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ABSTRACT 

Self-efficacy in teaching, reflective practice, and quality of supervision are generally considered to play 

significant roles in teacher preparation, yet limited research has been conducted to explore how these three 

variables interact with one another to determine their impacts on the teaching performance of pre-service 

teachers during internship. This study examined the relationships among these variables and determined their 

direct and indirect effects on the teaching performance of pre-service elementary teachers in selected cooperating 

schools in the Department of Education of Misamis Oriental. Structural Equation Modeling (SEM) descriptive-

correlational research design was used to establish the relationships and the best-fit model of the variables. Data 

were collected from 126 pre-service teachers, with teaching performance evaluated by 96 cooperating teachers 

and further supported by 5 internship supervisors, using validated survey instruments measuring self-efficacy, 

reflective practice (reflection-for-action, reflection-in-action, and reflection-on-action), supervision quality, and 

teaching performance across six domains: lesson planning and preparation, content knowledge and pedagogy, 

classroom management and learning environment, instructional delivery, assessment, and professionalism. The 

levels of the variables were determined using descriptive statistics, and correlation analysis and SEM were 

employed to identify the relationships and predictive impacts of the variables. Results indicated a high level of 

teaching performance among the pre-service teachers. Structural equation modeling identified the best-fit model, 

revealing that supervision quality significantly influences self-efficacy, which in turn affects reflection-for-

action and ultimately enhances teaching performance. Teaching performance also significantly predicted key 

areas such as lesson planning, content knowledge, and professionalism, with varying degrees. Overall, the 

findings indicate that these variables show indirect effects on teaching performance through interrelated 

pathways. The study highlights the importance of strengthening supervision and fostering reflective practice to 

improve teaching competence. Future research may utilize longitudinal or experimental designs, expand 

samples, and include additional variables to further explain teaching performance. 

Keywords: self-efficacy in instruction, reflective practice, quality of supervision, instruction performance, pre-

service teachers, content knowledge, lesson planning, professionalism. 

INTRODUCTION 

Teaching is one of the most significant professions, as teachers influence the community and the potential of 

many individuals, particularly learners, in terms of their academic growth, social development, and long-term 

success. In today’s changing educational setting, pre-service teachers are expected to embody not only 

pedagogical competency but also confidence, develop reflective ability, and be able to respond and work well 

to quality supervision, establishing a learning environment crucial for effective teaching. An environment that 

could keep students engaged, promote an encouraging atmosphere for learning, and provide high-quality 

instruction with positive student outcomes across grade levels.  These professional attributes are particularly 

relevant in the teaching internship, where the shift from theoretical classroom courses to actual classroom 

practice reveals the gaps in readiness and performance. 
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Out of these key success factors of teaching, self-efficacy, reflective practice, and quality of supervision have 

become powerful predictors of overall teaching performance by pre-service teachers. Self-efficacy teaching is 

the belief expressed by teachers in their perceived capability to contribute to the learning process and manage 

the classroom effectively (Bandura, 1997). Pre-service teachers with a high level of self-efficacy are more likely 

to show high levels of instructional decision-making, persistence in the case of difficulties, and more adaptive 

teaching behaviors (Hettinger et al., 2021). When teachers believe and have confidence that they can teach, 

manage the classroom effectively, overcoming challenges that lead to a stronger teaching performance. 

Accordingly, Orakcı et. al. (2023) stated that teachers’ self-efficacy, or their confidence in their ability to 

successfully manage the responsibilities, demands, and problems associated with their professional activity, has 

a significant impact on the teaching profession. In short, teachers’ self-efficacy reveals their confidence in 

overcoming the obstacles that may arise in the way of achieving the goals planned in the teaching process. 

On the same note, reflective practice helps pre-service teachers reflect on their instructional choices, classroom 

experiences, and learners’ responses to improve their teaching. Reflection enhances teachers’ ongoing 

professional development, self-regulation, and metacognition (Estaji & Fatalaki, 2023; Machost & Stains, 2023). 

Through reflection-in-action, reflection-on-action, and reflection-for-action, pre-service teachers can make real-

time instructional changes, assess teaching experiences after the lessons, and systematically plan future 

improvements of instruction. The more that they are engaged in reflection practices before, during, and after 

teaching, the more aware they become about their choices, the more they can directly enhance and act upon what 

they have observed in the classroom to improve instruction (Anselmann & Lunenberg, 2023; Wang et al., 2023). 

Supervision quality, including the effectiveness of mentoring, guidance, feedback on observations, and support 

offered by cooperating teachers and supervisors to the pre-service teachers, is another aspect that is important in 

teacher development. Effective supervision involves effective feedback, beneficial mentoring, guided 

observations, and emotional support, which leads to the pre-service teachers progressing toward higher teaching 

competence and confidence (Griffin et al., 2023; Ambrosetti et al., 2020). In line with this, it has also been found 

that pre-service teachers can accomplish their tasks in lesson planning, instructional delivery, classroom 

management, assessment, and professionalism when supervision is organized and regular (Nesje & Lejonberg, 

2022; Orland-Barak & Wang, 2021).  

In accordance with Sustainable Development Goal 4 (SDG 4): Quality Education, empowering teacher 

preparation initiatives is necessary to make sure that future teachers are adequately trained in order to facilitate 

meaningful, equitable, and inclusive learning patterns. Reflective, well-supervised, confident pre-service 

teachers are better placed to create positive learning climates and enhance the results of teaching. This 

international agenda highlights the importance of adequately trained teachers who can comfortably handle 

classrooms and also meet the needs of different learners (UNDP, 2024; UNESCO, 2024). Maintaining an 

effective and well-managed classroom can directly contribute to this, as it minimizes inequalities in learning 

success caused by distractions, misbehavior, or uncontrolled teaching (United Nations, 2023). It should not be 

limited to the acquisition of knowledge of learners but also to their social and emotional well-being, which links 

to the classroom’s climate and management. Lastly, taking into consideration classroom management through 

SDG 4 reveals a change of focus from the way of enforcing “control” towards creating a learning environment 

that promotes learners’ active participation in learning, supporting learners’ well-being, and enabling relevant 

and meaningful learning opportunities (López-Martín et al., 2023). The results will not only provide empirical 

evidence to the teacher education programs, but also meet the larger aim of education to promote quality teaching 

in line with SDG 4. 

Considering these challenges, the study analyzed the predictive value of self-efficacy in teaching, reflective 

practices, and the quality of supervision about lesson planning and preparation, content knowledge and 

pedagogy, classroom management and learning environment, instructional delivery and communication skills, 

assessment, and professionalism.  

Theoretical and Conceptual Framework 

This study assumes that pre-service teachers’ teaching performance develops through a sequential process in 

which supervision quality strengthens self-efficacy in teaching and reflection-for-action. It further assumes that 
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self-efficacy in teaching contributes to reflection-for-action, which then directly enhances teaching performance 

in terms of planning and preparation, content knowledge and pedagogy, classroom management, instructional 

delivery, communication skills, assessment, and professionalism. 

Correspondingly, the theoretical foundations were based on the Social Cognitive Theory (Bandura, 1997) and 

Reflective Practice Theory (1983) of Schon, respectively, Lev Vygotsky’s Sociocultural Theory (ZPD & 

scaffolding, 1978), and the Framework of Teaching (1996) by Danielson. All these theories are employed as 

they account for the effects of modeling, reinforcing practices, and the establishment of structured yet supportive 

settings for pre-service teachers to enable them to manage and engage learners successfully. 

The research study is primarily grounded in Social Cognitive Theory, which describes the interplay of individual 

factors, behavior, and environmental factors to determine learning and performance (Bandura, 1986). In this 

context, self-efficacy is a major concept, described as the teacher’s belief that he/she can perform teaching tasks 

successfully. Consequently, an increased self-efficacy is linked to better lesson planning, instructional delivery, 

classroom management, and assessment practices (Lee and Davis, 2023). They also build confidence through 

experience, observation, mentoring, modeling, and feedback, which are critical in an internship environment 

(Nduagbo, 2023; Nesje et al., 2022 ). Effective self-efficacy among teachers makes them more confident, 

persistent, and able to employ effective teaching strategies in the classroom (Tschannen-Moran and Hoy, 2022). 

Social Cognitive Theory is the primary basis of this study, in which the pre-service teacher’s teaching 

performance is based on the interaction of internal beliefs and external support systems.  

Furthermore, the Reflective Practice Theory describes how teachers enhance their teaching by continuously 

reflecting on their experiences. Schon (1983) suggests that teachers can reflect during and after the teaching and 

learning process. It is also perceived as a cyclical process made up of three dimensions, namely, reflection-in-

action, reflection-on-action, and reflection-for-action. Through these processes, teachers are able to recognize 

their strengths and weaknesses to make improved decisions in instruction (Machost and Stains, 2023). 

Reflection-in-action takes place during instruction, and it enables teachers to make instant modifications based 

on classroom experiences (Russell, 2022). Reflection-on-action occurs after teaching, in which teachers evaluate 

their practices and find ways to improve them (Lison et al., 2023). Reflection-for-action is future-oriented 

teaching, which helps teachers design more efficient methods of instruction, relying on previous experiences 

(Lison et al., 2023). Research has revealed that reflective practice is beneficial to enhance both teaching skills 

and decision-making, and professional development (Myllykoski-Laine et al., 2024; Nduagbo and Casale, 2023). 

In this way, reflective practice offers a clear process in which pre-service teachers’ teaching experiences can be 

transformed into better and more meaningful teaching performance.  

Moreover, Sociocultural Theory highlights that learning is a social process achieved through social interaction, 

which makes supervision an important factor in the development of the pre-service teachers’ teaching 

competence (Vygotsky, 1978). Supervision quality through mentoring, feedback, and collaborative engagement 

supports the development of self-efficacy and reflective skills in pre-service teachers. Supervisors can promote 

the growth of teaching skills, including lesson planning, classroom management, and assessment, through 

mentoring, feedback, and guided practice (Lejonberg et al., 2022). The progressive transfer of responsibility 

enables the pre-service teachers to acquire independence and confidence in teaching. 

The Framework of Teaching (Danielson, 2013) also confirms this research by offering a systematic framework 

to assess the performance of teaching in major areas. The Framework for Teaching establishes effective teaching 

by covering four main areas, such as planning and preparation, classroom environment, instruction, and 

professional responsibilities, which are all inclusive to the entire work of teachers (Danielson Group, 2023). It 

is used as a standard of comparison for instructional quality, promoting an ongoing teachers’ development 

through systematic reflection and evidence-based feedback (United Federation of Teachers, 2024).  

Recent studies indicate that teachers who have a higher level of management self-efficacy tend to establish well-

organized and supportive learning settings and positive classroom relationships (Lazarides, Watt, & Richardson, 

2020; Ozdemir et al., 2025). This motivational aspect is related with the self-regulatory process described in the 

Reflective Practice Theory by Schon, according to which pre-service teachers consistently evaluate and improve 

their strategies, resulting in adaptive practices in instruction and management (Li, 2025; Chaseley,2025). 
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Reflective capacity, therefore, brings experiential learning into professional growth, which supports the 

relationship between internal belief systems and teaching behaviors that can be observed. 

Besides these views, the Sociocultural Theory describes how good-quality supervision provides the social 

scaffolds and guided practice that pre-service teachers require to work effectively in their ZPD and to transform 

reflection and belief into effective classroom practice. Also, the Framework of Teaching, developed by 

Danielson, acts as a surveillance zone, turning theoretical constructs, such as self-efficacy, reflection, and 

behavioral strategy utilization, into measurable dimensions of educator performance, such as classroom 

environment, teaching behaviors, and professional behaviors.  

Empirically, it has been established that pre-service teacher who had a greater belief in self-efficacy, engaged in 

reflective practice, and had higher ratings on standardized evaluation models under high-quality and structured 

supervision (Li, 2025; Lazarides et al., 2020; Chaseley, 2025). Consequently, the framework implies that the 

development of these dimensions, which go hand in hand in teacher preparation, not only increases the 

confidence and flexibility of pre-service teachers but also serves as a valuable addition to the overall performance 

of teachers. 

Self-Efficacy in Teaching, according to Social Cognitive Theory, is sensitive to how teachers perceive classroom 

difficulties, maintain the effort, and persist in solving the problem. An increased level of self-efficacy in 

classroom management correlates with an increase in instructional engagement, adaptive behavior management, 

and overall teaching performance (Lazarides et. al., 2020). Additionally, self-efficacy and emotional stability 

aid teachers and instructors of the subject in a more effective classroom control and improved teacher-student 

interaction (Wettstein et. al., 2021). In the case of pre-service teachers, a high level of self-efficacy beliefs is 

essential since it supports their motivation, their decision-making process, and their capacity to implement the 

strategies they learn in real classroom situations. 

In addition to this, Reflective Practice is described as a continuous process through which teachers critically 

analyze their instructional teaching methods, classroom management, and/or professional behaviors to enhance 

teaching effectiveness. It is based on the theory of Reflective Practice of Schon, which focuses on both the 

learning process of reflection-in-action and reflection-on-action and asks teachers to make informed changes 

throughout and after the teaching experiences. Reflective practice enabled pre-service teachers to relate 

theoretical learning to the teaching practices and, in the process, improve their metacognitive awareness and 

self-regulation as opined by Li (2025). Chaseley (2025) states that structured reflection also contributes to the 

acquisition of problem-solving skills and the growth of the profession, as it allows pre-service teachers to 

evaluate their instructional choices critically. Reflective practice, therefore, is a self-regulation process that 

enhances pedagogical decision-making and works to enhance the overall performance of the classroom. 

The third independent variable, Quality Supervision, is a structured guidance, mentoring, and support that pre-

service teacher receive in the practicum or field placement. It has been indicated that academic supervision can 

be quite effective in terms of teacher performance as it provides teachers with direction, feedback, and 

pedagogical support (Rahmadini, 2024; Syukri et. al., 2023). In a recent study, mentoring (professional, 

instructional, and personal) was a strong predictor of pre-service teachers' sense of efficacy (i.e., believing in 

teaching) and preparedness to their classroom duties (International Journal of Research and Scientific 

Innovation, 2023). Therefore, quality supervision serves as the necessary social scaffold, which assists in 

transforming the beliefs, reflections, and developing competence of pre-service teachers into effective and 

practical teaching practice. 

Teaching Performance, the dependent variable in the study, is considered to be the observable expression of 

instructional competence, effectiveness, and professionalism of pre-service teachers in relation to their 

facilitation of learning. Teaching performance, as guided by the Framework for Teaching (Danielson, 2013), is 

the integration of pedagogical knowledge, reflective thought, and classroom management activities by teachers 

within the classroom in order to promote meaningful student learning. The performance of teaching in this study 

is operationalized through four components that are interconnected based on the schematic framework: 

instructional delivery, student engagement, assessment, and professionalism. These elements are teachable 

practices that can be observed and describe good classroom teaching. It indicates the extent to which pre-service 
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teachers combine knowledge, reflection, and management practices to encourage student engagement and 

achievement.  

It is the aspect of the pre-service teacher that can be observed in terms of competence, effectiveness, and 

professionalism in the domain of facilitating learning. Instructional delivery is the degree to which teachers 

deliver lesson material clearly, organized, and flexible enough to help the students achieve learning goals. 

Effective instructional delivery consists of consistent lesson planning, intentional questioning, effective 

explanation, and attention to the learning needs of students so that learners can comprehend concepts more 

efficiently and reach the long-term learning results (Imran et al., 2023).  

In addition, student engagement is defined as the extent of learner involvement in the teaching-learning process 

in terms of behavioral, emotional, and cognitive aspects. To encourage student feedback, teachers introduce 

organized classroom routines, interactive instructional strategies, and positive reinforcement to maintain 

learners’ attention and interest in doing the learning tasks (Li, 2023). In conjunction with this, assessment is the 

process by which teachers observe evidence of learning among students and use this evidence to make 

instructional decisions. Formative and summative assessment strategies allow teachers to track the progress of 

learners, give feedback that is meaningful and sensitive, and modify instructional methods in order to more 

effectively meet the learning needs of the students (Wu et al., 2025; Goertzen et al., 2025).  

