teacher was investigated with the use of Interconnected Model of Change 
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(Clarke & Hollingsworth, 2002). This case study provided a full portrait of a ‘best 

case scenario’ teacher (best condition, best results, richest data and best input in 

frequency and quality) in which all available qualitative and quantitative data from 

earlier studies from this teacher were combined with lesson observations before and 

after the intervention. The general research question was, ‘Do we see a Cambodian 

teacher change according to the processes described in the Interconnected Model of 

Change (within domains and sequences of change between domains) while 

combining several data sources and if so, which external resources have supported 

this change?’ Change in this study was not only an increase or decrease (e.g. in 

applying certain methods, in knowledge categories), but also whether a difference in 

how methods were applied was observed and whether different features of SCM 

were reported.  

This study was a qualitative, mixed-method, in depth study (one case-study). 

Classroom observations, self-reported changes in knowledge and behaviour, 

interaction analysis of teacher meetings, reported reflection on learning points and 

semi-structured interviews were combined. This made it possible to discover 

changes, connections and sequences within and between the domains of the 

Interconnected Model of Change.  

Findings were that changes within domains could be identified and connections 

could be found between domains. There were also indications for sequences, which 

all started in the external domain and went through the personal domain. Enactment 

and reflection (Clarke & Hollingsworth, 2002) were also identified in this process. 

Through enactment, changes in the personal domain could be related to changes in 

the domain of practice. The teacher reported on using resources and more active 

students, and indeed, in the observed lessons a small change was seen in her 

questioning and the use of resources. Student behaviour changed as well; this was 

observed in the lesson. The teacher often showed that she reflected on her own 

learning points and items from the meetings and viewing guide. Through reflection, 

she realised that what she enacted, worked. She positively reported back about this 

in the teacher meetings, but also kept implementing these new methods as seen in 

the lesson observation after the intervention.  

The combination of the model video and facilitator’s questions during the 

meetings seemed to have most influenced this teacher’s change in the personal 

domain and the domain of practice and consequences. The model video mostly gave 

new ideas regarding resources. Through the facilitator’s questions, more abstract 

topics of student involvement and questioning were discussed.  
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6.3. Overall conclusion 

In combining results of all four studies, there were indications that observing model 

videos for these Cambodian (student) teachers was a useful professional 

development activity in order to learn about SCM. Student teachers reported the 

usefulness of the intervention and their increased in knowledge and (future) 

implementation. The more experienced teachers both reported and showed an 

increase in knowledge about SCM in the more objective instruments. Furthermore, 

it was found that observing a model video in a team condition was the most effective 

condition to learn about SCM for these Cambodian teachers. The kind of footage 

(chapter 3), the role of the facilitator (chapters 4 and 5) and the role of the viewing 

guide (chapter 3 and 5) were all found to be important in this process. These factors 

instigated enactment and reflection in the observed teacher’s behaviour. Lesson 

observations with one of the teachers showed the willingness to implement and the 

implementation of SCM. 

These results were found even when the intervention was not completely 

implemented as foreseen by the developers. In initial teacher education, less videos 

were observed and less interaction was reported by the student teachers than 

developers had hoped. Experienced teachers explained they did not always practice 

their own learning points because of circumstances at home (an extra job to earn 

enough money for the family; large families to take care of) and lack of money to 

arrange materials or to copy resources.  

This dissertation found similar outcomes to that of other research in countries 

using video in teacher education. First, model videos were found to be more 

appropriate in situations where teachers needed more support (e.g. Bliss & Reynolds, 

2004; Santagata 2009). Second, cooperating learning in a team was more effective 

than in a pair (Lave & Wenger, 1991; Darling-Hammons & McLaughlin, 2011; 

Desimone, 2009; Thurlings & den Brok, 2017). Third, viewing guidelines helped 

teachers to focus their attention (e.g. Blomberg et al., 2013; Brouwer & Robijn, 

2015; Brouwer et al., 2017). Fourth, using video helped teachers to reflect (e.g. 

