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Massive Open Online Courses (MOOCs) have become an effective learning approach 
for continuing professional development (PD) and there is an increasing body of 
literature on MOOC learners’ perspectives drawing from a range of the global contexts. 
However, in developing countries like Cambodia, relatively little research on this 
phenomenon has been carried out. This study therefore aims to address this knowledge 
gap by exploring the perspectives of the Cambodian education professionals towards 
taking MOOCs, centering around motivations for enrolment, challenges of MOOC 
completion, and suggestions for promoting MOOCs in Cambodia for teachers’ PD. 
Drawing on evidence gathered from semi-structured interviews with English program 
leaders and coordinators, and teachers of English, our study reveals that Cambodian 
education professionals perceive a range of perspectives of taking MOOCs in terms of 
motivations and challenges. We highlight some steps that would promote the use of 
MOOCs for teachers’ PD in the Cambodian context, and might also be applicable to 
other developing countries with similar geographical and socioeconomic status, especially 
the significance of using mother tongue (Khmer) as the language of education and the 
importance of teachers’ mindset in undertaking PD.  

 
Introduction  
 
Online professional development (PD) for teachers has become a rising topic that attracts 
greater attention among scholars worldwide (Çakiroğlu et al., 2024; Fang et al., 2023; 
Powell & Bodur, 2019). In light of the fast-evolving development of educational 
technologies to date, teachers appear to explore various approaches to develop their 
expertise for the betterment of their teaching performance. A revolutionising technology 
has indeed provided teachers with emerging opportunities for their PD (Fang et al., 2023). 
While there are various evolving modes of online learning, Massive Open Online Courses 
(MOOCs) have been considered an effective platform for teachers' PD (Castaño-Muñoz 
et al., 2018; Koukis & Jimoyiannis, 2019). Given that MOOCs provide teachers (e.g., 
enrolled participants) with a collaborative learning, teachers can connect with their peers, 
observe other teachers' teaching methodologies (Sezgin, 2020), and acquire novel 
knowledge (Ma et al., 2022). MOOCs can also support teachers in altering their beliefs in 
terms of teaching practice, increasing the adoption of technological tools in teaching, and 
developing their instructional expertise (Ma et al., 2022). Therefore, teachers have a 
greater opportunity to develop their expertise and simultaneously expand their network 
with other education professionals worldwide. 
 
MOOCs are a type of virtual learning platform allowing unrestricted learners to have 
online access to a comprehensive option of educational resources (Królak & Zając, 2022; 
Wu & Chen, 2017), with greater flexibility and adaptability of time, location, and study 
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methods (Stutchbury et al., 2023). They have been utilised as a learning avenue for 
individuals to take any courses using electronic devices and Internet connectivity, usually 
without charge (Dobozy & Hellstén, 2011; Vivian et al., 2014), through access to a variety 
of the courses which may include reading resources, video lectures, and other digital 
resources (Laurillard, 2016; Preradović et al., 2020). To complete a module, individuals are 
required to engage in teacher-moderated discussion forums, and fulfill various forms of 
assessments, such as quizzes, assignments, projects, self-assessment, and peer assessment 
(Lim et al., 2024). 
 
Prior studies have shown a mixed result of learners’ perceptions in terms of motivations 
for MOOC enrolment and challenges of MOOC completion. Four major reasons 
motivating learners to sign up for MOOCs include, among others, the desire to expand 
their requisite knowledge or acquire new knowledge, a sense of personal challenge, a 
curiosity towards MOOCs, and the desire to obtain certificates (Hew & Cheung, 2014). 
However, learners were motivated to take MOOCs owing to the perceived relevance of 
the module content to their PD, in addition to the intrinsic appeal of the subject matter, 
and the quality of courses’ instructional materials (Gil-Jaurena et al., 2017). It appears that 
MOOC enrollers tend to have different motivations. This is perhaps due to the learners’ 
educational and professional backgrounds and status. Regarding challenges of MOOC 
learners, Belanger and Thornton (2013) found several difficulties and barriers, including 
an inadequate background and skills, insufficient time required to study each course, and 
an issue of turning concepts into practices. Nevertheless, King et al. (2018) argued that the 
enrollers experienced an issue with an Internet connection, difficulty with time 
management, an issue with course design, and inadequate payment options for 
certification. It is clear that learners’ motivations and challenges of taking MOOCs are 
varied.  
 
Notwithstanding an increasing body of literature on the perceptions of MOOC learners in 
the global context, very little is known about how the learners perceive MOOCs in 
developing countries such as Cambodia. Corrado et al.’s (2021) research appeared to be 
the first study that attempted to bridge this knowledge void by investigating Cambodian 
undergraduates' experiences of using MOOCs. The study found that there were three 
common challenges that Cambodian undergraduates encountered while taking MOOCs, 
such as lack of motivation, issue of Internet connectivity, and limited social interaction/ 
presence. Corrado et al. called for further research to contribute to the limited body of 
work on MOOCs in the Cambodian higher education context. Our study seeks to address 
this call by exploring education professionals’ perspectives of the English department who 
experienced MOOCs, focusing on motivation for enrolment, potential challenges, and 
recommendations for promoting MOOCs related to teachers’ PD in Cambodia.  
 