Lastly, professionalism refers to ethical behavior, accountability, and dedication towards professional 

development exhibited by teachers. It entails professional standards, cooperation with fellow workers, reflective 

practice, and commitment to the constant improvement of teaching practices (Keshmiri et al., 2023; Muller et 

al., 2024). Combined, these four elements give an overall picture of teaching performance among pre-service 

teachers. These include the key instructional, relational, evaluative, and professional features of teaching 

practice, which, together, it shows how pre-service teachers apply their knowledge, reflective abilities, and 

classroom management skills into classroom performance. 

Also, in the context of teacher education, teacher performance depends heavily on the professional preparation 

and teaching experiences on the practicum. The pre-service teachers should be competent in planning lessons, 

using the relevant pedagogical strategies, evaluating student learning, and being professionally responsible when 

dealing with students and cooperating teachers. An assessment of the teaching of pre-service teachers allows 

teacher education institutions to establish whether future educators are knowledgeable, skilled, and have 

professional dispositions that will enable them to engage in effective teaching practice (Dacer, 2024). The 

conceptualization of teaching performance in the current study is based on a number of interrelated parts, 

including, but not limited to: lesson planning and preparation, content knowledge and pedagogy, instructional 

delivery, assessment, and professionalism. Despite classroom management and learning environment being 

identified as part of existing teaching frameworks, the current study is primarily concerned with the instructional 

and professional aspects of teaching performance that directly mirror the developed competencies in the teaching 

practice. 

Lesson Planning and Preparation can be defined as the process of organizing the instructional objectives, 

choosing accurate learning activities, preparing teaching materials, and designing assessment strategies that meet 

the curriculum standards and address students’ learning needs. Good lesson planning gives a clear outline of 

how the instruction will be given and makes teaching activities aligned with the intended learning outcomes. 

Teachers with good planning ability can develop consistent lessons that lead students to significant learning of 

the content of subjects (Lison et al., 2023; Mohamed et al., 2022). 

Additionally, lesson planning and preparation are essential elements of the teaching performance as they offer 

order and consistency to classroom teaching. A well-planned lesson guarantees that there is an alignment 

between the learning objectives, teaching strategies, and assessment plans. Studies indicate that lesson planning 

improves instructional clarity and increases student engagement (Beckmann, 2023). In line with this, the 

Framework of Teaching notes that planning and preparation involve teachers knowing the subject matter and 

the nature of the learners to plan lessons that enable learners to engage and have meaningful learning experiences 

(Professional Development Courses for Teachers - Teacher Webinar, 2022). 
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Within teacher education, lesson planning skills are regarded as one of the core competencies of pre-service 

teachers. Lesson planning enables teacher candidates to understand how to structure instructional materials, what 

learning challenges can be encountered, and how to prepare relevant instructional materials that facilitate the 

learning process. In a study examining the pre-service teachers in the Philippines, it was observed that lesson 

planning competence is a significant factor in effective teaching practice due to its ability to help teachers plan 

their learning experiences and provide instruction more systematically (Sanchez, 2024).  Research also suggests 

that teacher students with good planning abilities demonstrate strong instructional preparedness and classroom 

confidence (Leijen et al., 2024). 

Additionally, the lesson planning competence of pre-service teachers can be strongly linked to reflective practice, 

which implies the systematic analysis of the teaching experience to enhance instructional decisions (Velasquez 

et al., 2023). Teacher interns can use reflective processes to consider the success and shortcomings of past lessons 

and adjust their teaching approaches (Fitria et al., 2024). The process improves lesson coherence and contributes 

to the ongoing professional growth as it allows a teacher to modify instruction and meet the needs of learners 

(Abualrob, 2025). Reflective practice also enables teachers to change their teaching methods according to the 

experiences in the classroom and this way, the overall lesson design and teaching efficacy is improved 

(Velasquez et al., 2023). Reflective planning helps teachers to reflect on previous teaching experiences and make 

informed decisions, and therefore improve future lesson effectiveness (Lavin and Goodman, 2023).  Another 

important element in the development of planning competence is mentorship during practicum. Cooperating 

teacher guidance assists pre-service teachers in aligning lesson goals with curriculum guidelines and classroom 

practices to enhance the effectiveness of the instruction (Mafugu, 2022). 

Content Knowledge and Pedagogy can be defined as the knowledge of the subject matter and the skills of 

teachers to use relevant instructional strategies that enable students to learn. These are all a collection of the 

skills of a teacher in his ability to turn the subject matter into a meaningful learning experience. This construct 

combines a profound knowledge of the concepts of discipline with the skills of implementing the right 

instructional strategies, with the facilitation of student learning and interest. The teachers with this integrated 

competence are in a better position to explain the concepts in a clear way, myth busting, and changing instruction 

to suit learning needs (Leijen et al., 2024). 

Studies on teacher competence underscore the importance of combining subject knowledge and pedagogical 

knowledge to be effective at teaching. When teachers are well-informed in terms of their pedagogical content 

knowledge, they can more effectively design instructional activities that facilitate a conceptual understanding of 

students and enhance their skills in higher-order thinking (Fabelico and Afalla, 2023). Pedagogical content 

knowledge, which involves the combination of content knowledge and pedagogy, is closely linked to better 

teaching effectiveness (Darling-Hammond et al., 2023). 

In the case of pre-service teachers, one of the key objectives of teacher education programs is the development 

of pedagogical competence. Pre-service teachers acquire skills through coursework and teaching practicum on 

how to apply the acquired theoretical knowledge into practical teaching strategies that meet the diverse learning 

needs of students. The skill to synthesize the knowledge of the subject with a good pedagogy gives the pre-

service teachers the ability to help the students develop academically by designing good learning experiences 

(Mafugu, 2022). In addition, self-efficacy in teaching is also significant in supporting pedagogical competence. 

Pre-service teachers with a high degree of belief in their own teaching abilities are more likely use new teaching 

techniques and modify instruction to suit the needs of students (Scarparolo & Subban, 2021). 

According to the study conducted by Bacus et al. (2024), a Classroom Learning Environment can be defined as 

conditions and interactions in the classroom that affect student engagement and participation. Mutual respect, 

clarity of behavior expectations, and positive relationships between students and teachers define a positive 

learning environment. Teacher education research has suggested that classroom environment is critically 

important in influencing the motivation, participation, and academic performance of the students. 

Good and effective classroom environments are achieved when the teachers introduce ordered routines and a set 

of expectations that facilitate order and cooperation among the students. Students will be willing to engage in 

classroom discussions and collaborative learning activities when teachers are able to establish such environments 
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successfully. The research conducted on teaching performance demonstrates that the positive classroom climate 

can increase the engagement of students and positively affect the learning outcomes (Fitzsimons et al., 2024). 

Also, according to Zapatero-Ayuso et al. (2026), classroom environment competencies are also developed by 

pre-service teachers, who undergo a supervised practicum experience, including observing experienced teachers 

and trying to employ classroom routines. It is in these experiences that pre-service teachers get to understand 

how to use classroom dynamics, how to help students engage productively, and how to establish learning 

environments that help students learn academically and socially. With the establishment of a supportive 

classroom environment, teachers can more effectively deliver instruction that facilitates meaningful learning. 

Instructional Delivery is how teachers deliver the content of the lessons, facilitate learning processes, and ensure 

meaningful engagement in the teaching-learning process. The key elements of successful instructional delivery 

include clarity in explanations, proper pace of the lesson, meaningful questioning and application of various 

teaching methods that enable students to grasp lesson concepts. The aspect of instructional delivery is an 

important factor in teaching performance since it directly affects the way students approach the lesson and build 

knowledge. With teachers being clear in their teaching and having proper communication plans, chances of 

facilitating active involvement and enhanced learning amongst students are high. Studies have shown that 

teacher instructional competence plays a vital role in enhancing learning outcomes since students can more 

effectively follow the lesson plan and purpose (Evangelio & Escote, 2024). 

Additionally, the teaching Communication Skills include clear verbal communication, nonverbal 

communication, active listening and provision of accurate instructions, which combine to improve understanding 

and engagement of the students during lessons. The use of nonverbal communication in the form of gestures, 

facial expression, and eye contact has been demonstrated to affect how students perceive teaching effectiveness 

and classroom interaction (Solomon Abekah Keelson et al., 2024). When teachers are clear in their instructions, 

organize ideas, and employ proper communication strategies, they most likely foster active engagement and 

understanding among students; communicative skills positively relate to student academic performance and 

involvement in classroom tasks (Raluto, 2025). Studies of pre-service teachers also support the idea that 

communication skills, such as effective articulation and participatory listening, develop based on specific 

instructional experience and are critical elements of teaching effectiveness during practicum (Hazar, 2025). 

The second aspect that is vital in the process of instructional delivery is the ability of the teacher to adjust 

teaching to the demands of various learners. When teachers have flexible teaching strategies, responding to the 

questions of students is easier, and, the teacher can adjust the lesson speed and offer further explanations when 

they are necessary. This flexibility in instruction can enable learners with different abilities and learning styles 

to understand the lesson material better and engage in classroom activities in a meaningful way (Scarparolo and 

Subban, 2021). 

Also, in the case of pre-service teachers, observation of classroom teaching, teaching demonstrations, and 

supervised teaching experiences are used to develop instructional delivery skills. With this, their instructional 

delivery competencies are reinforced by the repeated teaching experiences and the positive feedback provided 

by cooperating teachers. By observing classroom lessons, receiving mentorship, and engaging in reflective 

dialogues, teacher interns could be more conscious of their strengths and weaknesses in their instructional 

practices, which would eventually enable them to smooth their teaching techniques and enhance their 

instructional delivery over the years (Zach & Sindiani, 2025).  

Similarly, the process of instruction is directly related to assessment practices since educators need to know 

whether their teaching methods can help students learn. Teachers can use formative assessment, questioning, 

and other evaluation types to track the understanding of students and modify their teaching to achieve better 

learning results (Reyes, 2023). The process of instructional delivery is also influenced by reflective practice. By 

reflecting on their teaching experience, pre-service teachers can determine how effective their teaching methods 

were and what they could help to improve. Reflective activities will enable them to examine the aspects of their 

lessons that were successful and those that should be improved to create better learning environments. 

Consequently, reflection allows teachers to improve their teaching practices and enhance their competence in 

teaching over time (Fitria et al., 2024). 
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Assessment practices involve the way in which teachers measure student learning and assess the effectiveness of 

teaching. Assessment is a crucial aspect of the teaching-learning process as it gives information regarding the 

progress of students and assists teachers in knowing whether instructional goals have been met. The literature 

on teacher competence emphasizes that good assessment practices help teachers to track learning outcomes and 

make appropriate changes to instruction (Dacer, 2024). Formative assessment is especially significant as it offers 

continuous feedback which aids students to enhance learning. 

Teachers can also determine the areas where the students need more support by examining their responses and 

performance in lessons. The teacher development research has shown that the strategies of formative assessment 

improve student engagement and lead to improved academic performance. Also, assessment literacy is built 

through teaching practicum when the pre-service teacher has the opportunity to design quizzes, assess student 

work, and interpret assessment results. Teacher interns gain these experiences to understand how to use 

assessment information to improve their instructional plans and better assist students in learning (Susilowati et 

al., 2026).  

Moreover, assessment competence is the teacher's skill in designing, implementing, and interpreting assessment 

strategies to monitor and improve student learning. It includes the use of formative and summative assessments 

to make instructional decisions, give timely feedback, and help with the self-regulation of students. For pre-

service teachers, this competence is necessary for assessing instructional effectiveness and determining learners' 

strengths and weaknesses (Sirianansopa, 2024; Al-Bahlani, 2023). This competence is further improved by the 

quality of supervision through mentoring and feedback of experienced teachers who advise pre-service educators 

on how to design suitable assessments and how to interpret the results to help them refine instruction 

(Monteleone et al., 2025). Therefore, the combination of assessment competence, reflective practice, and high-

quality supervision would guarantee that pre-service educators have the ability to provide evidence-based, 

student-centered, and student-friendly instruction that can guarantee meaningful learning outcomes. 

Professionalism can be described as the professional conduct, professional responsibility, and professional 

growth exhibited by teachers in their professional lives. Research on teacher development has highlighted that 

professionalism is essential in ensuring that the standards of teaching practice are maintained, as well as ensuring 

that there are positive relationships in learning institutions (Zhadyra Makhmetova et al., 2025). Also, Anam et 

al. (2023) defined professionalism as a set of ethical actions, responsibility, and commitment to lifelong 

professional development applied by teachers in practice and includes respectful relationships with students and 

colleagues, punctuality, and participation in reflective teaching (Anam et al., 2023).  

Within the framework of the teaching standards, professionalism has been identified as one of the key aspects 

of quality teaching in terms of its symptomatic view of teacher commitment to high professional behavior and 

continuing professional growth, frameworks such as Framework of Teaching emphasize such aspects of 

professionalization as reflection on practice, professional community engagement, and competence progression 

(The Danielson Group, 2023).  

In the case of pre-service teachers, professionalism is also developed, as practicum experiences expose them to 

the reality of the expectations and ethical standards of the profession through interactions with supervising 

teachers, school administrators and students, making them more aware of the roles and duties of professionals 

(Suyatno, 2023). Moreover, professionalism is enhanced in reflective practice because when teachers critically 

analyze their teaching experiences, they are more likely to improve their instructional practice, maintain 

professionalism, and express a desire to keep improving (Li, 2025). Therefore, Professionalism is the ethical and 

professional basis, therefore, that contributes to the overall teaching performance of pre-service teachers. 
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Figure 1 on the subsequent page illustrates the schematic presentation of the study.  

 

Figure 1. Schematic Presentation of the Study 

Statement of the Problem  

This study determined how self-efficacy, reflective practice, and supervision quality influenced the teaching 

performance of pre-service teachers from a local college in Misamis Oriental during the Academic Year 2025–

2026. It also determined the levels of these variables and examined their relationships with teaching 

performance. 

Specifically, the study sought to answer the following questions: 

1. What are the participants’ self-report of their level of self-efficacy in teaching? 

2. What is the participants’ extent of reflective practice in terms of: 

2.1. Reflection-in-action; 

2.2. Reflection-on-action; and 

2.3. Reflection-for-action? 

3. What is the participants’ assessment of supervision quality? 

4. What is the participants’ level of teaching performance considering: 

4.1. Lesson Planning and Preparation; 

4.2. Content Knowledge and Pedagogy; 

4.3. Classroom Management and Learning Environment; 

4.4. Instructional delivery; 

4.5. Assessment; and 

4.6. Professionalism? 

5. What model best fits the pre-service teachers’ teaching performance? 

Hypothesis 

The hypothesis was tested at the 0.05 level of significance: 

Ho1: None of the model best fits pre-service teachers’ teaching performance. 
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Significance of the Study 

The findings of this study are expected to provide valuable insights into the following: 

Pre-Service Teachers. The findings will help pre-service teachers better understand how self-efficacy, reflective 

practice, and supervision quality influence their teaching performance. This understanding will guide them in 

improving their confidence, classroom skills, and readiness for the teaching profession. 

Mentor Teachers and Teacher Educators. The results will help mentor teachers and teacher educators design 

more effective training programs and practicum supervision. They will be able to provide specific interventions 

that strengthen the teaching skills and classroom management of pre-service teachers. 

Teacher Education Institutions. The study will provide evidence that can be used to improve curriculum design 

and practicum experiences. It will help ensure that pre-service teachers develop both theoretical knowledge and 

practical teaching skills. 

School Administrators and Policy Makers. The findings will provide useful information for developing 

standards, assessment systems, and professional development programs. They will help support policies and 

school-based programs that improve teacher preparation and supervision. 

Future Researchers. The study will serve as a reference for future studies related to self-efficacy, reflective 

practice, supervision quality, and teaching performance. It will also encourage further research using other 

variables, methods, and educational settings. 

Scope and Delimitation of the Study 

The research study was conducted across different grade levels in the selected cooperating elementary schools 

under the Department of Education (DepEd), where pre-service teachers were assigned for their internship. The 

participants were both the cooperating teachers with the classes of various grades, and the pre-service teachers 

who were the second semester of practicing teaching during the Bachelor of Elementary Education (BEEd) 

program. The research was conducted in one semester (1) or four to five months. 