Clarke et al., 2013; Hollingsworth & Clarke, 2017). Fifth, teachers’ focus needed to 

be directed towards students’ thinking by the facilitator (e.g. Luna & Sherin, 2017), 

and sixth, the role of the facilitator influenced the process (e.g. van Es, Tunney, 

Goldsmith & Seago, 2014; Lussi Borer & Müller, 2016). 

These findings not only show that this dissertation has a practical and contextual 

contribution by replicating the use of video in a context in which video has not been 

studied before, but also that professional development takes place despite cultural 

differences like power distance and uncertainty avoidance.   
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A combination of separate research instruments like questionnaires, semi-

structured interviews, classroom observations and interaction analysis allowed the 

researcher to understand learning in-depth and to distinguish which elements of the 

intervention were important for teacher change. Being able to combine the 

methodologies from the different part studies provided a broader picture than using 

only one approach in several contexts. Especially in a context in which teacher 

development was relatively unexplored and where cultural values were influential, 

the different research methods enabled the researcher to highlight the complexity of 

professional learning during the video-intervention. The mixed methodology 

approach showed to be a methodological added value of this dissertation. 

The theoretical added value of this dissertation lies in using models  and theories 

from different disciplines in a way that they complement each other, which - as far 

as is known – is not done before. Bringing different models together shed light into 

all kind of aspects of teacher development within the specific context of the 

dissertation, yet it helps universal theory building of teachers’ development. 

 

6.4. Limitations and further research 

As was mentioned in the introduction and all other chapters, Cambodia is a unique 

and relatively unexplored research context. This is the reason that the context has 

been rigorously explained in all studies. Also, this dissertation was connected to an 

existing intervention and set up in a practical situation. Consequently, not all parts 

of the research could be designed as rigorous as in a set up where the researcher was 

involved from the start and developer of the intervention. Although research methods 

were considered carefully, the situation had several limitations.  

First of all, in the selection process of schools and respondents practical reasons 

prevailed. In initial teacher education, class selection was based on availability of 

the trained teacher educators. In the in-service context, schools were asked to 

participate on the basis of good communication in the researchers’ earlier 

experiences of the researchers while working with the schools. Further research 

should be done in more teacher training institutes and with other schools in order to 

replicate findings.  

Cultural aspects seemed to play a role in this context. Power distance and 

uncertainty avoidance might, for example, have caused reluctance with the teachers 

to initiate their own topics during the discussions. However, cultural beliefs were not 

measured directly so the degree to which individual teachers held certain culturally 

loaded beliefs could not be established and the degree to which this affected their 

behaviour could not be determined. Further research should include a measurement 
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of cultural beliefs to give an answer to the question whether these influenced (some) 

outcomes. 

Furthermore, (student) teachers in Cambodia are generally less used to 

(research) instruments which are more common for their counterparts in other 

countries. Instruments that would elicit teachers’ own thoughts were used, but the 

answers teachers gave were quite general and also quite short. Because of these 

answers, it was difficult to understand the learning process, as details the researcher 

had hoped for were not provided. Teachers in the first in-service study in chapter 

three, for example, did not comment on changing their way of questioning, while it 

was observed in the second and third study they actually did. Teachers did not make 

many comments which could be related to the ‘intention to implement’ (Chan & 

Harris, 2005), but as was noticed in a classroom observation in chapter five, methods 

from the video were implemented in practice. Although at this stage of educational 

research in Cambodia self-reports give important information and create a safer 

research environment, instruments specifically and more directly measuring certain 

variables and validated in this context should be developed to help further research. 

Further research should not only use observable change in students’ classroom 

behaviour, but also systematically review students’ learning in the observed subjects 

Khmer, Math and Social Sciences.  

In order to establish a more distinct measurement of change in knowledge in 

initial teacher education, a research design with a pre-test and post-test would have 

been ideal. 