Our study attempts to answer the following three research questions. 
 
1. What are the common motivations for Cambodian education professionals enrolling 

in MOOCs? 
2. What are the challenges that Cambodian education professionals face while taking 

MOOCs? 



322 Using MOOCs for professional development purposes by education professionals in Cambodia 

3. What suggestions can Cambodian education professionals offer for promoting 
MOOCs for teachers’ PD in Cambodia? 

 
Literature review 
 
Learners’ motivations for MOOC enrolment 
 
Extant studies have shown that learners' motivation for MOOC adoption appear to be 
varied, yet primarily related to personal and PD, and its flexibility (Çakiroğlu et al., 2024; 
Chen et al., 2020; Liu et al., 2020; Twinomurinzi et al., 2025). Meet et al. (2022) argued 
that learners utilize technology, given it enabled them to enhance their learning or 
teaching performance. Drawing on the Unified Theory of Acceptance and Use of Technology 
Model, several studies have shown a significant influence of performance expectancy on 
behavioural intention in terms of using online or e-learning (Meet et al., 2022; Persada et 
al., 2019). Specifically, a survey study (n = 3147) by Twinomurinzi et al. (2025) revealed 
that learners were motivated to enrol in MOOCs, mainly for controlling their learning 
journey, a desire for lifelong learning, and the flexibility offered by MOOCs. Similarly, a 
study with 646 participants by Chen et al. (2020) showed that there were four main types 
of learners’ motivation for MOOC enrolment, including a desire to learn, curiosity and 
growth, recognition and connection, and professional relevance. Liu et al. (2020) 
conducting a mixed-methods study involving 895 learners found that the top three 
learners’ reasons for MOOCs enrolment were perceived interest in the subject, personal 
development and enrichment, and relevance to their career. However, Abdel-Maksoud’s 
(2019) survey study (N=821) showed that learners enrolled in MOOCs, given the desire to 
learn new skills, being interested in MOOCs, and the importance of credentials added 
value to their resumes. 
 
Other scholars categorised participants' motivations for MOOC enrolment into two broad 
categories–intrinsic motivation and extrinsic motivation. Huang and Hew’s (2017) study 
(N=47) showed that the intrinsic factors for enrolling in MOOC courses were personal 
interest in the subject, inspiration for knowledge or self-improvement, and volition, while 
the extrinsic factors were primarily relevant to their lifestyle and PD. Likewise, Shapiro et 
al. (2017) conducted a qualitative study involving 36 students, identifying two key 
motivations for participants to register for MOOCs, including intrinsic motivation – 
learning and improving their knowledge of the subject, relating to their job, being 
convenient to take the courses and meet with personal interest; and extrinsic motivation – 
receiving credentials. It is worth noting that learners' intrinsic motivations for attending 
MOOCs are more prevalent than their extrinsic motivations. Hence, both studies 
identified intrinsic motivation as being key for learners to take MOOCs.  
 
Challenges faced by learners in MOOCs completion 
 
Recent studies have shown that learners faced a range of challenges while completing 
MOOCs, yet these challenges exhibit notable variation (Abdel-Maksoud, 2019; Azhar et 
al., 2024; Kumar & Al-Samarraie, 2019; Stutchbury et al., 2023). It is commonly identified 
that lack of time to complete the work was the most prevalent challenge encountered by 
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MOOC-enrolled learners. In particular, Loizzo et al.’s (2017) study revealed that two main 
challenges faced by individuals were associated with time constraints – having multiple 
tasks to deal with simultaneously, and course design – offering limited attraction. Another 
study by Shapiro et al. (2017) found that time constraints were deemed the most prevalent 
experience for MOOC learners. Other key challenges were pertaining to negative previous 
learning experiences, insufficient prior knowledge, followed by limited resources and 
limited effort or energy. Similarly, Abdel-Maksoud’s (2019) study showed that challenges 
hindering learners to engage and complete MOOCs were mainly related to technical issues 
– making it challenging in assessing or viewing learning materials due to limited Internet 
connection, and lack of time on the completion of all assigned assignments. 
 
However, Kumar and Al-Samarraie (2019) found that challenges experienced by learners 
were associated with English language competency – being challenged to understand the 
content taught in English, and the awareness of MOOCs – having limited knowledge 
about the benefits and purposes of MOOCs. This is perhaps because the enrollers were 
non-native English users. Alemayehu and Chen (2023) provided a comprehensive review 
of challenges encountered by MOOC learners. Key challenges included limited 
attractiveness of the modules, limited desire to complete the modules, the misconceptions 
of learners, and lack of satisfaction with modules, among others. However, it was noted 
that “lack of self-regulated learning, insufficient prior background skills, and economic 
barriers for students from developing countries” were the most critical barriers hindering 
learners to engage in MOOCs (Alemayehu & Chen, 2023, p.8). Overall, although the 
challenges tend to vary across extant studies, it is worth noting that time constraints and 
limited prerequisite background for the selected modules were commonly identified. 
 