The research investigated three independent variables, which include: self-efficacy in teaching, reflective 

practice, and quality of supervision. The dependent variable was teaching performance, which is measured by 

the means of lesson planning and preparation, content knowledge and pedagogy, classroom management and 

the learning environment, instructional delivery and communication skills, assessment, and professionalism. It 

was specific to pre-service teachers who were assigned to selected cooperating schools in a local higher 

education institution and who were assigned to intermediate grade levels. 

The research design was restricted to pre-service teachers in their internship period and excluded in-service 

teachers, pre-service teachers who were placed in lower grades, and/or pre-service teachers who were deployed 

to schools other than the identified cooperating institutions.  

There were a number of limitations associated with the study that are out of the control of the researcher. These 

encompassed differences among learners with respect to abilities, interests, and behavior; the general school 

climate and institutional practices; differences in the mentoring practices used by supervising teachers; and 

potential distractions in the teaching-learning process, including absenteeism, school activities, or unforeseen 

incidents that influence the schedules of classes. Nevertheless, the study aimed to offer a clear picture of the role 

of self-efficacy in teaching, reflective practice, and the quality of supervision in influencing teaching 

performance of the pre-service teachers working in the actual classroom context. 

Definition of Terms 

In this study, several key terms are defined both theoretically and operationally to provide clarity and consistency 

in understanding the variables examined. 
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Quality of Supervision. This term can be defined as the level of guidance, support, and feedback from 

cooperating instructors and supervising teachers during the internship. It also encompasses the ability of 

supervisors or mentors to provide instructional guidance, feedback following observations on time, modeling 

how to teach well, and emotional or professional assistance.  

Reflective Practice. This refers to the systematic approach whereby pre-service teachers reflect on their teaching 

experiences to improve instructional decisions. It is also concerned with teachers examining their performance, 

identifying areas where they need to improve, and using the experience to enhance their lessons in the future. In 

the context of this study, it comprises the following: 

Reflection in action. This refers to the real-time changes in the pre-service teachers during the teaching process. 

It focuses on how teachers adjust their explanations, pacing, classroom activities, and strategies to meet the needs 

of learners, responding to unexpected classroom situations. This provides spontaneous instructional choices, 

adjusts instructional delivery in real-time, adjusts activities to maintain interest, and clarifies misunderstandings 

during the process of teaching.  

Reflection on action. This refers to the process where pre-service teachers evaluate their teaching after teaching, 

seeking strengths, challenges, and areas for improvement. It involves written reflections, post-lesson discussions, 

and evaluations that show what worked, problems that have arisen, and what is required to be improved. This is 

evidenced by reflective journals, discussing with the mentors to enhance the following lessons. It implies their 

ability to evaluate themselves critically and lifelong learning. 

Reflection for action. This term is explained as the ability of pre-service teachers to use lessons or proactive 

teachers’ reflection; the insights of past and current events inform the planning and preparation of future teaching 

activities. This involves improved lesson plans, predicting potential classroom challenges, and implementing the 

learned methods towards a more efficient teaching performance. It emphasizes a progressive attitude and 

professional growth. 

Self-Efficacy in Teaching. It refers to pre-service teachers' confidence in their ability to accomplish necessary 

teaching duties, including classroom management, instructional delivery in different learning contexts, learner 

support, lesson planning, and accommodating learner differences. It involves the way they believe they are able 

to manage instructional and behavioral demands. The concept is based on the definition of self-efficacy by 

Bandura (1997) as a person holding the belief that he or she is capable of performing actions necessary to handle 

situations. 

Teaching Performance. This term refers to the capability of pre-service teachers to control the classroom, 

implement the lesson efficiently, and create a favorable environment in the classroom. Operationally, this means 

the participants’ performance is assessed regarding classroom management, instruction delivery, student 

interaction, assessment, and professionalism as per their official practicum evaluation forms. 

Lesson Planning and Preparation. This refers to the organization, accuracy, and coordination of the lesson 

plans in terms of curriculum standards and learning competencies. Here, it encompasses the clarity of objectives, 

appropriateness of strategies, logical sequencing of activities, and readiness of instructional materials. Mentor’s 

evaluation of lesson plans and teaching demonstrations of observed teaching are scored. 

Content Knowledge and Pedagogy. This refers to how well the pre-service teachers understand the subject 

matter and apply appropriate teaching methods. This work proves it with proper definitions, proper application 

of ideas, and proper choice of strategies according to the needs of the learners. It is quantified by the ratings of 

classroom observation that take the evaluation of subject mastery and pedagogical choices. 

Classroom Management and Learning Environment. This refers to the readiness of pre-service teachers to 

keep the order, develop routines, respond to misbehavior, and provide a safe and positive learning environment. 

Among others, it discusses how interns arrange the classroom, transition management, facilitate learner 

engagement, and establish a favorable learning environment. It is rated on the basis of classroom observation 

standards according to the practicum performance tool. 
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Instructional Delivery and Communication Skills. This means the level of effectiveness with which pre-

service teachers deliver lesson content and communicate with learners. In this case, it comprises clarity of 

explanations, employing questioning techniques, pacing, voice modulation, and facilitating understanding. It is 

evaluated by the observation rating and communicative descriptors in the practicum assessment form. 

Assessment. This refers to the application of the appropriate instruments and approaches to track the progress 

of the learners and direct teaching. It comprises the designing and utilizing quizzes, performance tasks, rubrics, 

feedback systems, and data-based upgrading of instructions. Assessments are evaluated on the basis of 

documented assessment practices and using ratings by mentors. 

Professionalism. This refers to the application of professional and ethical standards of the pre-service teachers 

in their internship. It involves time management, plan preparation, collaboration with school staff, feedback 

responsiveness, and involvement in professional development. professionalism is measured in terms of the 

involvement of the teacher in professional development, the compliance with the Code of Ethics of Professional 

Teachers, the reflective practice, and the documentation of the contribution of the teacher to the activities of the 

collegial improvement (UNESCO, 2024). 

REVIEW OF RELATED LITERATURE AND STUDIES 

This chapter reviews related literature on pre-service teachers’ teaching performance and its key predictors: self-

efficacy, reflective practice, and quality of supervision. It establishes the study’s conceptual and empirical 

foundation by defining these variables, identifying their indicators, and examining their relationships within the 

proposed structural model. The chapter is organized into three parts: teaching performance as the outcome 

variable, the predictor variables and related studies, and a synthesis highlighting research gaps and justifying the 

hypothesized model. 

Pre-Service Teacher’s Teaching Performance 

Teaching performance can be defined as the capability of pre-service teachers to plan, deliver, and administer 

instruction efficiently in their practicum.  It involves lesson planning, instructional delivery, classroom 

management, assessment practices and professional behavior. These elements demonstrate the extent to which 

pre-service teachers can use theoretical knowledge in real classroom contexts. 

This perspective aligns with teaching models such as the Philippine Professional Standards of Teachers (PPST) 

and the Framework for Teaching by Danielson (1983), which identify the effective teaching practice based on 

planning, instruction, classroom setting, and professional responsibility. These areas are directly related to the 

indicators of teaching performance measurement in this study. 

In line with this, empirical research findings indicate that there are both internal and external factors that affect 

teaching performance. Accordingly, Guevarra (2024) discovered that pre-service teachers who were successful 

in lesson planning and instruction delivery had higher chances of succeeding in their practicum, proving that 

they were effective predictors of overall teacher performance. On the other hand, self-efficacy is a powerful 

predictive variable of teaching performance. The findings of the study by Garcia-Lazaro et al. (2022) indicated 

that teachers who have a high level of teaching self-efficacy displayed higher confidence in their ability to teach 

the lesson and manage classroom activities, resulting in improved teaching results. Equally, Khusniyah et al. 

(2023) demonstrated that belief in the ability to teach well affects decision-making in the process of instruction, 

and this has a direct positive effect on classroom performance. Ribeiroinha and Correia (2025) also found that 

teaching internship experiences enhance self-efficacy, improve teaching competence, and suggested that 

confidence is directly related to performance. 

Additionally, Teaching performance is also enhanced by reflective practice. Peguera-Carre et al. (2023) reported 

that pre-service teachers who had a structured reflection on their practice enhanced the delivery of instruction 

and especially in the areas of communication and clarity of explanation. Octoria (2025) further say that reflective 

teachers will be more likely to recognize the learning challenges in their students and make changes in their 

teaching practices that lead to better classroom management and student engagement. 
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The quality of supervision also has a significant contextual role. Kean et al. (2024) have shown that pre-service 

teachers provided with clear guidance and regular feedback from mentors have demonstrated better lesson 

implementation and professional behavior. Plopino and Carbonell (2025) also stressed that well-organized 

supervision involving observation and feedback sessions can improve teaching skills in the areas of planning, 

instruction, and assessment. 

Instructional competency and available resources also affect teaching performance. Rivera et al. (2025) 

discovered that teachers who had good content knowledge and instructional delivery were more effective in 

teaching. Nevertheless, Sinsay-Villanueva et al. (2025) observed that teaching quality is still influenced by gaps 

in the teacher preparation programs, and better training systems are necessary. Adjei (2023) also demonstrated 

that performance-based assessments reinforce teaching ability and confidence, which is why they can be used to 

evaluate teaching performance. All in all, the performance of teaching depends on the combined impact of self-

efficacy, reflective practice, and the quality of supervision. These variables interact to facilitate the acquisition 

of effective teaching practices by the pre-service teachers. 

Moreover, the design of the standards of teaching performance reflects the overall changes in expectations of 

the education process and societal needs. The new models are centered around the 21st-century skills, technology 

use, and culturally responsive teaching practices. The Philippine Department of Education teacher education 

program presents the necessity to instill competencies in pre-service teachers, including the aspect of learning 

losses and the acquisition of skills and abilities to face the challenges of the future (DepEd, 2025). This policy 

agenda refers to the fact that the performance expectation in teaching is not fixed, and that the teacher preparation 

programs should always evolve. 

The succeeding paragraphs discuss the components of teaching performance as used in this study. 

Lesson Planning and Preparation. The lesson planning is one of the main aspects of teaching performance. It 

involves the setting of clear learning objectives, organizing instructional activities, and aligning assessment to 

the expected outcomes. In their research, Lestari and Lestari (2021) concluded that pre-service teachers who 

created detailed lesson plans regularly showed readiness and confidence in the process of teaching, which implies 

that planning competence is a direct contributor to teaching performance. Rubio and Saenz (2023) also 

demonstrated that effective planning competencies enhance the correspondence between the intended goals and 

the reality presented in the classroom, which leads to better outcomes in the classroom. 

Self-efficacy also affects lesson planning by enhancing confidence to plan lessons and foreseeing classroom 

challenges. Reflective practice also enhances planning as pre-service teachers can review past lessons and 

enhance future teaching. Ponce (2024) stressed that they should be coherent in planning and assessment to make 

teaching more effective, which is best achieved by using structured planning tools. Nevertheless, little local 

research has been conducted on the systematic development of planning skills, which means that a gap is filled 

by this study. 

Content Knowledge and Pedagogy. Pedagogy and content knowledge constitute a critical aspect of teaching 

performance since they directly determine the accuracy of instruction and the clarity of concepts, and the 

capacity to construct meaningful learning experiences. Content knowledge enforces accuracy, whereas pedagogy 

concentrates on teaching content to learners. In addition to this, teachers who possess high content knowledge 

are able to describe understanding and to resolve misconceptions of students, making them more confident in 

their teaching (Conceicao et al., 2022). Pedagogical knowledge assists teachers in selecting the right strategies 

that facilitate the learning process and participation.  

The combination of content and pedagogy, known as pedagogical content knowledge, is closely associated with 

teaching effectiveness, which is highlighted by Linda Darling-Hammond (2021). This integration enhances the 

instructional delivery and responsiveness of pre-service teachers during practicum in those who develop it 

(Manigbas III et al., 2024).  

As mentioned by Rubio and Saenz (2023), pre-service teachers who possess strong content knowledge also 

exhibit confidence in their ability to explain the subject matter and make instructional changes based on the 
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students' questions. This result is consistent with the theoretical view that teaching quality can be based not on 

knowledge of what to teach, but on how teachers construct and bring this knowledge to students.  

Self-efficacy facilitates the competent application of instructional strategies, and reflective practice is used to 

sharpen teaching methods. Both areas are reinforced with the quality of supervision, which offers guidance and 

feedback (Fitzsimons, 2025). Nevertheless, it is necessary to consider the application of these skills on the local 

classroom level (Espiritu, 2021). 

Learning Environment and Classroom Management. Classroom management and learning environment are key 

components of the teaching performance since they directly affect the extent to which the students will be able 

to learn. Recent reviews show that positive classroom management approaches — including clear routines, 

active monitoring, and positive behavior strategies — are linked to higher student participation, fewer 

disruptions, and improved school connectedness, all of which increase learning opportunities. (Wilkins et al., 

2022). Today, classroom management is not limited to behavior control but also refers to organizing routines, 

expectations, and interactions, enhancing the creation of a positive learning atmosphere (NSW Department of 

Education, 2020). Such a holistic approach is consistent with the instructional quality frameworks that focus on 

the classroom structure, support, and climate as fundamental aspects of effective educational performance (Ye, 

2024). Notably, classroom management does not run on its own but is influenced by the quality of instructional 

supervision that teachers are getting, their perception of self-efficacy in their teaching duties, and their 

involvement in reflective professional practice. These processes are all interconnected, and they also affect the 

overall way classrooms are run, as well as how teachers develop and change in their lifetime. 

The learning environment and classroom management play a vital role in defining student engagement, flow of 

instruction, and overall teaching performance. Manigbas III et al. (2024) also found that Pre-service teachers 

who had greater classroom management competency defined more specific behavioral expectations, reduced 

disruptions, and provided more structured learning environments in practicums. 

Available literature notes that classroom management is not merely about controlling the behavior but also about 

creating an environment in which learning will thrive. According to recent studies, the pre-service teachers also 

tend to have problems with controlling behavior in the classroom and creating effective discipline patterns, 

because the competence of classroom management is built over time, and the teaching experience and working 

practice are crucial. According to a study by Junker et al. (2021), pre-service and beginning teachers generally 

show less competence in classroom management than experienced teachers, and these skills are still developed 

during professional preparation and teaching experience. The challenges highlight the need for systematic 

preparation to incorporate both theoretical knowledge and practical teaching experiences in the learning 

environment management. Moreover, Street et al. (2025) found that first-year Pre-service teachers usually 

struggle to uphold instructional assistance and establish consistent expectations, especially in diverse classrooms 

or high-enrollment classrooms. 

In summary, the literature indicates that successful classroom management leads to continuity in the instructional 

process, less learner disengagement, and greater classroom participation. Despite the good evidence of the 

classroom management development using the simulated and practical environment of international studies, 

further Philippine-focused studies are required in order to determine how culture, classroom size, and local 

school conditions mediate the management practices among pre-service teachers. 

Instructional Delivery And Communication Skills. Teaching performance includes instructional delivery as a key 

element since it has a direct effect on the understanding, engagement, and achievement of students. It includes 

the clarity, organization, pacing, and flexibility of teaching factors that characterize the lesson planning, 

presentation, and adaptation of the lessons by pre-service teachers to improve the learning results. The delivery 

of the instructions must be effective so that the lesson can be purposeful, structured, and in response to the 

various needs of the learners. On the same note, Benton and Li (2021) have determined clarity as the foundation 

of effective instruction, and they claim that by clearly communicating learning objectives and expectations, 

students gain a clearer idea of what the lesson is all about and are motivated throughout it more. The recent 

studies have also emphasized the significance of pacing and instructional organization. Fryer and Leenknecht 

(2023) suggested that the teacher’s teaching clarity, feedback, and self-efficacy correlate with teacher confidence 
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and student achievement. On the other hand, Van der Lans et al. (2021) stated that adaptive pacing (speeding or 

slowing down the lesson according to the student's readiness) enhances learning outcomes, and Sutherland et al. 

(2022) discussed that flexible pacing facilitates individualized learning despite institutional constraints or 

requirements. 

The skills of instruction delivery and communication are the key to teaching efficiency because they directly 

determine the way academic material is delivered to learners and the way learners interact with the instruction. 