Finally, although this intervention lasted longer than the usual trainings in this 

context (mostly stand-alone training in maximum one week), the intervention time 

was still too limited in order to understand several teacher education nuances in 

Cambodia. Observed changes, such as the fact that teachers gave less opinions 

towards the end of the intervention, indicated that teachers changed their way of 

observing the videos or interpreting the footage. Over a longer period of time, similar 

effects could result in teachers become more experienced observers, which could 

lead to overall higher results. A longer intervention, where teachers use their 

experiences from the first year, could make sure that the last question of Chan & 

Harris’, namely ‘intention to implement’, is also studied. A follow up research 

should also include classroom observations for the student teachers in their 

internships and later on as to understand whether the higher self-efficacy rates for 

student teachers in the intervention group indeed enhanced the implementation of 

these student teachers in their own practice. 
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6.5. Practical implications  

This dissertation is one of the few studies in Cambodia that has systematically 

investigated a professional development intervention of teachers and, as far as is 

known, it is the first research that investigated using video with cooperative learning 

activities in this country. The following suggestions for further implementation of 

using video in the professional development and education of teachers can be given. 

First, professional development of teachers takes time and needs continuous 

effort and support from the environment in which they teach (e.g. Thurlings & den 

Brok, 2017). In initial teacher education, ongoing support to teacher educators and 

practice schools should therefore be a priority of the policy makers and management 

of the teacher training institutes. The rather modest results that were found in initial 

teacher education (see chapter two) would then be improved. Teacher educators are 

at the start of the educational reform and can educate many new teachers. If better 

supported in implementing the intervention as the developers had foreseen, teacher 

educators will be able to instigate more discussion after observing videos which will 

presumably improve student teachers’ professional understanding in how to 

implement SCM.  

Classroom observations by other researchers showed daily practice in primary 

education is still mainly teacher-centred (e.g. Song, 2015). The study with student 

teachers showed that they come into this practice with higher self-efficacy beliefs 

after using this intervention and likely have the intention to implement SCM in their 

own practice. It would therefore be beneficial for all teachers in the practice schools 

to use a video intervention like this so student teachers would be better supported in 

their first years of practice. 

 

In the in-service study, the external input from the model video, the team setting, 

viewing guide and facilitator proved to be very important. Therefore, starting with a 

model video (compared to an action video) in a video intervention is recommended. 

As this educational innovation was relatively new to all teachers, in this context the 

model video gave teachers more insight and support to understand better what SCM 

look like in practice, compared to using an action video. A second reason for starting 

with a model video is that teachers first need to learn how to observe, or ‘learn to 

notice’ as Van Es & Sherin (2006) called it, before being able to benefit from the full 

process of reflection. Lussi Borer and Müller (2016) found that teachers preferred to 

observe model lessons first instead of their own lessons as it was less confrontational 

to discuss a lesson from another teacher, and they also learned how to observe. 
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In addition, using a team setting in a video related intervention is recommended. 

Apparently, the interaction and reflection in a team setting is higher than in a pair 

setting. Researchers who studied the Cambodian context before called for 

professional development activities with more interaction and reflection in the 

Cambodian context (e.g. Courtney, 2012; Tan & Tee Ng, 2012). Tan and Tee Ng 

(2012) reasoned that Cambodian teachers would benefit from ‘greater teacher 

collaboration within a culture of trust and accountability’ (p. 124). They used 

Hargreaves’ four stages of professionalism (Hargreaves, 2000) for the Cambodian 

context and reasoned that most teachers showed features of ‘pre-professionalism’ 

(teaching is technical, classroom focussed and teacher centred) and a development 

towards the ‘autonomous professional’ (in which the autonomy is limited to 

classroom concerns). In both stages, teachers do not have much interaction with each 

other. To develop towards the next stage of ‘collegial professional’ and improve 

teacher quality, according to Tan and Tee Ng (2012) this interaction should be 

stimulated. This dissertation showed that – with the right support – this video 

intervention promoted and stimulated interaction and reflection between 

participating teachers. 