There is therefore a strong need to navigate the challenges to encourage the learners to 
enrol in MOOCs, and to decrease dropout rates – a phenomenon being widely discussed 
by many studies (see Abdel-Maksoud, 2019; Azhar et al., 2024; Alemayehu & Chen, 2023). 
 
MOOCs and teachers’ PD 
 
Research has shown that MOOCs constitute a commonly employed method for teachers’ 
PD (Ho et al., 2015; Koukis & Jimoyiannis, 2019; Sezgin, 2020; Stutchbury et al., 2023). 
Ho et al. (2015) carried out a study (n=68) indicating that nearly 39% of the total MOOC 
learners had the status of present or previous instructors. This suggests a significant 
proportion of teachers are choosing to develop their personal and professional expertise 
by attending relevant modules on MOOCs. Specifically, Castaño-Muñoz et al. (2018) 
conducted a survey (N=15,219), concluding that MOOCs have evolved into alternative 
avenues for instructors to undertake continuing PD. A study (N=327) by Koukis and 
Jimoyiannis (2019) showed that MOOC was conceptualised as an effective learning setting 
by most teachers to develop their teaching strategies, pedagogical expertise, as well as 
support continuing PD. This study also indicated that teachers were better aware of and 
eager to leverage MOOCs as a useful substitute for conventional PD. A qualitative study 
with 66 participants conducted by Sezgin (2020) found that despite some issues of 
concern for student teachers about language-specific barriers and economic obstacles in 
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certain courses, all the participants appeared to have a positive attitude towards MOOCs 
for their PD.  
 
Similar findings are underpinned by Stutchbury et al. (2023) indicating that approximately 
90% of teachers reported increased knowledge or skills related to their teaching career 
through attending modules in MOOCs. Stutchbury et al. (2023) also argued that not only 
did attending MOOCs provide teachers with significant impacts on teaching practices, but 
also enabled them to develop their professionalism and confidence – significantly 
influencing other co-workers. Therefore, MOOC platforms are an increasing channel for 
teachers' PD, leading to a considerably positive impact on their career through enhanced 
capacities and teaching effectiveness, which may in turn result in enhanced students' 
academic performance.  
 
Method 
 
Research design 
 
Our study employed a phenomenology design using semi-structured interviews as part of 
a qualitative study (Creswell, 2013). The primary aim of the phenomenological study is to 
capture the way that individuals have experienced a particular phenomenon. In this study, 
the phenomenon is the Cambodian education professionals who experienced taking at 
least one module in MOOCs. This present study therefore fits this research design, given 
its aim is to investigate the Cambodian education professionals’ perspectives towards the 
use of MOOCs, focusing on motivations for enrolment, challenges of MOOC 
completion, and suggestions for promoting MOOCs in Cambodia for teacher PD. In 
particular, the selected participants were enabled to share their practical experiences in 
undertaking MOOCs associated with their PD. 
 
Research setting and participants 
 
The study took place in Cambodia with eight education professionals, including two 
females. They had completed at least one course in MOOCs and participated by attending 
an in-depth interview. The eight included three teachers of English, one pedagogy 
manager assistant, one English team leader, two English pedagogy coordinators, and one 
school advisor and chief of English program. All worked in the English department, 
involved in direct or indirect teaching of English as a second language. 50% of 
participants held a bachelor degree while the others held a masters degree. The 
institutional affiliations were two from the private sector, two from the public sector, and 
four from non-governmental organizations (NGOs). Of the eight participants, one had 
taken MOOCs comprising more than 100 modules, one enrolled in 10 modules, while 
others completed less than five modules. The participants registered on varying MOOC 
platforms, including Coursera, LinkedIn Learning, OPEN, Moodle, British Council, 
FutureLearn, and edX. 
 
A snowball sampling strategy was adopted to select participants, given it is commonly 
acknowledged as an effective way to reach a small group (Berndt, 2020). Participants were 
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sought through personal networks and then through snowball sampling. They were asked 
also to suggest their friends or connections who also had enrolled in MOOCs. All 
participants met the criteria that they had completed of at least one module on any 
MOOC platform, were a Cambodian citizen, and worked in the English department (e.g., 
English pedagogy coordinators, teachers of English, English team leaders). To protect 
identities, they were coded P1 to P8 (Table 1). 
 