Instructional delivery denotes the pedagogical methods teachers use, such as clarity of explanation, logical 

sequence of the teaching material, questioning strategies, active engagement techniques, and communication 

skills, which are related to language clarity, responsiveness, and interpersonal interaction inside the classroom. 

Studies have long demonstrated in the Philippines and in other global areas that the level of competence of 

teachers in the delivery of instruction is a decisive factor in the understanding and engagement of students, more 

so in language-intensive disciplines where communication skills are key to learning (Ompoc, 2023). These 

results put the instructional delivery and communication skills as the pillars of successful classroom instruction. 

In line with this, instructional supervision can be of great significance in the process of developing and enhancing 

the delivery of instructions and communication skills.  

Communication skills and instructional delivery skills are critical aspects of the performance of the teaching 

process that define the clarity, organization and flexibility of classroom instructions. According to Al Kharousi, 

Yulia, bt Mohd Rozi, and bt Abd Malek (2025), pre-service teachers who had stronger communication 

competencies were better in clarity in their delivery of lesson material, effective questioning techniques, and 

interaction with learners. These competencies are especially important in helping students grasp the material in 

language-intensive and interactive classes, and it is important to stress that communication competence is one 

of the primary indicators of the quality of instruction. Similar findings were made by Ramirez (2020), who 

observed that mentors view pre-service teachers who present confidently, explain clearly, and interact with their 

teachers and their learners as instructional-ready and responsive to their learners. 

The studies of communication also reveal that the delivery of instructions involves not only the clarity of the 

spoken words, but also the pacing, responsiveness, and strategy of interaction. As reported by Alcazaren (2024), 

integrated assessment practices, including checking for understanding as an instructional practice, may be a very 

effective way to enhance instructional delivery and cognitive engagement of students. This concurs with the 

evidence that delivery of instruction is best achieved when teachers adjust the pacing and modes of 

communication in accordance with the divergent needs of learners.  

Overall, instructional delivery and communication are multidimensional competencies that influence the way 

learners perceive and process instruction. Although the existing literature has shown positive links between 

communication skills and instructional effectiveness, localized learning on the development of these 

competencies in the practicum experiences of Filipino pre-service teachers, particularly in a culturally diverse 

classroom, remains limited. 

Assessment Practices. Assessment practices play a central role in knowing the learning of students, making 

instructional decisions, and increase the relevance and effectiveness of instruction. Evaluation in the teaching-

learning process is a systemic process of identifying the levels as to which the instructional objectives have been 

achieved and in making future decisions about the pedagogical process.  Learning assessment involves formative 

and summative activities, where formative assessment aims at tracking student learning in real-time, offering 

continuous feedback, and influencing real-time instructional changes whereas summative assessment evaluates 

learning outcomes at the conclusion of an instructional unit. The solid evidence confirms that the practices of 

assessment that are focused on the continuous learning, feedback on time, and monitoring allow students to 

engage and improve their performance in any educational setting to a large extent (Sortwell et al., 2024). Specific 

and timely feedback is associated with formative assessment in particular with better student performance, higher 

levels of self-regulation and higher levels of conceptual knowledge. With this, the effectiveness of assessment 

practices in enhancing learning outcomes highly depends on the quality of feedback that is implemented in the 

assessment practices. Specific, action-oriented, and learning-process oriented feedback instead of judgmental 

feedback has been empirically demonstrated to have a positive effect on student motivation, encouraging self-

regulation, and engagement with academic activities (Brandmo & Gamlem, 2025). The quality of feedback helps 
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the learners to understand their strengths, weaknesses and adopt strategies that will be used to learn in future, 

thus serving as a critical transition between assessment and instructional adaptation. In comparison to 

comparison-based mechanisms, formative feedback mechanisms, which focus on learning progress and not 

comparing students with each other, lead to fairer learning opportunities and higher student agency. 

Accordingly, Alcazaren (2024) concluded that Pre-service teachers who had higher assessment literacy levels 

had a higher ability to design formative assessments, interpret student feedback, and give actionable feedback. 

Such practices increase the level of learner autonomy and encourage deliberate reflection on the learning 

outcomes. Wei et al., (2026) emphasized that intelligent and explainable assessment systems enhanced the 

capacity of Pre-service teachers to analyze data and modify the instructional strategies to support learning 

progress. 

Philippine research also reflects on the contribution of assessment practices towards enhancing positive teaching 

outcomes. According to Dacer (2024), more competent pre-service teachers in key assessment practices were 

better at aligning assessment tasks to learning objectives, and this is how a more definitive instructional focus 

and tracking student performance became achievable. Those results validate the idea that assessment literacy is 

not only a task in measuring but a tool of instruction that improves the decision-making of teachers and the 

interaction of students.  

Collectively, these studies confirm that holistic evaluation practices, especially formative strategies, 

interpretation of data, and practical feedback, have a substantial influence on teacher performance. Nevertheless, 

empirical research on the application of these practices by Philippine pre-service teachers in practice based on 

classroom experiences and the manner in which assessment training programs influence their overall teaching 

competencies remains limited. 

Professionalism. Professionalism in teaching can be defined as the attitudes, behaviors, competencies, and 

ethical standards that define the practice of teachers as professionals. Modern studies place professionalism not 

only as a system of adherence to external requirements but as a complex construct of professional identity, 

autonomy, and collaborative interaction, as well as lifelong learning (Ingaran et al., 2025). Professionalism, as 

the concept, includes professional identity, professional ethical behavior, professional responsibility, lifelong 

learning, and professional activities within professional communities, which together lead to the successful 

teaching process and the continuous enhancement of student development (Nadia et al., 2025).  

In contrast to experienced teachers, interns are at a developmental stage, which means that they combine 

theoretical knowledge with practice in the classroom. This is because their professionalism is demonstrated by 

their ethical behaviors, responsibility, participation in professional learning, and responsiveness to supervision 

by which builds the ability to provide quality instructions and assist students to learn. As an example, Tian (2025) 

notes that at the internship level, the basis of future teaching ability and instructional efficacy lie in professional 

behaviors and reflective habits, which should be developed early on in teaching to achieve growth over time. 

Professionalism is the measure of how individual teachers absorb professional norms as well as the systemic 

demands of teachers to maintain a practice that fosters student success, collaborative teamwork, and continuous 

professional development. High-quality education relies on teacher professionalism because it embodies 

individual qualities and group commitments that define educational outcomes and learning experiences.  

Collectively, these studies suggest that professionalism is not confined to technical skills, but also to ethical 

participation, collaboration and reflective involvement in learning communities. Although this can be 

corroborated by international literature, studies specifically on professional development paths of Pre-service 

teachers in local Philippine contexts are scarce, indicating that contextual research is to be conducted in greater 

depth. 

In general, the literature reviewed offers a consistent and appropriately supported background to the 

understanding of teaching performance by pre-service teachers as a multi-dimensional construct that is 

influenced by personal and contextual factors. In the literature, teaching performance is always found to be 

highly correlated with lesson planning, content knowledge, and pedagogy, classroom management, instructional 

delivery, assessment practices, and professionalism, which are enhanced by effective instructional supervision, 
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high self-efficacy beliefs, and reflective practice. The literature also shows that these variables do not work 

independently, but rather interact dynamically to affect the process of translating theory into effective classroom 

practice by pre-service teachers. 

These gaps need to be addressed to inform the teacher education programs and enhance the training of future 

educators. Thus, this summary of related literature creates a solid theoretical and empirical foundation of the 

current study and highlights its importance in developing evidence-based practices in pre-service teaching 

education. 

Pre-Service Teachers’ Self-Efficacy in Teaching 

Self-efficacy in teaching can be defined as the beliefs held by the teachers regarding their ability to plan and 

carry out instructional activities necessary to attain sought educational end results. It is based on the Social 

Cognitive Theory (1986) by Bandura, according to which the beliefs that individuals have in regard to their 

abilities affect their motivation, behavior, and performance. Self-efficacy is significant in teacher education 

because it influences the way pre-service teachers respond to instruction issues, classroom management, and 

effective instruction practices. 

The significance of self-efficacy in professional teaching practice has been proven in several studies. Highly 

self-efficacious teachers are more likely to show greater confidence in lesson planning, the use of new 

instructional strategies, and addressing challenges encountered in the classroom effectively (Garcia-Lazaro et 

al., 2022). Also, Khusniyah et al. (2023) have found a similar result, stating that the positive beliefs of teaching 

competence allow pre-service teachers to introduce more efficient classroom behaviors and better instructional 

decision-making. These results show that self-efficacy is a significant predictor of teacher professional 

motivation and instructional engagement. 

Empirical evidence further indicates that self-efficacy is built in the course of teaching practicum through 

experiential learning opportunities. Ribeirinha and Correia (2025) established that structured teaching 

experiences and mentorship programs can have a significant effect on the self-efficacy of pre-service teachers 

as they enable them to use theoretical knowledge in actual classroom settings. Pre-service teachers can gain 

confidence in their teaching skills and build stronger professional identities through repeated teaching experience 

and positive feedback provided by mentors. 

Nonetheless, certain researchers suggest that the correlation between self-efficacy and teaching performance is 

not necessarily direct. Indeed, as Hettinger et al. (2024) described, self-efficacy can affect the attitude and 

engagement of teachers, but its direct effect on the visible teaching outcomes may depend on the contextual and 

institutional factors. Similarly, Chen (2024) identified that the self-efficacy factor has a higher contribution to 

professional growth and teacher resilience compared to teacher immediate performance. These findings imply 

that self-efficacy can be a motivational resource to aid professional development, but not a predictor of teaching 

effectiveness. 

In general, the literature suggests that self-efficacy is an important factor that affects professional attitudes, 

motivation, and confidence of teachers. In line with the Social Cognitive Theory, the beliefs that teachers hold 

concerning their instructional skills shape the way they approach their teaching tasks and professional 

challenges. However, there is no consistent empirical evidence on its direct impact on teaching performance. 

This underscores the importance of additional studies that explore the interaction of self-efficacy with other 

professional variables, including reflective practice and the quality of supervision, with teaching performance. 

Pre-service Teachers’ Reflective Practice 

Reflective practice can be defined as the process by which an educator critically evaluates his or her experiences 

as a teacher in order to make future teaching decisions. The theory is based upon the Reflective Practice Theory 

by Schon (1983) that highlights the three types of reflection, namely: reflection-in-action, reflection-on-action, 

and reflection-for-action. Reflective processes help teachers to assess their teaching methods, see where they 

can make improvements, and craft more effective methods of teaching. 
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Reflective practice is one of the pillars of professional teaching development, which involves systematic inquiry 

practices that help educators to examine, review, and enhance their teaching practices. According to the current 

definitions, reflective practice can be defined as intentional reflection that is inherent in the organized sequences 

of self-observation and self-assessment aimed at encouraging continuous learning and professional development 

(Newell, 2025). A thorough review of the literature by Suphasri (2021) found reflective practice as an inquiry 

process in a cycle, with teachers thoughtfully gathering evidence on their teaching practice to analyze, interpret, 

and evaluate their experiences with the aim of enhancing future teaching. This process makes the reflective 

practice stand out from the spontaneous reflection, and thus, reflective practice is aimed at becoming a method 

of professional development.  

 Reflective practice can help increase teacher identity and lead to better teaching through a number of processes. 

Systematic reflection assists teachers in being more aware of themselves and, therefore, in a better position to 

analyze their instructional practices as well as their effects on student learning outcomes. Lifelong learning and 

development are founded on this enhanced awareness. As promoted by Machost & Stains (2023), reflective 

practice has allowed pre-service teachers to notice inconsistencies between the intended outcomes of instruction 

and the execution of assessment, which results in more responsive evaluation practice. 

Reflection-in-action takes place through the teaching process, where a teacher modifies their strategies based on 

the situation that takes place in the classroom. This type of reflection allows teachers to make instant instructional 

choices depending on the reaction of students and classroom interactions. According to Farrell (2022), reflection-

in-action provides teachers with an opportunity to modify their teaching practices on the spot, improving 

responsiveness and teaching efficiency in the classroom. These adaptive practices of teaching are especially 

significant to pre-service teachers who have not yet established their professional competency. 

On the other hand, reflection-on-action occurs after the teaching experience. At this phase, educators adjust their 

teaching choices, assess the effectiveness of strategies they use, and find ways to improve them. Research 

indicates that post-teaching reflection helps pre-service teachers to critically examine their teaching practices 

and have more insight into pedagogy (Saleem, 2024; Mandal and Chattopadhyay, 2024). In the Philippines, the 

teaching practicum reflective experiences have been found to reinforce teacher awareness and improve 

instructional competence in practice teachers (Comia et al., 2024). 

The third dimension, reflection-for-action, is about preparing future teaching plans on the basis of the knowledge 

received through previous experiences. This is a proactive type of reflection that helps teachers to foresee 

challenges in classrooms and create more effective teaching strategies. Burhan-Horasanli and Hart (2024) 

pointed out that reflection-for-action assists teachers in refining lesson planning as well as enhancing the 

organization of instruction. On the same note, Sam et al. (2025) discovered that reflective lesson planning 

contributes to instructional preparedness and classroom facilitation in pre-service teachers. 

Although the importance of reflective practice in teacher education has been recognized, certain studies observe 

that not all reflection necessarily results in better teaching performance. Velasquez et al. (2023) stated that 

reflective activities should be facilitated with the help of mentoring and professional guidance to be more 

effective. Unless reflective insights are closely coupled with a structured support system, there is always a 

likelihood that the insights will not be translated to some kind of improvement in classroom practice. As such, 

professional supervision and feedback mechanisms should go hand in hand with reflective practice. 

To conclude, reflective practice was found to be a significant part of the professional growth of the pre-service 

teachers as it facilitates critical thinking, self-reflection, and improvement of instruction. In line with the theory 

of reflection presented by Schon, reflection helps a teacher to learn through experience and improve his or her 

teaching strategies, determined by the existence of facilitating learning situations and mentorship, which means 

that supervision plays a vital role in the process of professional development. 

Pre-service Teachers’ Assessment on Supervision Quality 

Supervision quality is the effectiveness of mentoring, feedback and professional guidance by cooperating 

teachers and internship supervisors in the teaching practicum. Supervision in teacher education is an important 
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part of facilitating the professional growth of pre-service teachers to assist them in the transition between 

theoretical learning and classroom practice. 

The significance of supervision is justified in the discussion of the Sociocultural Theory of Vygotsky (1978), 

who emphasized the idea of learning based on social interaction and directed within the frame of Zone of 

Proximal Development (ZPD). This theory states that in case the novice learners are assisted by individuals who 

are more knowledgeable, they are in a position to accomplish tasks that they have not been able to do on their 

own. When it comes to teacher education, cooperating teachers and supervisors are mentors who offer scaffold 

which allows pre-service teachers to build instructional competence. 

Empirical research points to the significant use of supervision in enhancing teaching practices. Lejonberg et al. 

(2022) established that structured mentoring and positive feedback play a significant role in professional learning 

of pre-service teachers. On the same note, Wang et al. (2025) established that instructional confidence, reflective 

thinking, and classroom management skills improve in student teachers when they have effective supervisory 

practices. These results indicate that supervision can be considered the necessary support system that can help a 

person to develop professionally. 

The pre-service teachers and their cooperating teachers' mentoring relationship is the most important aspect of 

the practicum experience because the formal guidance and supervisory feedback only assist pre-service teachers 

to bridge theory with practical classroom realities. In the Philippines, pre-service teacher competencies in lesson 

planning, classroom management, and instructional delivery were found to be enhanced by structured coaching 

and mentoring when performed during practicum, and mentoring conferences enhanced confidence and 

reflective thinking about the teaching practices (Estipona, 2025).  

Empirical studies also reveal that pre-service teachers perceive classroom feedback offered by mentors and 

supervisors as more than evaluative feedback; it can be described as a dialogic type of feedback that promotes 

professional development and inspires teachers to reflect more regularly on their teaching practices (Tubal et al., 

2025). The presence of reflective practice has been also associated with the planning, designing, implementing, 

and evaluating the instruction of pre-service teachers, which supports the idea that reflection is one of the main 

mechanisms by which pre-service teachers form opinions about teaching and practicum experiences (Cadiz, 

2021). Such mentoring relationships and reflective dialogues thus lead to changes in instructional practices and 

classroom management practices among future teachers. 