Furthermore it is recommended to give Cambodian teachers as much support as 

possible for observing student behaviour instead of teacher behaviour while using 

video. This can be obtained by training them to notice student thinking, adapting the 

viewing guidelines so teachers are invited to look for student behaviour using 

students’ lesson products, or to adapt the video footage towards filming more student 

behaviour.   

Finally, this study implicates that facilitators of video clubs need to be well 

prepared and need to have a deeper understanding of what SCM are and how they 

fit in the Child Friendly School policy. As Van Es et al. (2014) already explained, 

facilitators need to have a theoretical background which allows them to analyse 

activities, didactic skills and interpersonal skills to manage and develop 

communication between the participants.  

 

6.6. Concluding remarks 

As was stated in the introduction, professional development training in Cambodia 

did not give the results the Ministry of Education, Youth and Sports hoped for. There 

are many reasons contributing to this (see for e.g. Prigent, 2016). As is explained 

below, these reasons include that the new ways of teaching do not relate to the 

traditional ways of teaching in Cambodia and the difficult circumstances in which 

teachers work  
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As the introduction section already suggested, student-centred pedagogy does 

not at all connect to traditional Cambodian pedagogy. Teachers reported not being 

able to understand in-depth what the new methods were about, although, they were 

generally positive about them (Song, 2015). Obviously, this process takes time. It is 

important to recognise that the implementation of the Child Friendly School policy 

started only ten years ago. A thorough discussion with all stakeholders should take 

place as suggested by several educationalists who worked in Cambodia and who 

investigated teacher training (e.g. Berkvens, 2017; Courtney, 2012; Tan & Tee Ng, 

2012; Ogisu, 2018).  

In addition, the circumstances in which Cambodian teachers work are extremely 

difficult. Teachers in this dissertation reported they were unable to implement and 

practise some of the proposed features due to their circumstances. These include low 

wages, extra jobs, health issues, a lack of teaching resources and the difficult 

circumstances their students live in.  A practical example of a lack of teaching 

resources is the cost involved in copying the booklet. Although a call for an 

improvement in teachers’ working environment is out of the reach of this dissertation 

as it was not deliberately investigated, it is suggested that the focus of the Ministry 

of Education, Youth and Sports should not be limited to teachers’ professional 

development in order to improve education. 

Although the Cambodian context can be regarded as challenging, results in this 

dissertation indicate that the investigated video intervention has helped Cambodian 

(student) teachers to better understand what SCM are and how they can implement 

them in their daily practice. In 2016, the Ministry of Education, Youth and Sports 

evaluated that ‘a series of consistent interventions are needed to improve learning of 

children in primary school, including on teaching approaches and practices, 

curriculum, and textbooks’ (p. 88). This dissertation research indicates that with this 

intervention, if well supported, the first steps can be taken towards a situation in 

which teachers become ‘collegial professionals’ (Hargreaves, 2000). The 

intervention can help instigate the needed in-depth discussion on educational 

innovation that is suitable in the context of Cambodia and can support teachers’ 

professional development in the long term. It is connected to the teachers’ daily 

practice and fits well into existing structures within the school (e.g. the technical 

Thursday meeting) and could therefore be the new way forward for teacher 

professional development in Cambodia. This will gradually improve Cambodian 

education.  
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Summary 

 

In this dissertation, a video intervention with cooperative learning activities in 

primary education was investigated to increase understanding about what contributes 

to effective professional development of (student) teachers in Cambodia. The video-

intervention consisted of three model videos (videos in which other teachers’ good 

practices or examples of desired strategies are displayed) in the subject areas of 

Khmer, Math and Social Sciences, with accompanying viewing guidelines.  