Table 1: Participant profiles (N = 8) 
 

Parti- 
cipant 
code 

Gender Position Degree Working 
experience 

Type of 
instit-
ution 

No. of 
modu-

les 
MOOC * 

P1 Male Chief of English 
Program, and 
School Advisor  

Masters 13 years Private Over 
100 

Coursera, 
LinkedIn,  
OPEN 

P2 Male English Pedagogy 
Coordinator 

Bachelor 5 years NGO 2 OPEN 

P3 Male Teacher of English  Masters 13 years Private 4 OPEN 
P4 Female English Pedagogy 

Coordinator 
Masters 4 years NGO 1 British Council 

(Teaching Eng.) 
P5 Male Teacher of English Bachelor 4 years Public 2 Coursera 
P6 Male English Team 

Leader  
Masters 6 years NGO 2 Moodle and 

British Council  
P7 Male Teacher of English  Bachelor 8 years Public 10 FutureLearn, 

edX, OPEN 
P8 Female Pedagogy Man-ager 

Assistant 
Bachelor 5 years NGO 5 OPEN 

* OPEN means Online Open English Network. NGO refers to non-governmental organisation. 
 
Data collection and analysis 
 
The data were gathered through a semi-structured interview focusing on the in-depth 
perspectives of Cambodian professionals on undertaking MOOCs (Appendix). In 
qualitative study, the interview constitutes the most preferred tool for data collection 
(Myers & Newman, 2007). Prior to conducting the interviews, the invitations were 
delivered via Telegram. Each interview was conducted remotely in July 2023, facilitated by 
the Zoom platform, with durations approximately 45 minutes each. As the first author and 
all participants’ mother tongue was Khmer, all interviews were conducted in this language. 
With participant’s prior written agreement, all interviews were audio-recorded using the 
Voice Memos app for transcription purposes. The recording was transcribed and translated 
into English written in Google Docs shortly after the completion of each interview.  
 
The collected data were analysed following a six-step thematic analysis guided by Braun & 
Clarke (2006), which entails (a) familiarisation with the collected data; (b) producing initial 
codes; (c) searching for each theme; (d) reviewing each theme; (e) defining and naming 
each theme; and (f) generating analysis reports. In particular, the transcripts were read 
with close attention and rigorous examination of participants’ interview responses, to 
develop an in-depth comprehension of the collected data before an initial manual coding. 
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The codes were manually produced by checking the similar patterns in the transcriptions, 
following the major participants’ arguments. In this stage, all generated codes were 
carefully checked and grouped into overarching themes for addressing the three research 
questions. Moreover, to maintain and ensure the high quality and rigor of the study, the 
second author was invited to thoroughly review the codes and themes (Gioia et al., 2013). 
As a result of data analysis, three main themes were identified: (1) learner’s motivations 
for MOOC enrolment; (2) the challenges for MOOC learners; and (3) the 
recommendations for promoting MOOCs for teachers’ PD in Cambodia. 
 
Ethical considerations 
 
The ethical practices of this study strictly followed the Ethical Guidelines for Educational 
Research, promulgated by the British Educational Research Association (BERA, 2018). The 
participants voluntarily participated in the interviews with agreed written consent. They 
had the right to withdraw at any time. Recording of the interviews that the participants 
had agreed to were stored securely in the university's drive that ensured data protection 
and security. All responses were anonymised; that is, no personal information or 
identification of participants involved in this study was or will be shared with others. 
Overall, we ensured all research procedures (e.g., data collection, storage, and analysis) 
followed BERA’s ethical standards.  
 
Findings 
 
The following sections identify the key findings grouped under themes of motivations, 
challenges and recommendations.  
 
Learners’ motivations for MOOC enrolment 
 
When asked what motivated them to enrol in MOOCs, participants shared a range of 
reasons motivating them to undertake MOOCs. Six major motivations were evident 
(career development, personal interest, convenience and flexibility, course quality, 
socialisation, and certificate of completion), as widely found in studies of MOOCs, but 
alongside these there were two other reasons considered unique to this study (having 
available time during the Covid-19 pandemic closures, and the potential to earn extra 
income). These will be considered in turn.  
 
Career development 
One of the ubiquitous emerging categories of motivation for MOOC enrolment was 
related to career development. This involved learning new knowledge and skills, upgrading 
competencies, and being relevant to current roles. A majority of participants agreed that 
one of the main motivations for MOOC enrolment was an aspiration to acquire new 
knowledge and skills. P1 described:  
 

I have learned a range of new knowledge and skills while taking each course. This has 
continued to motivate me to further enrol in the other courses. (P1) 
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Other participants focused on developing their competencies needed for the current job 
and future career prospects. From P3 and P2:  
 

I needed to upgrade my competencies in terms of modern teaching methodology. I 
learned that MOOCs tended to be a good platform for me to develop myself. (P3) 

I actually plan to work in a more international organisation, so it is vital to develop my 
competencies to meet the job requirements for a better position. (P2) 

 
Some other participants also emphasised that they were motivated to enrol in MOOCs, 
given the relevance of their current roles. P6 explained: 
 