Nonetheless, the effectiveness of supervision in teacher education relies significantly on the quality of mentoring 

relationships and the consistency and developmental quality of feedback because inconsistent or low levels of 

supervisory involvement have been found to reduce the effectiveness of practicum experiences (Asregid, 2025). 

The literature on mentoring in practicum settings indicates that guided mentoring discussions based on 

observation have the potential to promote the professional growth of student teachers by enabling them to 

observe and think critically about classroom interactions, but the differences in mentoring styles used by different 

teachers and the quality of the feedback might limit more in-depth reflection (Goldshaft, 2024). Empirical data 

also suggests that when supervisors engage in dialogic and targeted feedback, it is not only that teaching skills 

and reflection are improved but that reflective practice and professional development are also encouraged; but 

inconsistent, delayed, or primarily procedural feedback practices limit the development of autonomous teaching 

competencies (Asregid, 2025).  

Local research in the Philippine context also indicates that guidance and mediation offered by cooperating and 

supervisory teachers has an impact on how pre-service teachers cognitively construct the meaning of practicum 

challenges, with feedback of significance and scaffolded assistance impacting teacher learning and development 

(Manicio and Baetiong, 2023). Socioculturally, such facilitated interaction is consistent with Vygotsky who 

argues that learning occurs through social interaction and scaffolding and therefore, the quality of supervision is 

critical in molding the instructional performance of pre-service teachers. However, the gaps in empirical research 

on the actual interaction of supervision quality with individual professional variables, including self-efficacy 

and reflective practice, to define the role of instructional outcomes, indicates a significant research gap in future 

investigations. 
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Overall, the analyzed literature confirms that the concept of teaching performance in pre-service teachers is a 

multidimensional construct that depends on internal and external factors. Always, self-efficacy has been 

distinguished as the important motivational variable that determines the instructional confidence and persistence, 

whereas reflective practice has been recognized as a self-regulatory process that promotes instructional decision-

making and professional development. Moreover, the quality of supervision is another important contextual 

support that can help pre-service teachers be able to apply theoretical knowledge and reflective insights into real 

classroom practice. 

Although there is strong empirical evidence that supports each of these variables separately, there is a significant 

gap in the current body of research focusing on their interactive effect within a single data-analytical model, 

especially with the application of sophisticated statistical methods like Structural Equation Modeling (SEM). 

The new research notes the growing popularity of SEM in the field of education research to model complicated 

relationships between variables; still, they indicate the lack of integration of numerous teacher-related factors 

into a single predictive equation (Sun and Liu, 2023). In addition, the body of research in the Philippine context, 

particularly in the context of exploring how these factors interplay to affect teaching performance during 

practicum experiences, is limited (Jiang et al., 2025). 

Considering these gaps, the current study is essential to give an analysis of teaching performance that is model-

based and comprehensive among pre-service teachers. Through SEM, the research will determine the most 

appropriate model to explain the relationship between self-efficacy, reflective practice, and supervision quality. 

By doing this, it provides evidence-based information that can be used to improve teacher education programs, 

improve practicum supervision practices, and assist in developing more effective instructional competencies 

among future educators. 

RESEARCH METHODS 

This chapter delves into the research design, research participants and sampling procedure, instrumentation, 

validity, and reliability of the research instruments, scoring procedure, data collection procedure, and ethical 

considerations, and statistical treatment of the data that will be gathered, which were adequately described, 

underscoring the appropriateness of each component. 

Research Design 

The study employed a quantitative, descriptive-correlational research design and Structural Equation Modeling 

(SEM) as the main analytical method to be used to investigate the associations between the variables and test 

the hypothesized theoretical model. SEM was selected because it enables simultaneous examination of various 

direct and indirect connections between variables, which is especially necessary when examining complex path 

models.  

As Creswell and Creswell (2023) observed, a correlational design enables a researcher to quantify the level of 

relationship between variables for statistical means without controlling or manipulating any circumstances. 

Quantitative research, by definition, presents an objective description of trends, patterns, and relationships based 

on the gathering and evaluation of numerical data. This study design, together with SEM, was very appropriate 

to the purpose of the study, which was to establish whether self-efficacy, reflective practice, and quality of 

supervision were significant predictors of the performance of pre-service teachers in teaching, in addition to the 

structural relationships among the variables. 

Research Participants and Sampling Procedure 

The participants in the study included three different groups, which were: (1) pre-service teachers, (2) internship 

supervisors, and (3) cooperating teachers in the partner public elementary schools. The study was conducted in 

a public higher education institution in Misamis Oriental, where the Bachelor of Elementary Education (BEEd) 

program is offered and has partnership agreements with the local public elementary schools within the 

Department of Education (DepEd), facilitating field studies and internships. This cooperation allowed pre-
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service teachers to engage in authentic classroom experiences in which they can test theoretical and pedagogical 

learning, acquire teaching competencies, and learn through reflection and experience. 

Additionally, this study was conducted in seven partnering elementary schools in the municipality, which are all 

known training sites for field exposure and internship. These schools provide meaningful learning experiences 

where pre-service teachers are allowed to practice the various aspects of lesson planning and preparation, 

instructional delivery, classroom management, assessment, and professional conduct, under the guidance and 

monitoring of cooperating teachers, school administrators, and internship supervisors. 

As of Academic Year 2025-2026, a total of 187 BEEd pre-service teachers were officially assigned to the seven 

(7) partner elementary schools. The distribution of the population is as follows: School A - 34 participants; 

School B - 16; School C - 14; School D - 24; School E - 47; School F - 26; and School G - 26. These collaborating 

schools provide various classroom experience environments, which enhance the acquisition of basic teaching 

skills and professional preparedness among pre-service teachers. 

Also, ninety-six (96) cooperating teachers who were formally appointed to mentor the participating pre-service 

teachers were incorporated into the study population as supervisory data. They were distributed as follows: 

School A - 17 cooperating teachers; School B - 8; School C - 7; School D - 12; School E - 24; School F – 14; 

and School G -14.  

Moreover, there were five (5) internship supervisors of the institution of higher learning who were involved in 

the research. The role of these supervisors was to oversee the implementation of internships, classroom 

observations, professional feedback, and assessments in the teaching performance of pre-service teachers, 

regardless of their school, in all partner schools. 

On the other hand, to ensure that the data collected is relevant and consistent, each group of participants were 

screened using specific inclusion criteria. The participants were enrolled in the Bachelor of Elementary 

Education (BEEd) program in the Academic Year 2025-2026; were assigned to one of the identified cooperating 

schools of the elementary education and undergoing their own teaching internship; and had experienced at least 

one official classroom observation by an internship supervisor. 

Also, the cooperating teachers who participated in the study were officially appointed by the school to serve as 

a mentor of pre-service teachers; had direct supervisory responsibility of the assigned pre-service teachers in the 

internship period; and participated in the assessment of teaching performance through the institutionally 

approved classroom observation or evaluation tool.  

The main participants of the study were the pre-service teachers. Supervision quality, self-efficacy, and reflective 

practice data were collected using self-report surveys, whereas teaching performance data were collected 

throughout the internship. The study included all pre-service teachers who had met the inclusion criteria and 

who were included in the computed sample. This methodology provided sufficient statistical power to the 

multiple regression analysis and reduced sampling bias.  

Besides the pre-service teachers, the study also included five (5) internship supervisors of the higher education 

institution as well as the cooperating teachers. For the pre-service teacher and cooperating teachers’ participants, 

the study used a proportionate stratified random sampling method to achieve a balanced representation and 

minimize sampling bias. Each cooperating school was considered a stratum, and the sample size of participants 

per school corresponded to the total number of pre-service teachers deployed at that school. Simple random 

sampling was employed to select participants within each stratum, ensuring that all qualified pre-service teachers 

have an equal chance of participating. This method enhanced the external validity of the research in that findings 

correctly represent the experiences of pre-service teachers in all cooperating schools. 

The sample size was calculated using Taro Yamane’s formula (Yamane, 1967), which is suitable for finite 

populations and allows for transparent and statistically reliable estimation. With a total population of 𝑁 = 187 

and a margin of error 𝑒 = 0.05 (at a 95% confidence level). Therefore, a sample of 127 participants was taken 

as a minimum to represent the sample statistics. Using proportionate allocation, the distribution of the sample is 
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as follows: School A - 23; School B - 11; School C - 9; School D - 16; School E - 32; School F - 18; and School 

G - 18.  

On the other hand, the cooperating teachers and the internship supervisors, in turn, were chosen by total 

enumeration since the number of them was quite small and their functions were directly related to the aims of 

the study. The inclusion of all the internship supervisors and the collaboration with teachers guaranteed the 

complete comprehension of the supervisory and mentoring procedures that affected the teaching performance of 

pre-service teachers. The distribution of the sample for cooperating teachers is as follows: School A - 17 

cooperating teachers; School B - 7 cooperating teachers; School C - 7 cooperating teachers; School D – 12 

cooperating teachers; School E - 24 cooperating teachers; School F - 14 cooperating teachers; and School G - 14 

cooperating teachers. On the other hand, there were 5 internship supervisors.  

To sum up, the research uses a complete enumeration of pre-service teachers, cooperating teachers, and 

internship supervisors to guarantee full representation and enhance the validity of the results. The sampling 

design provided the opportunity to integrate various viewpoints on supervision quality, reflective practice, self-

efficacy, and teaching performance.  

Research Instruments 

The research was conducted through the four research instruments that were used to collect the quantitative data 

on the variables of self-efficacy, reflective practice, supervision quality, and teaching performance. In the 

evaluation of teaching performance, the pre-service teacher observation and evaluation tool of the college was 

utilized in order to ensure consistency, alignment, and institutional validity.  

The Self-Efficacy Questionnaire was used to measure the perceived confidence of the pre-service teachers to 

carry out teaching-associated activities, specifically classroom management, instructional delivery, and 

engagement with learners. The content of this instrument was restricted to expressing beliefs to draw a distinct 

line between self-efficacy and actual performance or reflective judgment. It was modified according to 

Tschannen-Moran and Hoy (2001) to assess the confidence of the pre-service teachers to manage the classroom 

successfully.  

The second tool was the Reflective Practice Questionnaire (RPQ), which relied on the theory of reflection 

formulated by Schon (1983) and were evaluated the involvement of pre-service teachers in reflective thinking. 

It featured three reflection, such as reflection-in-action, reflection-on-action, and reflection-for-action, which 

reflect different stages of professional reflection in the experience of teaching and after. It was used to determine 

the levels to which the pre-service teachers practice systematic reflection before, during and after teaching. Items 

concentrate on reflection thinking processes and professional learning and contain no signs of self-rating of 

performance to avoid overlap with self-efficacy and teaching performance measures.  

The quality of guidance, feedback, monitoring, and professional support offered by collaborating teachers and 

internship supervisors were assessed with an adapted version of the Supervision Quality Instrument based on 

the Mentoring for Effective Teaching Practice Instrument. The tool will assess mentoring activities, including 

feedback, modelling, pedagogical guidance, and professional support that pre-service teachers receive during 

the internship (Hudson, Skamp, and Brooks, 2005; Ploj Virtic, Du Plessis, and Sorgo, 2021). This measure 

specifically targets supervisory practices and does not include indicators of teacher confidence, reflection, or 

self-appraisal because it is necessary to keep conceptual separation among the constructs under study. 

Finally, the Teaching Performance Evaluation Form from the institutional evaluation tool of the aforementioned 

public higher education institution and was also be modified. The items are aligned with the Framework of 

Teaching (1996) by Danielson and the Philippine Professional Standards of Teachers (PPST). Performance in 

teaching was assessed through an official pre-service teacher observation tool of the college and was 

administered by internship supervisors and cooperating teachers. By doing so, teaching performance can be 

assessed in an objective and unbiased manner that is not tied to the self-report measures. 
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Validity and Reliability of Research Instruments 

To ensure content validity, the instruments were validated by the panel members and a group of three experts in 

the areas of teacher education, educational psychology, and research methodology. These experts analyzed the 

instruments to make sure that the items are clear in terms of their intended constructs, the language used is clear, 

understandable, and relevant to the variables being measured, and all of the domains are covered adequately. 

The experts’ suggestions and recommendations were then integrated to enhance the clarity, accuracy, and overall 

adherence of the instruments to the research objectives, making sure that the instruments are valid and fit the 

pre-service teachers. 

After the expert validation, a pilot study was conducted to thirty (30) BEEd pre-service teachers from one of the 

public higher education institutions in Misamis Oriental who were not part of the main study sample. Then, 

Reliability testing was then conducted on the results through the use of the Cronbach alpha coefficient to assess 

the internal consistency of the research instrument. The alpha of Cronbach is a typical educational research tool 

with the purpose of evaluating the extent to which items in a scale are measuring the same underlying construct. 

As a rule, a reliability coefficient of 0.70 and greater is regarded as acceptable, whereas a coefficient of 0.80 and 

more is strong internal consistency between items in a scale (Revelle, 2024; Taber, 2021). 

The obtained pilot results demonstrated that the Self-Efficacy Scale had a Cronbach’s alpha of 0.964, and the 

Reflective Practice Scale had 0.968, both with very high internal consistency.  

Meanwhile, for Supervision Quality instrument, subscales showed acceptable to very high reliability 

coefficients: Lesson Planning and Preparation (α = 0.707, reliable with condition after one item was dropped), 

Content Knowledge and Pedagogy (α = 0.818), Classroom Management and Learning Environment (α = 0.775), 

Instructional Delivery (α = 0.894), Assessment (α = 0.904), and Professionalism (a = 0.780). Similarly, the 

Teaching Performance tool had high internal consistency across its domains, with Cronbach alpha values 

between a = 0.883 and a = 0.974, indicating very high reliability. 

These findings support the validity of the research design because all the instruments employed in the study are 

valid and reliable. The results gathered through this design will provide empirical evidence on the predictive 

power of personal and supervision-related factors on the instructional competence and professional practice of 

pre-service teachers, and therefore, the research design is consistent with the study objectives and variables. 

Scoring Procedure 

In this study, the responses to the self-efficacy, reflective practice, and supervision quality scales were coded 

numerically and subjected to mean and standard deviation analysis. The computed mean scores were interpreted 

in accordance with the five-point scale of Chapter 4 as presented below: 

Mean Range Interpretation 

4.51 – 5.00 Very High 

3.51 – 4.50 High 

2.51 – 3.50 Moderate 

1.51 – 2.50 Low 

1.00 – 1.50 Very Low 

The level of the measured variables was determined using this scale based on the response of the participants. 

The mean explained the general level of the variable, and the standard deviation explained the variability of 

responses among participants. 

Data Gathering Procedure and Ethical Considerations 

The research was conducted in a systematic data-gathering process that included preparation, administration, 

collection, and analysis of data. Before the study was conducted, the researcher adhered to the approved research 

procedure of the Graduate School of Lourdes College and obtained ethical clearance from the Research Ethics 

Committee (REC). Following the attainment of the approval, the researcher sought permission to carry out the 

http://www.rsisinternational.org/


INTERNATIONAL JOURNAL OF RESEARCH AND INNOVATION IN SOCIAL SCIENCE (IJRISS) 

ISSN No. 2454-6186 | DOI: 10.47772/IJRISS | Volume X Issue IV April 2026 
 

Page 3012 
www.rsisinternational.org 

 

  

 

 

study from the College President and the school heads of the seven cooperating elementary schools of publics 

where the BEEd pre-service teachers were posted. 

After obtaining all institutional approvals, the researcher administered the research instruments to the 

participants. The data collection was based on two months between January and February 2026. The researcher 

personally administered questionnaires to ensure that there was uniformity and accuracy of responses. In cases 

where physical access to the participants was restricted, an online version of the questionnaire was offered using 

Google Forms. 

The measurement of teaching performance was in the form of classroom observations by the assigned internship 

supervisors during the final demonstration teaching by the pre-service teachers. The ratings were done using a 

standardized observation rubric to provide consistency and objectivity. Moreover, the pre-service teachers were 

evaluated by cooperating teachers using an aligned performance evaluation tool based on their daily mentoring 

and supervision. The total teaching performance rating of the individual pre-service teacher consisted of the sum 

of the supervisor observation score and the cooperating teacher rating. 