Since 2007, Cambodia has been implementing an active learning pedagogy as 

part of an educational reform known as the Child Friendly School policy. As in many 

other countries, Cambodia initiated active learning pedagogy with the aim of raising 

educational quality. Active learning is supposed to improve student learning, 

achievement and motivation, and stimulate high-order thinking. An important part 

of the Child Friendly School policy is teachers’ use of student-centred methods 

(SCM) to enhance active learning. In order to help (student) teachers in primary 

education implement more SCM, the Cambodian Ministry of Education, Youth and 

Sports developed a cooperative video intervention. 

Meta-studies investigating the use of video in teacher education have shown 

positive results in other countries, as using video images apparently provide to the 

four elements of (student) teachers’ effective learning: (1) the content is related to 

daily practice, (2) (student) teachers have the opportunity to collaborate and share 

knowledge with peers, (3) (student) teachers are actively involved in their own 

development, and (4) (student) teachers’ pre-existing beliefs are addressed during 

the activity. Research into the processes which take place while teachers 

collaboratively observe a videos have resulted in frameworks for interaction 

analysis. Sherin (2003) investigated the role of the facilitator and Sherin & Han 

(2004) developed a model to understand teacher focus in video clubs. To understand 

more about teachers’ conversational acts while observing video, Chan & Harris 

(2005) constructed the Cognitive Development Process Model. In essence, this 

dissertation tries to understand how teachers in Cambodia change their daily practice 

towards more student-centred teaching. The Interconnected Model of Change, 

developed by Clarke & Hollingsworth (2002), gives a model to analyse intervention 

outcomes for different teachers.  

As educational research in Cambodia is not very common, it is unknown 

whether this cooperative video intervention is also suitable for this country with its 

different cultural and historical context compared to Western countries. The overall 
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research question of this dissertation to investigate this, was ‘What is the effect of a 

collaborative professional development activity using video footage with subsequent 

discussion on the professional development of Cambodian teachers in preservice 

and in-service teacher education, specifically with respect to the implementation of 

student-centred teaching behaviour?’ The dissertation first reported the 

effectiveness of the video intervention in initial teacher education. Then, three part 

studies in a professional development activity with more experienced teachers 

focussed on self-reported knowledge and skills, interaction analysis and teacher 

change. 

In initial teacher education, an intervention study with 124 student teachers 

compared a condition in which student teachers observed the model video with 

viewing guidelines, and a control condition following the regular initial teacher 

education program. After the intervention, the intervention group reported higher 

perceived knowledge about SCM, more positive attitudes and higher self-efficacy 

beliefs compared to the control group. The first in-service part study presented 

results from a study which used a 2x2 design, varying group conditions (team versus 

pair) and relevance of the material (model video versus action video) for 21 teachers. 

Findings indicated that using video had led to an increase in teachers’ perceived 

knowledge of student-centred teaching, especially for the team/model video 

combination. The second in-service part study investigated interactions of seven 

Cambodian teachers in this team/model combination. Focus of the conversation, 

conversational acts, individual teacher contributions and the role of the facilitator 

were investigated. All these elements were also studied for changes over time. 

Findings were that teachers mainly focussed on teacher behaviour and that no change 

in this was observed over time, over time. Fewer opiniated conversational acts were 

observed over time and discussions were mainly triggered by the combination of the 

footage (video) and the questions the facilitator asked. In the third in-service part 

study, a case study provided a full portrait of a ‘best case scenario’ teacher (best 

condition, best results, richest data and best input in frequency and quality). 

Outcomes showed that teacher change was visible within domains and between 

domains of change of the Interconnected Model of Teacher Change and usually 

passed through the personal domain. To initiate sequences between several domains 

the model video and the facilitator comments were most important for the studied 

teacher. 

Combining findings of all four part studies this dissertation showed that using 

video in (initial) teacher training was a promising way to help Cambodian (student) 

teachers to understand about using SCM. Both student teachers and experienced 

teachers reported about the usefulness of the intervention and their increase in 
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knowledge and (future) implementation, while also the more objective instruments 

showed an increase in knowledge about SCM with the experienced teachers. 