It [a course in MOOCs] was relevant to my current role as an English team leader 
because I could develop my expertise related to designing online courses for my 
students. It was very helpful for my job, as I could help change my students' learning 
and [teachers’] teaching process. (P6) 

 
Personal interest 
The second prevalent category of motivation for participants to enrol in MOOCs centred 
around personal interest. This involved a curiosity to learn new topics, a mindset of 
lifelong learning, an exploration of the platforms, and an audit of the modules. Some 
education professionals believed that their curiosity to learn something new, and their 
mindsets of lifelong learning could serve as intrinsically motivating factors for MOOC 
enrolment. As P3 and P4 stressed:  
 

I was very busy with my career, family and other tasks, yet I took nighttime to study 
MOOCs. This was all about my curiosity. (P3)  

I think it [my motivation] was about my mindset. I needed to challenge myself to gain 
more knowledge about the areas of my interest. (P4) 

 
A few participants, nonetheless, highlighted the desire to explore MOOC platforms and 
audit modules as their major motivations for the enrolment. P5 highlighted:  
 

I wanted to explore the platform, as I used to hear from other sources. I then aimed to 
audit the modules, such as instructional design and materials (contents, videos, 
reading articles…), and assessment on Coursera. (P5) 

 
Convenience and flexibility 
A third significant category of motivation was MOOCs’ convenience and flexibility. In 
particular, the participants stressed that the reasons they took MOOCs included free of 
charges, self-paced learning, and ease of registering. P8 and P6 stated: 
 

The second motivation was about its convenience; I just registered using my email, and 
that’s it. Moreover, it was free of charge. I did not need to pay anything. (P8) 

It [MOOC] was quite convenient for me, as MOOC was self-paced, that is, I could learn 
whenever I was available at any convenient time. (P6) 

 
Course quality 



328 Using MOOCs for professional development purposes by education professionals in Cambodia 

The fourth category that motivated education professionals to take MOOCs was 
associated with course quality, including the attractiveness of content, instructional design, 
and the qualifications of instructors. Two of the participants stressed that: 
 

I was motivated to sign up by qualified and renowned instructors from well-known 
universities, who delivered these modules. (P6) 

I was motivated [to take MOOCs] because of the contents and structure design in 
MOOCs. In particular, given the instructors’ qualifications with engaging 
instructional activities and attractive teaching videos. (P7) 

 
Socialisation 
Socialisation appeared as the fifth category of the motivational factor for education 
professionals to attend MOOCs. Some participants argued that one of the key reasons 
motivating them to study MOOCs was the possibility of establishing local and 
international networks. As P7 explained:  
 

Another motivational factor [to register for MOOC] was to build networks with both 
local and global people so that I could learn from them. (P7) 

 
The role of peer pressure in motivating participants’ MOOC enrolment is perhaps a 
surprising finding emerging from the semi-structured interviews. As some participants 
underscored, they felt pressured when they saw their friends' posts about certificates of 
achievement on social media platforms, such as Facebook. P5 highlighted that:  
 

I saw that a few of my friends posted their certificates of achievement on social 
media, which inspired me to enrol in courses myself. (P5) 

 
Certificate of completion 
The sixth category of motivation was associated with the certificate of completion. P3 
expressed that: 
  

I personally believe the certificate can be evident to prove that I have successfully 
completed the courses. Also, we can use the awarded certificate to apply for the job 
as some organisations may need it as professional development. (P3) 

 
Having available time and could earn extra income 
For the final category, the motivations for the participants of MOOC enrolment were 
related to having available time during the Covid-19 pandemic, and the potential to earn 
extra income. However, this category tends to be unique to individual participants only. 
One of the participants, who completed over 100 modules on various MOOCs platforms, 
stressed that the Covid-19 pandemic, and the possibility of earning additional income 
were also considered as motivations for MOOC enrolment. P1 said:  
 

Given that I had a lot of free time during the Covid-19 pandemic, which frequently 
coincided with a technological revolution. Thus, I decided to enrol in more and more 
courses. To be honest, before Covid-19, I had also enrolled in a few courses on 
Coursera, but could not manage to complete because of lack of motivation. (P1) 
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I could also earn some amount of money through delivering the related-training courses 
to others. (P1) 

 
Challenges for MOOC learners 
 
Regarding the theme of challenges, the analysis revealed a variety of barriers, which were 
grouped into time constraints, discouraging environment for learning, technical issues, and 
limited prerequisite knowledge of the modules.  
 