Ethical standards were also adhered to during the study. They all were presented with the objective of the study, 

the procedures used, and their rights as participants. All the participants, who were 18 years old and older, gave 

informed consent, and their participation was purely voluntary. The participants were also told that they were 

free to pull out of the study at any time. 

The research was conducted in accordance with the set of ethical principles in the Belmont Report-Respect for 

Persons, Beneficence, and Justice (National Commission for the Protection of Human Subjects of Biomedical 

and Behavioral Research, 1979). These principles were used to implement informed consent, minimize risks, 

and ensure the fair selection of participants. 

Data privacy and confidentiality of the data of the participants were upheld according to the Data Privacy Act of 

2012. There was no gathering of personal identifiers. As an alternative, participants obtained alphanumeric codes 

(e.g., PST-001, PST-002, CT-001, CT-002, SP-001, SP-002) to ensure anonymity. The raw data were accessible 

to the researcher, who saved them in the physical storage and password-protected electronic files. Any 

identifiable information will be destroyed forever upon completion and approval of the thesis. 

The research presented limited risks to the participants. Potential risks were a slight psychological distress after 

self-reflection occurred while responding to the questionnaires or in the performance assessment. To avoid these 

risks, the participation was voluntary, no personal information considered sensitive was taken, and 

confidentiality was ensured. 

Statistical Treatment of Data 

The tabulation, encoding, and subsequent analysis of the data collected shall be done using the Statistical 

Package of the Social Sciences (SPSS) software after data collection has been completed.  

For Problems 1, 2, 3 and 4 - Descriptive statistics such as frequency, percentage, mean, and standard deviation 

were used as to describe the participants’ responses regarding self-efficacy, reflective practice, and supervision 

quality, as well as their teaching performance across the six evaluated domains: Lesson Planning and 

Preparation, Content Knowledge and Pedagogy, Classroom Management and Learning Environment, 

Instructional Delivery and Communication Skills, Assessment of Learners, and Professional Conduct. 

To assess the predictive relationships of the variables, the research used the multiple regression analysis to 

determine the degree to which the independent variables, namely, self-efficacy, reflective practice, and the 

quality of supervision, can simultaneously and individually predict the dependent variable, the teaching 

performance. 

PRESENTATION, ANALYSIS, AND INTERPRETATION OF DATA 

This chapter discusses, analyses, and interprets the data collected in the study in relation to the research 

questions. The chapter further assesses teaching performance across major domains, examines the relationships 
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and predictive effects of self-efficacy, reflective practice, and supervision quality on teaching performance, and 

concludes by identifying the model that best reflects participants' teaching performance. 

Problem 1: What are the participants’ self-reports of their level of self-efficacy in teaching? 

Table 1 shows the descriptive statistics of the level of self-efficacy in teaching among the participants. The 

overall mean of 4.35 is interpreted as high (SD = 0.47), indicating that participants were highly self-efficacious 

in teaching. This indicates that pre-service teachers generally believe in their ability to perform teaching tasks 

effectively and are confident in their teaching skills, which contributes to a stronger teaching performance and 

overall instructional effectiveness. These results align with Bandura (1997), who emphasized that teachers with 

strong self-efficacy beliefs demonstrate greater persistence, exert more effort, and achieve higher levels of 

teaching effectiveness. They also feel more assured in handling classroom issues and promoting meaningful 

learning experiences.  

Regarding the frequency of distribution, most ratings were in the high and very high range, with 56.35 percent 

showing high assessment on self-efficacy and 40.48 percent showing very high, with only a small percentage of 

3.17 percent who assessed as moderate. In line with this, Woodcock & Hardy (2023), found that teachers with 

high self-efficacy tend to exhibit greater commitment and resilience in their teaching practice. 

Table 1 Descriptive Statistics of Participants’ Assessment on their Self-Efficacy in Teaching 

Range Description Interpretation Frequency Percentage 

4.51 – 5.00 Strongly Agree Very High 51 40.48 

3.51 – 4.50 Agree High 71 56.35 

2.51 – 3.50 Neutral Moderate 4 3.17 

1.51 – 2.50 Disagree Low 0 0.00 

1.00 – 1.50 Strongly Disagree Very Low 0 0.00 

 Total 126 100 

 Overall Mean 4.35 

 SD 0.47 

 Interpretation High 

 

No. Self-Efficacy Statement Mean SD Description 

1 I believe that I would be able to respond to different learners effectively 

and handle classroom issues in the course of instruction. 

4.29 0.60 Agree 

2 I can prepare lessons that provide appropriate challenge to every learner. 4.33 0.62 Agree 

3 I can plan alternative activities when the lesson does not go well. 4.29 0.62 Agree 

4 I can answer students' questions correctly and clearly. 4.26 0.66 Agree 

5 I can discuss the lesson in a manner that is understandable to students. 4.42 0.61 Agree 

6 I can ask questions to make students think more about the lesson. 4.41 0.58 Agree 

7 I can provide alternative explanations when students don’t understand. 4.37 0.59 Agree 

8 I can handle disruptive behavior in the classroom. 4.22 0.66 Agree 

9 I can set clear classroom rules and routines. 4.40 0.61 Agree 

10 I can maintain a learning environment that fosters student engagement. 4.37 0.59 Agree 

11 I can prevent students from disrupting the learning of others. 4.25 0.62 Agree 

12 I can involve students during the lessons. 4.45 0.56 Agree 

13 During instruction, I can motivate students to think critically. 4.37 0.58 Agree 

14 I can apply teaching methods that encourage student involvement and 

learning. 

4.33 0.57 Agree 

15 I can assess whether learners have learned what has been taught. 4.33 0.55 Agree 

16 I can assess student learning with various methods. 4.27 0.62 Agree 

17 I can apply the results of the assessment to better my teaching. 4.37 0.56 Agree 

18 I can recognize students who require extra support based on assessment 

evidence. 

4.42 0.59 Agree 
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19 I can inspire students to think that they can do well in school. 4.44 0.53 Agree 

20 I can make students understand the importance of learning. 4.42 0.54 Agree 

21 I can work with families to assist the academic development of students. 4.20 0.67 Agree 

22 I demonstrate professional accountability in facilitating student learning. 4.41 0.58 Agree 

Further analysis of the individual indicators reveals that participants were always confident in various aspects of 

teaching practice. The statements that received the highest mean were the indicator, “I can involve students 

during the lesson” (M = 4.45), then “I can inspire students to think that they can do well in school” (M = 4.44). 

These findings suggest that participants are particularly confident in their ability to engage, motivate, and deliver 

clear and effective instruction to students, fostering active involvement and promoting students' positive attitude 

towards the process of learning, which are the key elements of teaching. Lu and Mustafa (2021) find that high 

self-efficacy helps teachers employ more interactive and student-centered strategies that can enhance behavioral 

and emotional engagement.  

Also, the indicators, “I can discuss the lesson in a manner that is understandable to students,” “I can discuss 

the lesson in a manner that is understandable to students,” as well as “I can make students understand the 

importance of learning,” with the same mean of 4.42 (M = 4.42). Accordingly, Zee and Koomen (2021) and 

Holzberger et al. (2013, as cited in Liu et al., 2020) clarified that self-efficacy contributes to the readiness of 

teachers to use flexible teaching methods, whereas Emiru and Gedifew (2024) highlighted that confident teacher 

actively facilitate higher-order thinking and engagement. These results indicate that self-efficacy is an effective 

motivational factor that influences teacher instructional implementation. 

On the other hand, the indicators that received the lowest mean, but can still be viewed as high, were as follows: 

“I can work with families to assist the academic development of students” (M = 4.20), “I can handle disruptive 

behavior in the classroom” (M = 4.22), “I can prevent students from disrupting the learning of others” (M = 

4.25), “I can answer students' questions correctly and clearly” (M = 4.26). Although these are still at high 

levels, the slightly lower means indicate that participants can have a relatively lower confidence in parent 

collaboration and classroom behavior management areas than in other teaching competencies. Muamaroh (2025) 

and Bachman (2025) described that these areas entail more complex interpersonal and situational skills, which 

tend not to be well-developed in pre-service teachers. Hussner et al. (2024) also added that these competencies 

are acquired over time in terms of experience and mentoring. This means that although self-efficacy is good in 

instructional terms, it might still need external support systems to be fully transferred to other aspects of teaching.  

In general, the results show that self-efficacy might not directly relate to teaching performance, but enables how 

teachers reflect and instruct, demonstrating that participants who have high self-efficacy, especially when it 

comes to involving and motivating the learners, have high confidence in their abilities to teach. This is an 

indication that pre-service teachers are prepared to develop interactive and meaningful learning environments. 

Nonetheless, the comparatively lower rating on classroom management and family collaboration points to the 

areas that need further development by means of guided experience and support. These findings support the 

statement that self-efficacy is well-established in teaching areas, but its development in more extensive teaching 

roles is fundamental to more comprehensive teaching effectiveness. 

Problem 2. What is the participants’ extent of reflective practice in terms of: 

2.1. Reflection-in-action; 

2.2. Reflection-on-action; and 

2.3. Reflection-for-action? 

Table 2 shows the descriptive statistics of the participants’ level of reflective practice in terms of reflection-in-

action. This dimension is concerned with the ability of the participants to think over and assess their teaching 

practices during the classroom instruction. The table outlines the manner in which the participants are tracking 

their beliefs, instructional choices, and student responses in the teaching process.  

The overall mean of 4.32 and a standard deviation of (SD=0.50) show that the participants have a high rating of  
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reflection-in-action. This means that the participants rated themselves highly in their ability to reflect during 

teaching, monitoring, and adjusting their teaching strategies in real time, which likely contributes to a more 

effective teaching performance and responsiveness to students’ learning needs. These skills will help teachers 

address the immediate needs of students, including resolving a misconception or modifying instruction when a 

lesson is not moving as planned. Such responsiveness makes the teaching process more flexible and efficient, 

which adds to an effective learning process. The teachers who demonstrate stronger self-efficacy can adjust and 

differentiate instructional strategies to adapt to the needs of learners more effectively (Martinez et al., 2024). 

Despite the overall high ability of the findings, the slight deviation indicates that there is an opportunity to 

improve, especially in more complex or challenging teaching scenarios.  

Table 2 Descriptive Statistics of Reflective Practice of Participants in terms of Reflection-in-action 

Range Description Interpretation Frequency Percentage 

4.51 – 5.00 Strongly Agree Very High 48 38.10 

3.51 – 4.50 Agree High 70 55.56 

2.51 – 3.50 Neutral Moderate 8 6.35 

1.51 – 2.50 Disagree Low 0 0.00 

1.00 – 1.50 Strongly Disagree Very Low 0 0.00 

 Total 126 100 

 Overall Mean 4.32 

 SD 0.50 

 Interpretation High 

 

No. Reflective-in-Action (RiA) Statement Mean SD Description 

1 I observe how my beliefs affect my teaching while I am teaching. 4.28 0.66 Agree 

2 I consider my thoughts and feelings while teaching and how they 

influence my choices. 

4.29 0.62 Agree 

3 I notice how students’ beliefs influence their learning. 4.26 0.60 Agree 

4 I think about how students’ feelings and attitudes affect their 

participation. 

4.32 0.60 Agree 

5 I reflect how my teaching choices influence students’ engagement and 

participation. 

4.35 0.58 Agree 

6 I sometimes doubt whether my lesson plans suit my students while 

teaching. 

4.42 0.64 Agree 

7 I sometimes do not know how to handle different types of learners during 

a lesson. 

4.36 0.64 Agree 

Regarding the distribution of responses, 55.56 percent were in the high level, and 38.10 percent were in the very 

high level. The percentage of responses in the middle level is only 6.35, and the percentage of responses in the 

low or very low range is zero. This distribution indicates that the participants tend to think of themselves as 

actively thinking about their instructional practices during the teaching process. 

Further analysis of the indicators reveals that the participants all along concurred with all the statements with 

regard to reflection-in-action. The indicator that received the highest mean was “I sometimes doubt whether my 

lesson plans suit my students while teaching” with a mean of 4.42, which means that participants often 

reevaluated whether their lesson plans worked in the teaching process. On the other hand, the second indicator 

that showed a relatively high mean is “I reflect how my teaching choices influence students’ engagement and 

participation,” with a mean of 4.35, meaning that the participants are keen on how their teaching methods can 

impact the participation and engagement of students in the classroom. This indicates active monitoring and 

modification in the process of instruction. As Farrell (2022) elaborated, reflection-in-action enables educators to 

act instantly in response to classroom events by adjusting their tactics in line with the needs of the students. 

Khasawneh (2024) and Mann and Walsh (2021) also underlined that this reflection enhances the responsiveness 

of the instruction by allowing teachers to adjust to the changing classroom environment. Loughran (2023) further 

mentioned that the process enhances professional awareness, and Ryan and Ryan (2022) pointed out that it led 
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to the development of adaptive expertise. According to these studies, reflection-in-action is a real-time regulatory 

process in teaching. 

Conversely, the indicator with the lowest mean score, yet still regarded as high, was found to be “I notice how 

students’ beliefs influence their learning” with a mean of 4.26. Although the score still shows agreement, it 

indicates that participants might be a bit less concerned with the role of student beliefs in influencing learning 

behaviors during the teaching process than with other practices of reflection. However, the standard deviation 

measures are not that high, which means that the participants have similar ideas about their practices on 

reflection-in-action.  

As mentioned by Martinez et al. (2024), there is a necessity to enhance diversity awareness among learners, 

which is key in responsive teaching methods that adjust instructional strategies in response to beliefs in learning 

by students and their different needs. This suggests that, although participants are able to modify instruction, the 

analysis of learner characteristics might still be in the early stages of development. Furthermore, Ryan and Ryan 

(2022) discovered that reflection in the teaching process assists teachers in evaluating their choices in the 

classroom critically and enhances their professional competence. Such results contribute to the current findings, 

indicating that reflection-in-action is a crucial component of improving the effectiveness of teaching and 

responsive classroom practices.  

The findings reveal that the participants are highly reflective-in-action, meaning that they can monitor and make 

changes to teaching strategies in real time. Reflection-in-action can serve as an intervening variable, and can be 

the way self-efficacy is converted into real instructional changes. Nevertheless, the slightly reduced focus on the 

beliefs of learners suggests that more reflective awareness of diversity among students might be in the process 

of formation. In general, the results support the claim that reflection-in-action is a powerful ability of the 

participants that facilitates responsive teaching but also suggests that more sophisticated analytical skills should 

be developed. 

Table 3 shows the frequency distribution and the descriptive statistics of the reflective practice of the participants 

in terms of reflection-on-action. The data explain the way in which the participants analyze their teaching plans, 

assess classroom experiences, and determine where to improve them after a lesson.  

The overall mean score of 4.36 and a standard deviation of (SD=0.48) suggests that the participants are highly 

reflective-on-action. The participants’ high assessment of reflection-on-action indicates that pre-service teachers 

critically evaluate their teaching after lessons, improving the effectiveness of their future instructional practices. 

This demonstrates that pre-service teachers thoroughly evaluate their teaching experiences from time-to-time. 

This finding is consistent with Schön (1983), emphasizing that reflection after action supports professional 

growth 

Frequency distribution also reveals that 55.56 percent of the responses fall within the high level and 39.68 

percent within the very high level. Only 4.76 percent fall in the moderate classes, and none lie in the low or very 

low levels. Such findings indicate that the participants take time to consider their teaching practice when they 

have finished their instructional activities. 