Furthermore, it was found that observing a model video in a team condition was the 

most effective condition to learn about SCM for teachers. The kind of footage, the 

role of the facilitator and the role of the viewing guide were all found to be important 

in this process. These indications were found even though the intervention was not 

completely implemented as foreseen by the developers.  

In this dissertation, similar results were found while using video in teacher 

education as in Western countries. These findings not only show that this dissertation 

has a practical and contextual contribution by replicating the use of video in a context 

in which video has not been studied before, but also that professional development 

takes place – maybe even along the same paths as teachers in other countries have 

shown -, although cultural differences like power distance and uncertainty avoidance 

are present. Being able to combine the methodologies, the different part studies 

together provided a broader picture than using only one approach. It helped to 

describe and analyse teacher development more in-depth. Especially in a context in 

which teacher development was relatively unexplored and where cultural values 

were influential, the different research methods enabled the researcher to highlight 

the complexity of professional learning during the video-intervention. The mixed 

methodology approach appeared to be of added value for this dissertation. 

The theoretical added value of this dissertation lies in using models  and theories 

from different disciplines in a way that they complemented each other, which - as 

far as is known – has not been done before. Bringing different models together shed 

light into all kind of aspects of teacher development within the specific context of 

the dissertation, has helped universal theory building on teachers’ development. 

This dissertation is one of the few studies in Cambodia that has systematically 

investigated a teachers’ professional development intervention and, as far as is 

known, the first research that has investigated the use of video with cooperative 

learning activities in this country. The research indicated that, if well supported, this 

intervention could be the way forward for Cambodian teachers’ professional 

development about student-centred methods in the Child-Friendly School policy. 

 



 

 

148 



Samenvatting 

 

149 
 

 
Samenvatting 

In deze dissertatie werd een video-interventie in het basisonderwijs onderzocht om 

een beter inzicht te krijgen in welke factoren bijdragen aan de professionele 

ontwikkeling van aanstaande en meer ervaren leraren in Cambodja. De video-

interventie bestond uit drie modelvideo’s (video’s waarop goede 

praktijkvoorbeelden van andere leraren te zien zijn) in de schoolvakken Khmer, 

Rekenen en ‘Social Sciences’. Als onderdeel van de interventie was ook een 

kijkwijzer gemaakt. 

Sinds 2007 stimuleert Cambodja de implementatie van een lesmodel dat gericht 

is op actief leren, als onderdeel van de onderwijsinnovatie die bekend staat als het 

“Child Friendly School” beleid. Net als andere landen initieerde Cambodja deze 

actieve onderwijsaanpak met als doel de kwaliteit van het onderwijs te verbeteren. 

Actief leren helpt de leerlingen beter te leren, hun resultaten en motivatie te verhogen 

en hogere denkvaardigheden te ontwikkelen. Een belangrijk aspect van het ‘Child 

Friendly School’-beleid is het gebruik van leerlinggerichte lesmethoden door 

leraren. Om leraren hierbij te helpen, heeft het Cambodjaans ministerie van 

onderwijs de video-interventie ontwikkeld.  

Meta-studies die het gebruik van video bij de professionele ontwikkeling van 

leraren onderzochten hebben in andere landen positieve resultaten gevonden. Het 

gebruik van video voldoet blijkbaar aan de vier voorwaarden van effectief 

professioneel leren van aanstaande en (meer) ervaren leraren: 1) de inhoud is 

verbonden met de dagelijkse praktijk, 2) er is de mogelijkheid om samen te werken 

en kennis te delen met vakgenoten, 3) er is actieve betrokkenheid bij de eigen 

professionele ontwikkeling en 4) opvattingen en overtuigingen van leraren worden 

aangesproken bij de activiteit. Onderzoek naar de processen die plaatsvinden terwijl 