Time constraints 
Time constraints appeared to be the most prevalent challenge faced by education 
professionals while attending MOOCs. All the participants, except P5, agreed that lack of 
time was the main challenge while taking any MOOCs. There were many factors 
contributing to this issue, yet two main factors emerged prevalently from the interviews: 
holding a full-time job, and registering multiple modules simultaneously. As P1 
commented:  
 

I would say time was the most challenging one, especially while taking two modules at 
the same time. It was very hard to manage. (P1) 

 
Discouraging environment for learning 
The second category of setbacks focused on the discouraging environment for learning in 
MOOCs. These included a lack of motivation and energy, limited experience of self-
independence, lost focus and attention, and limited pressure. The major concerns in this 
category were about self-motivation and energy, and lack of self-independent learning 
during taking the modules. P2 illustrated: 
 

Well, taking such courses is essential to have a high level of self-independence and 
motivation to successfully complete each module. (P2) 

 
Some participants noted that they lost focus and attention, as well as felt less pressure 
while taking such courses. As reported by P5:  
 

I occasionally lost focus, attention, or motivation when missing a few days to study the 
modules, so it was quite tough to refocus on the modules because of that 
procrastination, and less pressure from my institution. (P5) 

 
Technical issues 
Third, the participants encountered difficulty in technical issues while using MOOCs, 
including Internet connectivity, late response in discussion forums, and difficulty in using 
the platforms. The Internet connection was a notable issue stressed by some participants. 
As P1 illustrated: 
 

Given that I’ve lived in a province where the internet was not stable and relatively slow. I 
occasionally had to travel for half an hour to reach [Province town] to access the 
Internet. (P1) 
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Some participants highlighted that the discussion forum in MOOC platforms was 
challenging – making it difficult to submit assignments, and could not receive feedback 
from the module’s instructors timely. As P6 emphasised: 
 

As a novice user of Moodle [MOOC platform], I found the discussion forum to be a 
challenging aspect of the course. The instructor's responses were often slow to arrive, 
which made it difficult to get immediate feedback on my questions. (P6) 

 
Limited prerequisite knowledge 
The fourth category of setbacks centred around the limited existing knowledge of the 
enrolled courses, which could serve as a barrier for the education professionals to engage 
with the content. These issues included taking new modules that were not related to their 
prior educational backgrounds, and lack of understanding of learning assessment and 
instruction. As P1 and P8 remarked:  
 

When I was required to complete tasks involving producing reflections on specific 
topics, which required me to generate new concepts, I had no prior knowledge of or 
exposure to. (P1) 

I realised that the questions asked were critical, making me feel confused. (P8) 
 
Recommendations for promoting MOOCs for Cambodian teachers’ PD 
 
The participants were asked to share their perspectives on what strategies considered 
effective to promote MOOCs for teachers’ PD in Cambodia. They offered a variety of 
strategies which were grouped into five major categories, including (1) initiating a 
Cambodian MOOC platform; (2) developing teachers’ mindsets toward PD; (3) 
encouraging teachers to enrol in MOOCs for PD; (4) promoting awareness of MOOCs; 
and (5) improving Internet infrastructure. Each category is discussed in turn.  
 
Initiating a Cambodian MOOC platform 
First, most participants stressed the significance of the establishment of a Cambodian 
MOOC platform for teachers’ PD. It is advantageous to design the MOOC platform 
using Khmer as a medium of instruction. This is because most Cambodian teachers may 
not be proficient enough in English. As stated by P6 and P8:  
 

This is because it [Khmer instruction] provides teachers with more convenience to study 
in Khmer as most of the [current] available modules in MOOC [platforms] are in 
English. (P6) 

It is more convenient for all teachers, which could encourage not only English teachers 
but also other subject teachers to enrol in MOOCs for professional development. (P8) 

 
Developing teachers’ mindsets towards PD 
The second category of recommendations emerging from the collected data was related to 
developing teachers’ growth mindsets towards PD. This mainly centred on building 
teachers' concept of the usefulness and values of MOOCs. Most participants considered 
teachers’ mindsets at the forefront of promoting MOOCs for teachers’ PD in Cambodia. 
As P1 and P4 put in: 
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It is important to develop teachers’ mindsets about life-long learning like other countries. 
(P1) 

It is important to build teachers’ growth mindset of values and usefulness of professional 
development. (P4) 

 
Encouraging MOOCs for PD 
The third category was the importance of encouraging teachers to enrol in MOOCs for 
their PD. To accomplish this mission as suggested by the participants, it is paramount to 
consider these three significant areas. First, it is essential that school directors establish 
clear annual objectives for teachers regarding their continuing PD. In particular, P2 
offered his own experience in his current institution, saying that: 
 

I have set up in the teachers’ annual objectives that teachers should take the course 
[MOOC] at least once a year for this pilot case. (P2) 

 
However, some participants argued that encouraging teachers to enrol in MOOCs alone 
may not be effective, and therefore they suggested providing teachers with incentives (e.g., 
rewards and verbal appreciation) upon the completion of each course. Indeed, groups of 
colleagues from a particular school could be encouraged or required to participate 
together in the same MOOC together for PD. They might then provide mutual support 
whilst working on the MOOC, perhaps by imposing upon themselves a requirement to 
meet face to face (e.g., 30 mins, weekly) to discuss their experience of studying the 
MOOC. 
 