Table 3 Descriptive Statistics of Reflective Practice of Participants in terms of Reflection-on-action 

Range Description Interpretation Frequency Percentage 

4.51 – 5.00 Strongly Agree Very High 50 39.68 

3.51 – 4.50 Agree High 70 55.56 

2.51 – 3.50 Neutral Moderate 6 4.76 

1.51 – 2.50 Disagree Low 0 0.00 

1.00 – 1.50 Strongly Disagree Very Low 0 0.00 

 Total 126 100 

 Overall Mean 4.36 

 SD 0.48 

 Interpretation High 

http://www.rsisinternational.org/


INTERNATIONAL JOURNAL OF RESEARCH AND INNOVATION IN SOCIAL SCIENCE (IJRISS) 

ISSN No. 2454-6186 | DOI: 10.47772/IJRISS | Volume X Issue IV April 2026 
 

Page 3017 
www.rsisinternational.org 

 

  

 

 

No. Reflective-on-Action (RoA) Statement Mean SD Description 

1 I reflect on my lesson after teaching.   4.37 0.64 Agree 

2 I consider how students experienced the activity afterward.   4.36 0.63 Agree 

3 I review what I learned from each teaching experience.   4.42 0.62 Agree 

4 I am asking myself: How well are my teaching strategies working to 

help students learn? 

4.38 0.63 Agree 

5 I reflect on my strengths as a pre-service teacher after teaching. 4.40 0.61 Agree 

6 I reflect on my weaknesses and what I need to improve after each 

lesson. 

4.42 0.66 Agree 

7 I think about ways to enhance my teaching skills based on previous 

lessons. 

4.29 0.68 Agree 

8 I sometimes question whether I truly understood my students’ needs 

after teaching. 

4.29 0.63 Agree 

9 I check my teaching practices to learn how well they are helping 

students learn. 

4.32 0.67 Agree 

On a more detailed look at the indicators, it is clear that the participants always agreed with everything that was 

said regarding reflection-on-action. The indicators with the highest means were "I review what I learned from 

each teaching experience" and "I reflect on what I learned about my weaknesses and what I need to improve 

after each lesson," with a mean of 4.42. These findings suggest that the participants are actively evaluating their 

teaching experiences and understand where they can further improve after teaching. According to Schon’s 

Reflective Practice Theory (1983), reflection-on-action allows teachers to critically examine previous teaching 

decisions in order to make better choices in the future. Saleem (2024) further contributed that the process 

enhances effective and ineffective practices identified in instructional planning. Comia et al. (2024) also 

highlighted the importance of reflective activities as they promote professional development through critical 

reflection on teaching experience. These results indicate that reflection-on-action is a developmental process of 

learning.  

Meanwhile, the indicators that had the lowest mean, yet were still rated as high, were “I think about ways to 

enhance my teaching skills based on previous lessons,” and “I sometimes question whether I truly understood 

my students’ needs after teaching,” both with a mean score of 4.29. These results indicate that although the 

participants often reflect on their teaching experiences, they do not necessarily know whether they fully 

understand the learning requirements of their students. This aligns with the recent studies that reflective practice 

is prevalent among teachers, but in itself does not necessarily result in a more systematic or holistic 

understanding of the individual learning needs of students unless it is designed and facilitated (Yenni Rozimela 

et al., 2025). 

The results demonstrate that the participants are very active in reflection-on-action, revealing their capacity to 

critically analyze their instruction-related teaching experiences. Reflection-on-action enhances the feedback 

cycle, assists in changing teaching experiences into better performances in the future. This means that pre-service 

teachers form the habit of addressing areas of improvement and strengths, which is relevant in sustaining 

professional growth. However, the slight hesitation in grasping the full needs of learners is an indication that 

further evaluative reflections can yet be developed. The findings, on the whole, reinforce the idea that reflection-

on-action is an important factor in enhancing instructional choices and refining future teaching practices. 

Table 4 shows the frequency distribution and descriptive statistics of the reflective practice of the participants in 

the form of reflection-for-action. This dimension is defined as the capacity of the participants to be reflective as 

a lead-up to future teaching engagements by soliciting feedback, sharing teaching experiences with others, and 

strategizing on how to enhance their teaching practices.  

The findings indicate an overall mean of 4.40 with a standard deviation of (SD=0.57), which is considered to be 

high. The fact that the pre-service teachers rated the reflection-for-action as strong indicates that they actively 

use past experiences in teaching to plan and to enhance future instructional practice. It is supported by research, 

which reveals that structured reflective practices such as reflection-for-action contribute to the development of 
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pre-service teachers in terms of classroom instruction and the adaptive competence required to act thoughtfully 

in response to the requirements of real-world instruction (Kilic, 2022; Xie et al., 2022). 

Table 4 Descriptive Statistics of Reflective Practice of Participants in terms of Reflection-for-action 

Range Description Interpretation Frequency Percentage 

4.51 – 5.00 Strongly Agree Very High 61 48.41 

3.51 – 4.50 Agree High 56 44.44 

2.51 – 3.50 Neutral Moderate 9 7.14 

1.51 – 2.50 Disagree Low 0 0.00 

1.00 – 1.50 Strongly Disagree Very Low 0 0.00 

 Total 126 100 

 Overall Mean 4.40 

 SD 0.57 

 Interpretation High 

 

No. Reflective For Action  Mean SD Description 

1 I discover new insights when I self‑reflect with classmates or mentors.   4.44 0.64 Agree 

2 I discuss my teaching with others to open up new ideas.   4.40 0.63 Agree 

3 I share my classroom experience to help me solve teaching problems.   4.35 0.66 Agree 

4 I reflect on my teaching with others to help me learn new teaching skills. 4.37 0.64 Agree 

5 I believe I can improve my teaching by learning from the feedback of 

others. 

4.44 0.63 Agree 

6 I gain confidence in how I teach through reflective discussions with others. 4.41 0.62 Agree 

7 I talk with others to help me clarify uncertainties about how I teach. 4.40 0.63 Agree 

Considering the distribution of responses, 48.41 percent of the responses are within the very high levels, and 

44.44 percent are within the high levels. The percentage in the moderate level is only 7.14 percent, and none lies 

in the low and very low levels. These results show that the participants often go through the process of reflective 

thinking that is designed to enhance their future teaching practices. According to Farrell (2022), the process 

enables the proactive design of improved instructional strategies by teachers and refining instructional strategies, 

as Burhan-Horasanli and Hart (2024) indicated. These results demonstrate that reflection-for-action facilitates 

future planning and career development. 

Additional discussion of the indicators reveals that the participants were in strong agreement with all the 

statements on reflection-for-action. The indicators that received the highest means were "I discover new insights 

when I self‑reflect with classmates or mentors," and "I believe I can improve my teaching by learning from the 

feedback of others," with a mean of 4.44 and 4.44, respectively. These results are consistent with recent studies 

that collaborative professional learning frameworks such as lesson study allow teachers to participate in 

reflective discussions with colleagues, which leads to mutual understanding and development of professional 

practice based on organized feedback and reflection cycles (Erbilgin and Robinson, 2025). 

Conversely, the indicator that yielded the lowest mean, though classified as high, was that of ”I share my 

classroom experience to help me solve teaching problems” with a mean of 4.35. Although this indicates 

agreement, it implies that there might be some participants who might not share their teaching experiences as 

much as they might share their other reflective practices. On the contrary, this trend aligns with recent studies 

indicating that meaningful collaborative reflection as well as sharing of particular teaching experience that must 

be carefully nurtured; reflective dialogue that involves a sharing of a particular experience is likely to result in 

more profound professional learning and more meaningful practice changes (Kamali and Javahery, 2024). 

These findings show that the participants have high reflection-for-action, especially with regard to the use of 

feedback and collaborative discussions in order to enhance future teaching; predictive process, which connects 

past experience to future instructional improvement. This indicates that pre-service teachers are also proactive 

in the planning and refining of their teaching strategies based on past experiences. Nevertheless, the marginally 

less tendency to share teaching experiences indicates the necessity of increased participation in collaborative 
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reflection. Altogether, the results prove reflection-for-action to be the essential part of professional growth as it 

helps people think forward and improve constantly. 

Table 5 summarizes the results of the reflective practices of the participants in three dimensions, namely, 

reflection-in-action, reflection-on-action, and reflection-for-action. The participants experience reflective 

practices regularly and in all three dimensions, as revealed in the table, the three dimensions were rated high. 

The grand mean of 4.06, which is interpreted as high, indicates that pre-service teachers can make adjustments 

to their teaching as it occurs, think critically about instructions they have already taught, and plan ahead for 

instruction in a thoughtful manner. This is an indicator of a good mentoring environment, which promotes 

professional growth, influencing the pre-service teachers’ confidence, their instructional skills, and their 

professional growth (Ozcan & Gercek, 2024).  

Table 5 Summary Table of the Participants’ Assessment of their Reflective Practices 

Reflective Practices Mean SD Interpretation 

Reflection-in-Action 4.32 0.50 High 

Reflection-on-Action 4.36 0.48 High 

Reflection-for-Action 4.40 0.57 High 

Grand Mean 4.36 0.46 High 

Of the three dimensions, reflection-for-action had the highest mean (M = 4.40, SD = 0.57), then reflection-on-

action (M = 4.36, SD = 0.48), and then reflection-in-action (M = 4.32, SD = 0.50). The general average of 4.36 

(SD = 0.46) also implies that the participants tend to demonstrate a strong reflective practice in general, which 

means that they tend to analyze their experiences of teaching, evaluate their previous instructional behavior, and 

design their future teaching experiences to be improved. This tendency suggests that reflection is a particular 

part of the professional preparation of the participants and can help them to improve their teaching performance 

and professional development.  

Evidence-based practice demonstrates that all three kinds of reflection can contribute to assisting pre-service 

teachers in aligning theory with practice and enhancing the effectiveness of their instruction in the long term 

(Kilic, 2022; Kaldi and Zafeiri, 2023). Reflection-in-action helps them to respond to challenges as they arise 

during teaching (Tardif, 2024), whereas reflection-on-action helps them analyze earlier lessons critically to 

understand what was good and what needs improvement (Havadar, 2024). Reflection-for-action subsequently 

aids them to apply previous experiences to make decisions about future teaching more efficiently (Burhan-

Horasanli and Ortactepe Hart, 2024). A combination of all three reflective practices will equip pre-service 

teachers more effectively in building their professional competence and responding in a thoughtful way to 

teaching realities (Kilic, 2022). 

The findings are evidenced by wider literature on reflective practice. According to Kayima (2022), reflective 

writing helps pre-service teachers deepen professional understanding of their classroom experiences, while Li 

(2025) states that reflective practice improves pedagogical skills and critical thinking through evaluation and 

adaptation of strategies. Scoupe et al. (2024) also highlighted that a reflective portfolio helps pre-service teachers 

analyze their performance, plan ways to improve, and develop self-efficacy and lifelong learning habits.  

In summary, the results indicate that the participants rated high in all three forms of reflective practice, indicating 

that they actively reflect on their experiences in teaching, learn what worked and what did not, and seek 

improvement methods in the next lesson. They do not merely perform the actions of teaching but rather take 

time to reflect during the teaching process, after teaching, and even before teaching. Taken together, the frequent 

involvement of the participants to reflective practice shows a strong commitment to continuous improvement.  

Problem 3: What is the participants’ assessment of the supervision quality of their cooperating teachers? 

Table 6 shows the frequency and descriptive statistics in terms of how the study participants rated the quality of 

the supervision that they got by the teachers who were their cooperating teachers during the teaching practicum. 

The quality of supervision, in this context, is the mentoring, instruction, guidance, feedback, and professional 
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support offered to pre-service teachers by cooperating teachers to enable them to develop their teaching skills. 

The results are 4.60 with a standard deviation of (SD = 0.51), which is of high interpretation, indicating that pre-

service teachers perceive cooperating teachers as good mentors who can provide valuable support and positive 

feedback that can help them develop as future teacher. 

In terms of its distribution, 70.63 percent are in the very high levels, 23.81 percent are in the high levels, and 

5.56 percent are in the moderate levels, and there are no responses in the low or very low levels. This suggests 

that the participants tend to believe that their cooperating teachers offer effective and helpful supervision over 

the course of their teaching experience. In relation to this, participants are often guided and mentored by 

professionals and provided with constructive feedback in the context of their teaching practice. 

Table 6 Descriptive Statistics of the Participants’ Assessment on the Supervision Quality of their Cooperating 

Teachers 

Range Description Interpretation Frequency Percentage 

4.51 – 5.00 Always Very High 89 70.63 

3.51 – 4.50 Often High 30 23.81 

2.51 – 3.50 Sometimes Moderate 7 5.56 

1.51 – 2.50 Rarely Low 0 0.00 

1.00 – 1.50 Never Very Low 0 0.00 

 Total 126 100 

 Mean 4.60 

 SD 0.51 

 Interpretation High 

 

No. How does your supervisor/immediate head/cooperating teachers… Mean SD Description 

1 … give you clear guidance for planning to teach your lessons? 4.51 0.73 Often 

2 … assist you with preparing your lessons? 4.40 0.79 Often 

3 … reiterate the need to have well-designed activities for learners? 4.48 0.75 Often 

4 … show you an example of an actual annual (yearly) teaching plan for the 

subject? 

4.41 0.75 Often 

5 … discuss the aims of teaching your subjects? 4.49 0.71 Often 

6 … allow you flexibility in planning for teaching? 4.60 0.63 Always 

7 … discuss with you the (content) knowledge you need for teaching your 

subject(s)? 

4.53 0.67 Always 

8 … show expertise in effectively teaching his/her subject? 4.60 0.65 Always 

9 … show content expertise? 4.56 0.64 Always 

10 … give clear expectations regarding the way you should teach your 

subject(s)? 

4.60 0.62 Always 

11 … model different teaching strategies in teaching the subject? 4.50 0.68 Often 

12 … model (show) how to teach difficult concepts (aspects)? 4.53 0.67 Always 

13 … assist you in implementing different teaching strategies? 4.53 0.67 Always 

14 … model effective classroom management when teaching? 4.56 0.66 Always 

15 … assist you with classroom management strategies for teaching? 4.55 0.65 Always 

16 … explain the school’s Disciplinary Code to you? 4.48 0.70 Often 

17 … explain to you how the school deals with barriers to learning among 

learners? 

4.55 0.65 Always 

18 … shows empathy towards you when your teaching lesson did not play 

out as planned? 

4.61 0.62 Always 

19 … show support when you are teaching your subject(s)? 4.60 0.61 Always 

20 … display enthusiasm when teaching the subject? 4.60 0.61 Always 

21 … observe you in class when you were teaching? 4.69 0.59 Always 

22 … observe you teach before providing feedback? 4.72 0.56 Always 
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23 … use hands-on teaching materials? 4.63 0.62 Always 

24 … develop your strategies for teaching? 4.68 0.58 Always 

25 … discuss with your questioning skills for effective teaching? 4.60 0.63 Always 

26 … provide you with strategies to solve teaching problems that you 

encountered? 

4.64 0.61 Always 

27 … assist you in finding teaching resources? 4.68 0.60 Always 

28 … discuss the evaluation (assessment) of your teaching? 4.61 0.63 Always 

29 … clearly indicate what you need to do to improve your teaching? 4.67 0.62 Always 

30 … provide you with written feedback on your teaching lessons? 4.71 0.60 Always 

31 … discuss with you the (content) knowledge you need for teaching your 

subject(s)? 

4.61 0.66 Always 

32 … assist you in reflecting on improving your teaching practices? 4.64 0.61 Always 

33 … show you how to assess the learner’s learning effectively? 4.63 0.62 Always 

34 … discuss what is expected (requirements) from you by the school in 

terms of teaching? 

4.63 0.65 Always 

35 … appear to be comfortable discussing teaching? 4.70 0.58 Always 

36 … attentively listen to you in teaching matters? 4.74 0.55 Always 

37 … address your teaching anxieties? 4.54 0.71 Always 

38 … make you feel more confident as a teacher? 4.69 0.60 Always 

39 … explain what the school requires from you as a student teacher? 4.64 0.63 Always 

40 … explain the school policy (code of conduct of teachers) to you? 4.67 0.63 Always 

41 … explain your role? 4.70 0.56 Always 

The indicators, the statement that gave the highest mean was “…attentively listening to you in teaching matters,” 

with a mean of 4.74 (M = 0.55), interpreted as Always, indicating that cooperating teachers were perceived as 

genuinely attentive to the pre-service teacher’s concerns and various experiences during their teaching 

internship. Similarly, the second nearest indicator was that of “…observing you teach before you give feedback,” 

with a mean of 4.72 (M = 0.56), which was also understood to be Always. These findings indicate that 

cooperating teachers are more committed to direct classroom observation prior to giving feedback to make sure 

that guidance is based on real teaching practice. These practices correspond with recent studies indicating that 

quality mentor teacher observation and feedback are key factors in pre-service teachers’ professional growth and 

practicum readiness (Monteleone et al., 2026). The following indicators also received high ratings, “… provide 

you with written feedback on your teaching lessons” (M = 4.71), “… appear to be comfortable discussing 

teaching,” as well as “… explain your role?” both having a mean of (M =  4.70). Ongoing mentoring and guided 

reflection help bridge the theory-practice gap and prepare them for the actual classroom environment more 

effectively (Miler et al., 2023). Moreover, mentoring strengthens teacher confidence and professional identity 

by integrating theory with  practice (Aspfors and Fransson, 2021).  