leraren gezamenlijk een video observeren heeft verschillende modellen voor 

interactieanalyse opgeleverd. Zo heeft Sherin (2003) de rol van de facilitator 

onderzocht en hebben Sherin & Han (2004) een model ontwikkeld om de focus van 

leraren tijdens een videobijeenkomst te analyseren. Om de kwaliteit van de 

conversaties in kaart te kunnen brengen, hebben Chan & Harris het ‘Cognitive 

Development Process Model’ ontwikkeld. Het onderzoek in deze dissertatie probeert 

te begrijpen hoe de gedragsverandering plaatsvindt van Cambodjaanse leraren in hun 

eigen praktijk, met name met betrekking tot het gebruik van leerlinggerichte 

lesmethoden. Het ‘Interconnected Model of Change’ dat door Clarke & 
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Hollingsworth (2002) is ontwikkeld, geeft een model waarmee het mogelijk is 

interventie-uitkomsten van individuele leraren te observeren.  

Onderwijsonderzoek in Cambodja is schaars. Het was daarom niet bekend of 

een video-interventie gericht op het samenwerken van leraren ook geschikt is voor 

een land met een andere culturele en historische context zoals Cambodja. De 

algemene onderzoeksvraag om dit te onderzoeken was: ‘Wat is het effect van een 

interventie gericht op de professionele ontwikkeling van (toekomstige) 

Cambodjaanse leraren, waarbij zij gezamenlijk een video bekijken en waarna een 

discussie plaatsvindt, op de implementatie van een meer leerlinggerichte methode 

van lesgeven?’ Deze dissertatie rapporteerde allereerst het effect van de interventie 

op de Cambodjaanse lerarenopleiding. Daarna werd in drie deelstudies de focus 

verlegd naar ervaren leraren en hun professionele ontwikkeling, waarbij er gekeken 

werd naar verworven kennis en vaardigheden, interactie tussen leraren en leraren op 

welke gebieden/domeinen zij veranderen.  

In de lerarenopleiding werd een interventiestudie met 124 aanstaande leraren 

gedaan, die een situatie vergeleek waarin een interventiegroep met modelvideo’s en 

bijbehorende kijkwijzer werkten met een controlegroep die les kreeg op de reguliere 

wijze. Na de interventie rapporteerden studenten in de interventiegroep meer kennis, 

een betere attitude en hogere ‘geloof in eigen kunnen’-scores dan de studenten in de 

controlegroep. De eerste deelstudie met (meer) ervaren leraren presenteerde de 

resultaten van een 2x2-studie met 21 leraren waarin gevarieerd werd in 

‘samenstelling van de groep’ (team of tweetal) en ‘relevantie van het materiaal’ 

(modelvideo of actie video). Het bekijken van de video leek te leiden tot een toename 

in de (zelf-gerapporteerde) kennis over leerlinggerichte methoden, in het bijzonder 

voor de leraren die in een team gekeken hadden naar een modelvideo. De tweede 

deelstudie was een verdieping van het onderzoek, door de interactie van de leraren 

in deze team/model video conditie te bestuderen. Het onderzoek richtte zich op de 

focus van de leraren, de soorten opmerkingen van leraren en de rol van de 

gespreksleider. Een andere vraag was of er in de loop van de tijd een verandering te 

zien was in deze aspecten. De resultaten van dit deelonderzoek lieten zien dat de 

leraren het meest keken naar het lerarengedrag van de leraren in de video, dat er 

gedurende de interventie steeds minder meningen werden gegeven door de leraren. 