Despite not many participants expressing this way, a few of them also commented that it 
is paramount to provide teachers with support and mentorship. As stated by P8: 
 

It is important to provide technical support while they [teachers] enrol in and take the 
courses as some teachers may not be familiar with MOOC platforms. (P8) 

 
Moreover, the participants recommended that the certificates of completion for MOOCs 
should be accredited by schools or the Ministry of Education, Youth and Sport (MoEYS) 
in Cambodia, in addition to being issued by MOOC providers.  
 
Promoting MOOC awareness 
The fourth suggestion was centred around the need of promoting MOOC awareness 
among teachers and school directors. First, the participants stressed the usefulness of 
sharing MOOC-related information through digital platforms, such as Facebook, 
Telegram, and Website. Furthermore, given that not many Cambodian teachers get 
acquainted with MOOCs, announcing the information related to MOOCs to other 
teachers during the meetings or workshops could be an effective method. As two 
participants suggested:  
 

MoEYS should form a team to disseminate and raise awareness of MOOCs, especially 
the team who is in charge of teacher training and development. (P4) 

I created a Facebook Group, and Facebook Page to share information about MOOC 
platforms with those group members, and followers. I also used to share during 
meetings in person like in the seminar. (P7)  
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Enhancing Internet infrastructure 
The last recommendation from the participants was related to enhancing Internet 
infrastructure. As stressed by P8: 
 

It is important to provide accessible Internet across the nation because teachers may lose 
motivation if the Internet connectivity is not stable. (P8) 

 
Discussion and implications 
 
The findings of this study showed that Cambodian education professionals had similar 
reasons to undertake MOOCs and confirm those of extant literature on participants’ 
motivations towards MOOC participation (Huang & Hew, 2017; Liu et al., 2020; 
Twinomurinzi et al., 2025). However, there were some motivating factors that appeared 
unique to our study context. These were socialisation, the available time during Covid-19, 
and possibility of earning further income. The timing of data was collection, just after the 
Covid-19 pandemic, may be the reason for the first two of these factors, in that the need 
for socialisation might respond to the loneliness experienced during the Covid-19 
pandemic. In addition, changes to working patterns during the pandemic gave people 
more time to seek PD. The other additional motivating factor identified in this study was 
to try to increase their income by taking the MOOC. This factor might relate to 
Cambodian professionals being more open about their financial aspirations compared to 
other studies and could also reflect less reserved attitude to discussing money in the 
Cambodian context perhaps due being a developing nation. 
 
The findings also revealed that Cambodian education professionals experienced a range of 
challenges, including time constraints, a demotivating environment for learning, technical 
issues, and limited prior background for the course content. These findings are supported 
by other earlier studies (Azhar et al., 2024; Corrado et al., 2021; Shapiro et al., 2017; 
Stutchbury et al., 2023). For example, Shapiro et al. (2017) highlighted that limited time to 
complete the modules in MOOCs was the most challenging aspect – discouraging learners 
to continue the modules. Shapiro et al.’s study also indicated that the significant barriers 
and challenges of MOOC completion were associated with inadequate prerequisite 
knowledge and unfavourable past learning experience, as well as a lack of resources and 
constrained motivational or exertional capacities. Our study’s findings point to the need 
for Cambodian teachers to carefully check course content and objectives, to ensure they 
are an appropriate building upon their existing knowledge and skills, before making an 
enrolment. 
 
However, our study’s findings seem inconsistent with those of Kumar and Al-Samarraie 
(2019) who showed that MOOC learners experienced key challenges related to limited 
understanding of the courses’ contents due to a lack of English proficiency, and lack of 
awareness regarding the courses’ purposes and advantages, although both study’s 
participants were non-native English speakers. This is probably related to the fact that our 
study’s participants had a strong foundation in academic and professional English use, as 
they were affiliated with the English department, and demonstrated years of teaching 
English or managing the English programs. Therefore, these findings, particularly the 
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absence of challenges in terms of English, should be interpreted with caution, as many 
Cambodian teachers, and education professionals appear to have limited proficiency in 
English (Boy & Water, 2023). 
 
The current study also identified five potential suggestions to promote MOOCs for 
teachers’ PD in Cambodia. Overall, the findings offer several critical implications for 
policy, practice, and research beyond the Cambodian context, especially those in 
developing countries which have similar geographical and socioeconomic characteristics, 
given the study provided valuable insights regarding the effective strategies on promoting 
MOOCs for teachers’ PD in Cambodia. First, as the findings suggest, to effectively 
promote MOOCs for teachers’ PD in Cambodia, there is a need to establish a Cambodian 
MOOC platform that uses mother tongue (Khmer) for teaching and learning, given that 
many Cambodian teachers, including teachers of English, lack English proficiency, 
hindering them from obtaining personal and professional development through e-
learning, like that offered by MOOCs (Boy & Water, 2023). However, this suggestion 
might be of challenge; therefore, it would be of benefit for some of the larger MOOC 
providers to respond positively by creating a Khmer language version for selected 
modules with support by Cambodian translators.  
 
Second, it is essential to develop teachers’ positive mindsets pertaining to PD through 
MOOCs as e-learning platforms, found as effective avenues for teachers’ PD worldwide, 
to ensure that they are aware of the value and usefulness of MOOCs for PD (Koukis & 
Jimoyiannis, 2019; Stutchbury et al., 2023). The development of teachers' growth mindsets 
is deemed a significant research gap that requires further investigation. Therefore, future 
work should investigate the relationships between teachers' mindsets and their 
participation in MOOCs for PD. Third, it is essential to encourage teachers to enrol in 
MOOCs for PD, through creating yearly objectives related to their continuing PD, 
offering some incentives, providing them with technical support, and issuing extra 
certificates accredited by MoEYS and/or affiliated educational institutions. 
 
Fourth, as MOOCs are not widely known among Cambodian teachers in particular and 
Cambodians in general, it is of benefit to promote the awareness of MOOCs by 
establishing campaigns, and disseminating MOOC-related information through meetings, 
and workshops (Corrado et al., 2021). These activities may promote MOOCs to all 
teachers across Cambodia. Finally, there is a need to upgrade the Internet infrastructure in 
Cambodia, ensuring that both urban and provincial teachers can access the Internet, 
thereby enabling them to gain equal opportunities to continue their PD.  
 
Conclusion and future research 
 
The study presented in this article was undertaken to explore the Cambodian education 
professionals’ perspectives pertaining to their experience of studying with MOOCs. We 
found several aspects that motivated Cambodian professionals to enrol in MOOCs, 
including career development, personal interest, convenience and flexibility, quality of the 
courses, socialisation, certificate of completion, and other motivations. As for challenges, 
there were time constraints, lack of energy and motivation, technical issues, and limited 
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prior background for the courses. These challenges should be addressed to better 
encourage Cambodian education professionals to actively engage in their continuing PD 
by taking relevant modules to develop their expertise, and creating a culture of lifelong 
learning. The findings also suggested numerous significant recommendations for the 
promotion of MOOCs in Cambodia for teachers’ PD. These include initiating a Khmer-
medium MOOC platform, cultivating teachers' growth mindsets towards PD, 
empowering teachers to take MOOCs for PD, fostering awareness of MOOCs among 
teachers and school directors, and enhancing Internet infrastructure. This study argues 
that the implementation of these recommendations is likely to increase MOOCs’ 
accessibility to a wide range of Cambodian teachers, thus promoting MOOCs for PD.  
 
Considering the study’s limitations, as it was conducted using a qualitative design with a 
small sample, our findings may not wholly generalise the perspectives of all education 
professionals in Cambodia, yet it provides valuable insights for education policymakers, 
instructional designers, and instructors to develop courses that tailor the learning 
experience to the learners' needs, based on the suggestions from the potential participants. 
This study, moreover, did not include participants from teacher education colleges, and 
tertiary education institutions, thereby leaving their perspectives under-represented in 
these findings.  
 
In light of these limitations, we suggest directions for further studies in the area of 
MOOCs and teachers’ PD. Considering an increasing use of educational technologies in 
Cambodia, research on MOOCs for teachers’ PD, and MOOCs in higher education and 
teacher education colleges in the Cambodian context are high priorities for further 
investigations. First, future work is needed to adopt either a quantitative or mixed-
methods design that involves a larger number of participants in Cambodia. It is important 
to include other subject teachers besides English teachers, to better shed light on their 
perceptions towards the adoption of MOOCs for PD. Moreover, further studies should 
also be conducted involving faculty members, such as teacher educators, program 
managers, and deans from teacher education colleges, and tertiary education institutions to 
investigate their perspectives on undertaking MOOCs.  
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Appendix: Interview guiding questions 
 
Part 1: Demographic and general information 
 

• Gender 
• Current occupation 
• Highest degree 
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• Year(s) of teaching/working experience 
• Types of institution 
• Number of completed courses (approximately) 
• MOOC platforms used. 
 
Part 2: Motivations to enroll in MOOCs  
 
1.  In your opinion, what motivated you to sign up for MOOCs? 
2.  Why do you think these are the reasons motivating you to enroll in MOOCs? 
3.  Any other motivations/reasons? Why? 
 
Part 3: Challenges of taking MOOCs 
 
1.  In your opinion, please share with me about challenges you have faced while taking MOOCs. 
2.  Why do you consider them as challenges? 
3.  Any other challenges? Why? 
 
Part 4: Recommendations for promoting MOOCs for Cambodian teachers’ PD 
 
1.  To you personally, what are the suggestions to promote MOOCs in the Cambodian 

context in terms of teachers’ professional development? 
2.  Why do you think these suggestions are possible to promote MOOCs for teachers’ 

professional development in Cambodia? 
3.  Any other suggestions? Why? 
 
Part 5: Conclusion 
 
Thank you very much for your time and useful insights 
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