Verder werd duidelijk dat de groepsdiscussie vooral werd ingezet door het bekijken 

van bepaalde beelden en de vragen van de gespreksleider. Er was een groot verschil 

in bijdrage aan het gesprek tussen de zeven leraren, zowel in frequentie als in 

kwaliteit van de opmerkingen. In de derde deelstudie werden alle verkregen 

gegevens van één ‘beste scenario’-leraar (beste conditie, meeste gegevens en beste 
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bijdrage aan het gesprek, zowel in frequentie als in kwaliteit) gecombineerd met 

lesobservaties. De uitkomsten toonden veranderingen in en tussen alle domeinen van 

het gebruikte model en lieten zien dat veranderingen meestal langs het persoonlijke 

domein verliepen. De modelvideo en de opmerkingen en vragen van de 

gespreksleider bleken het belangrijkst waren om opeenvolgende veranderingen te 

initiëren.  

Door de resultaten van alle vier deelstudies te combineren werd duidelijk dat 

het gebruik van video bij Cambodjaanse studenten uit de lerarenopleiding en ervaren 

leraren een veelbelovende manier kan zijn om hun kennis en vaardigheden over 

leerlinggerichte lesmethoden te verbeteren. Zowel de studenten als de ervaren 

leraren rapporteerden dat ze de interventie erg nuttig vonden en meer kennis hadden 

gekregen over leerlinggerichte lesmethoden. Ook de meer objectieve instrumenten 

toonden een ontwikkeling aan in de kennis over leerlinggerichte lesmethoden bij de 

(meer) ervaren leraren. Verder bleek dat het observeren van een modelvideo in een 

team van leraren de meest effectieve aanpak is voor deze leraren. Het soort 

beeldmateriaal, de rol van de gespreksleider en de kijkwijzer droegen gezamenlijk 

bij aan dit proces. Ook al was de implementatie van de interventie niet zoals voorzien 

door de ontwikkelaars, toch zijn deze resultaten gevonden.  

De resultaten die in deze dissertatie zijn gevonden, zijn vergelijkbaar met de 

onderzoeksresultaten in andere landen waar video-interventies zijn toegepast. Dit 

geeft aan dat deze dissertatie een praktische en contextuele waarde heeft door 

onderzoek te repliceren in een situatie waarin het nog niet eerder is onderzocht. Ook 

laat dit onderzoek zien dat professionele ontwikkeling van leraren misschien zelfs 

plaatsvindt langs dezelfde paden als in andere landen, ondanks het feit dat er 

culturele verschillen in machtsverhoudingen en het vermijden van onzekerheden 

zijn.  

Door de verschillende onderzoeksmethodes uit de deelstudies met elkaar te 

combineren, kwam een breder beeld naar voren dan wanneer er slechts één 

onderzoeksmethode zou zijn gebruikt. Vooral in een situatie waar onderzoek onder 

leraren niet vaak wordt uitgevoerd en waar culturele factoren van grote invloed 

kunnen zijn, brengen de verschillende onderzoeksmethoden de complexiteit van 

professioneel leren goed in kaart. Dit was een methodologische meerwaarde van het 

onderzoek. Het onderzoek draagt verder bij aan de theorie door het gebruik van 

verschillende modellen en theorieën vanuit verschillende disciplines op een manier 

waarop ze elkaar aanvulden. Het bijeenbrengen van deze verschillende modellen 

maakte het niet alleen mogelijk om allerlei aspecten van de professionele 
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ontwikkeling van leraren in deze specifieke context te belichten, maar helpt ook met 

de theorievorming over het leren van leraren in het algemeen.  

Het onderzoek uit deze dissertatie is één van de weinige studies in Cambodja 

gericht op het onderzoeken van een interventie voor de professionele ontwikkeling 

van leraren (in opleiding). Voor zover bekend is dit het enige onderzoek in Cambodja 

dat het (coöperatief) observeren van video door leraren heeft bestudeerd. Dit 

onderzoek laat zien dat als deze video-interventie goed wordt ondersteund, het een 

stap in de goede richting is voor de professionele ontwikkeling van leraren om te 

leren over leerlinggerichte lesmethodes binnen het ‘Child Friendly School’-beleid. 
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