On the other hand, the indicators that had the lowest means, but were still positively interpreted included, 

“…assist you with preparing your lessons” with a mean of 4.40 (SD = 0.79) and “…show you an example of an 

actual annual (yearly) teaching plan of the subject” with a mean of 4.41 (SD = 0.75), both interpreted as Often. 

Although these ratings remain satisfactory, they suggest that cooperating teachers provide somewhat less support 

in areas related to long-term instructional planning and detailed lesson preparation compared to the other aspects 

of supervision.  Also, these indicators also received a low rating from the pre-service teachers, “… explain the 

school’s Disciplinary Code to you” along with the indictor “… reiterate the need to have well-designed activities 

for learners,” both having the same mean of (M = 4.48). The indicator, “… discuss the aims of teaching your 

subjects” have a low rating from the participants with a mean of (M = 4.49). 

Nonetheless, research on instructional supervision also indicates that whereas supervision in such domains as 

feedback, mentorship, and collaboration may be high, support on such areas as detailed lesson preparation and 

long-term instructional planning might be inconsistent and may be slightly less prioritized, which leaves 

opportunities to strengthen support on those matters (Plopino and Carbonell, 2025). 
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The results reveal that the participants have a high rating of supervision quality especially in supportive 

mentoring, active listening and classroom-based feedback. This implies that collaborating teachers are highly 

involved in supporting and reinforcing the professional growth of pre-service teachers. Nevertheless, the 

comparatively lower focus on the long-term instructional planning implies an area of improvement in mentoring 

practice. Comprehensively, the findings validate that quality supervision offers necessary assistance leading to 

increased teaching ability and confidence. 

Problem 4: What is the participants’ level of teaching performance considering: 

4.1  Lesson Planning and Preparation; 

4.2  Content Knowledge and Pedagogy; 

4.3  Classroom Management and Learning Environment; 

4.4  Instructional delivery and Communication Skills; 

4.5  Assessment; and 

4.6  Professionalism? 

Table 7 shows frequencies and description statistics of the teaching performance of pre-service teachers in the 

domain of lesson planning and preparation. The results indicate an average of 4.27 and a standard deviation of 

0.28, which can be interpreted as high. This high rating implies that pre-service teachers can create well-

organized and clear structured lessons that can lead to effective classroom teaching and towards positive student 

learning outcomes.  

Table 7 Frequency Distribution and Descriptive Statistics of the Level of Teaching Performance of Participants 

in terms of Lesson Planning and Preparation 

Range Description Interpretation Frequency Percentage 

4.51 – 5.00 Very Good Very High 19 15.08 

3.51 – 4.50 Good High 106 84.13 

2.51 – 3.50 Fair Moderate 1 0.79 

1.51 – 2.50 Poor Low 0 0.00 

1.00 – 1.50 Needs Improvement Very Low 0 0.00 

 Total 126 100 

 Mean 4.27 

 SD 0.28 

 Interpretation High 

 

No. INDICATORS Mean SD Description 

1 Writes clear and measurable lesson objectives aligned with curriculum 

standards. 

4.35 0.49 Good 

2 Plans lessons that build on learners’ prior knowledge and progress from 

simple to complex concepts. 

4.26 0.50 Good 

3 Provides learning activities appropriate to learners’ abilities and learning 

styles. 

4.28 0.58 Good 

4 Aligns lesson objectives, teaching methods, materials, and assessments. 4.29 0.53 Good 

5 Prepares and submits complete lesson plans and instructional materials 

on time. 

4.23 0.54 Good 

6 Uses appropriate teaching resources, including ICT, to support lesson 

objectives and learner understanding. 

4.21 0.56 Good 
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Regarding distribution, 84.13% of responses were within the high level, 15.08% within the very high level, and 

only 0.79% within the moderate level, with none falling within the low or very low levels. These findings show 

that the subjects are highly competent in planning and preparing their lessons. As stated by Mok and Staub 

(2021), lesson planning is an important aspect of a successful teaching practice as it aids in making sure that the 

teaching process is organized, meaningful, and sensitive to the needs of learners. Research supports that great 

lesson planning skills are directly linked to teaching effectiveness, because well-planned and systematic work 

allows teachers to produce more engaging and meaningful learning experiences (Zaragoza et al., 2024).  

A further look into the individual indicators would show that the participants rated all the indicators as Good 

consistently, meaning that they are generally doing well in their lesson preparation to be used in a classroom 

setting. The statement with the highest mean was achieved with the response to the question "Writes clear and 

measurable lesson objectives that respond to curriculum standards" (M = 4.35), suggesting that the participants 

are very competent in developing lesson objectives that clearly indicate the curriculum requirements and the 

intended learning outcomes. Clear and measurable objectives are all essential because they guide both instruction 

and assessment. The second indicator with the highest mean was "Aligns lesson objectives, teaching methods, 

materials, and assessments" (M = 4.29), followed by the statement, “Provides learning activities that are in 

accordance with the abilities and learning styles of learners” (M = 4.28). These findings suggest that the 

participants organize the different parts of the lesson in logical order, making sure that the learning activities and 

teaching strategies align with the instructional objectives while being aware of the learners’ diversity. 

Furthermore, research indicates that pre-service educators with good lesson planning skills bridge theoretical 

understanding and classroom application, which results in an improved quality of instruction (Krepf & Konig, 

2023). Consequently, the careful planning of lessons results in a more organized classroom management, 

disambiguation, and improved learning outcomes (Kwok, 2021).   

On the other hand, the indicator which had the lowest mean, but still was understood as Good, was “Uses 

appropriate teaching resources, including ICT, to support lesson objectives and learner understanding” (M = 

4.21). Next, closely after it came "Prepares and delivers complete lesson plans and instructional materials on 

time" (M = 4.23). Although these indicators are in still at a positive level of performance, they suggest that the 

participants sometimes face difficulty in integrating the instructional technologies and in the timely preparation 

of teaching materials. Overall, the standard deviations are relatively small (0.49-0.58), indicating that 

participants' responses are similar across the indicators. These data indicate that the participants share the same 

perceptions of their competency in lesson planning and preparation. The latter results further imply that teacher 

education programs need to further empower instructional planning, technology integration, and resource 

preparation training to make pre-service teachers feel more prepared and confident to teach in the real world 

(Drajati et al., 2021; Zambak et al., 2021). 

Overall, the findings show that the participants have strong skills in developing a well-organized lesson plan 

before teaching. The findings indicate that the participants are well skillful in the lesson planning and 

preparation, especially the establishment of clear objectives and the consistency of instructional elements. This 

means that pre-service teachers can design structured and efficient lessons that facilitate student learning. 

Nevertheless, the fact that the use of instructional resources and ICT is slightly lower, indicates that more should 

be done to improve technology integration. On the whole, the analysis of the research results proves that the 

ability to plan is the critical strength of the participants, which becomes the basis of successful teaching practice. 

The frequency distribution and descriptive statistics of the level of instructional performance of the participants 

in terms of the content knowledge and pedagogy are provided in Table 8.  The findings show that the average 

score is 4.18 with a standard deviation of 0.23, which is interpreted as High. This means that pre-service teachers 

are familiar in the subject matter they teach and are able to use effective instructional strategies to convey it.  

Table 8 Frequency Distribution and Descriptive Statistics of the Level of Teaching Performance of Participants 

in terms of Content Knowledge and Pedagogy 

Range Description Interpretation Frequency Percentage 

4.51 – 5.00 Very Good Very High 9 7.14 

3.51 – 4.50 Good High 117 92.86 
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2.51 – 3.50 Fair Moderate 0 0.00 

1.51 – 2.50 Poor Low 0 0.00 

1.00 – 1.50 Needs Improvement Very Low 0 0.00 

 Total 126 100 

 Mean 4.18 

 SD 0.23 

 Interpretation High 

 

No. INDICATORS Mean SD Description 

1 Demonstrates mastery of the lesson topic and uses accurate content 

knowledge. 

4.18 0.59 Good 

2 Relates and applies lessons to real-life examples and other subjects. 4.28 0.52 Good 

3 Demonstrate content knowledge and effectively apply this knowledge 

within and across relevant curriculum areas. 

4.17 0.54 Good 

4 Helps learners to use learnt concepts in practical or real-world activities. 4.21 0.54 Good 

5 Gives out responses to questions by learners regarding the contents of 

the lesson properly and confidently. 

4.22 0.47 Good 

6 Apply teaching strategies that foster critical and creative thinking, as 

well as other higher-order cognitive skills. 

4.22 0.51 Good 

7 Demonstrate an understanding of instructional strategies that effectively 

enhance learners’ literacy and numeracy skills. 

4.14 0.53 Good 

8 Demonstrates the ability to present content clearly, using appropriate 

examples and explanations that align with learners’ level of 

understanding. 

4.06 0.53 Good 

The frequency distribution shows that 92.86 percent of responses fall under the high level, and 7.14 percent fall 

under the very high level. These results imply that the participants show a high degree of mastery of lesson 

content and the use of proper teaching methods in teaching.  

Further analysis of the individual indicators demonstrates that all statements related to content knowledge and 

pedagogy were rated favorably by the participants. The highest mean (M = 4.28) belongs to the indicator "Relates 

and applies lessons to real-life examples and other subjects.” This result suggests that the participants can 

connect classroom learning to real-world situations and other subject areas, which can make learners more aware 

of how the information they are learning applies to real-life situations. Also, other indicators with fairly high 

ratings are "Gives out responses to questions by learners regarding the contents of the lesson properly and 

confidently" and "Apply teaching strategies that foster critical and creative thinking, as well as other higher-

order cognitive skills,” consecutively with both having a mean of 4.22. The findings indicate that the participants 

can provide clear explanations of lesson concepts and can guide learners toward thinking more deeply about the 

lesson. Studies indicate that by employing higher-order questioning and communicative activities, pre-service 

teachers can support their students in the development of critical thinking skills (Pang-anoron-Jabonete, 2022). 

Moreover, guided methods of learning have been discovered to enhance critical thinking skills of pre-service 

teachers in analysis, evaluation, and decision-making significantly (Prayogi et al., 2022). 

Conversely, the indicator that has the least mean (M = 4.06) is "Demonstrates the ability to present content 

clearly, using appropriate examples and explanations that align with learners’ level of understanding.” Even 

though this rating is still considered high, it means that some participants might still need to improve on how 

they simplify complex ideas, as well as how they adjust their explanations depending on what the learners already 

know and understand. 

In general, the results show that the participants possess the content knowledge and the pedagogical skills 

required to teach effectively. Teachers with good subject knowledge and the use of appropriate teaching 

strategies can create a meaningful learning experience and help learners understand challenging concepts 

(Guerriero, 2022). Integrating pedagogy with is important so that pre-service teachers develop strong good 

pedagogical content knowledge who can better apply theory into real classroom practice (Rafiq et al., 2022). 

Moreover, teachers’ professional knowledge, including content mastery and implementation of instructional 
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strategies enables students to grasp the complicated concepts and achieve better learning outcomes (Konig et al., 

2022). The studies have confirmed that the better teachers know the content, the more they can use the various 

aspects of pedagogical content knowledge, which translates to more effective teaching (Şen et al., 2022). The 

teacher education programs are crucial in assisting pre-service teachers to acquire such knowledge and 

implement it in the classroom context (Subramaniam, 2021). Research also indicates that pedagogical content 

knowledge helps teachers to describe complex concepts in clear language, relate lessons to real-life examples, 

and apply instructional strategies that assist students to comprehend more (Wood & Andrew, 2022). These 

studies are in line with the present research, in which the participants exhibited strong content knowledge and 

pedagogical competence, which are important aspects of good teaching. 

The results suggest that the participants manage to create positive classroom conditions particularly through 

good teache-learner relationships and inclusive classroom. This implies that pre-service teachers are capable of 

being able to create conducive and interesting learning environments. However, the fact that the performance in 

terms of behavior management was slightly lower also shows that there may be a need to further improve the 

ways of maintaining the spirit of discipline and promoting positive behavior. Overall, one can say that the 

management in the classroom is a good skill that should still be enhanced to provide a more exhaustive and 

comprehensive control and organization. 

Table 9 shows the frequency distribution and descriptive statistics for the participants’ teaching performance in 

terms of classroom management and learning environment. This dimension looks at how well participants 

establish classroom routines, maintain discipline, manage time, and create a safe, favorable, and inclusive 

learning environment. The findings indicate an overall mean of 4.19, interpreted as High, indicating that pre-

service teachers effectively create a structured, supportive, and engaging setting that promotes student learning 

and participation. The frequency distribution indicates that 92.86 percent of responses are at the High level; 

while 7.14 percent fall at the Very High level. The moderate, low and very low categories recorded no responses. 

These results suggest that the participants demonstrate effective practice of classroom management and positive 

learning environment that facilitates student participation and engagement. 

Considering each indicator, the rating of all statements was positive in terms of classroom management and 

learning environment. The indicator with the highest mean (M = 4.25) was "Shows a positive teacher-student 

relationship (speaks in a kind voice, smiles, listens to the student),” where the participants express the 

importance of establishing a positive and respectful relationship with the learners, which is significant in 

ensuring a productive classroom environment. Other indicators that can be characterized by relatively high mean 

are “Prepares the physical classroom to facilitate learning and safety (seats the chairs so that they can see and 

move around)” with a mean of 4.23, and “Recognizes individual differences and uses inclusive language and 

examples,” with a mean of 4.22. The findings indicate that the participants are concerned with the establishment 

of an orderly, safe, and inclusive classroom environment for all learners. Conversely, the indicator with the 

lowest mean of 4.11 was “Uses positive reinforcement and fair discipline, encouraging and maintaining good 

behavior,” which, however, is high, indicating that some participants still require improvement of strategies on 

keeping discipline and enhancing positive behavior among learners. 

Table 9 Descriptive Statistics of the Level of Teaching Performance of Participants in terms of Classroom 

Management and Learning Environment 

Range Description Interpretation Frequency Percentage 

4.51 – 5.00 Very Good Very High 9 7.14 

3.51 – 4.50 Good High 117 92.86 

2.51 – 3.50 Fair Moderate 0 0.00 

1.51 – 2.50 Poor Low 0 0.00 

1.00 – 1.50 Needs Improvement Very Low 0 0.00 

 Total 126 100 

 Mean 4.19 

 SD 0.23 

 Interpretation High 
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No. INDICATORS Mean SD Description 

1 Establishes and follows consistent classroom routines (greeting, 

attendance, transitions, and clean up). 

4.21 0.57 Good 

2 Employs active attention-getters to get attention back on track. 4.17 0.47 Good 

3 Uses positive reinforcement and fair discipline, encouraging and 

maintaining good behaviour. 

4.11 0.61 Good 

4 Manages time effectively to maximize learning opportunities. 4.14 0.57 Good 

5 Manages the class appropriately, observing/systematizing class routine 

with less unnecessary noise and no distractive behaviour of 

pupils/students 

4.17 0.53 Good 

6 Shows a positive teacher-student relationship (speaks in a kind voice, 

smiles, listens to the student). 

4.25 0.56 Good 

7 Prepares the physical classroom to facilitate learning and safety (seats the 

chairs so that they can see and move around). 

4.23 0.54 Good 

8 Establishes a classroom atmosphere that is positive, safe, and inclusive. 4.19 0.54 Good 

9 Recognizes individual differences and uses inclusive language and 

examples. 

4.22 0.52 Good 

In sum, the results indicate that participants can create a well-organized classroom, develop regular routines, and 

develop respectful relationships with students that can be useful to minimize their disruptive effects, make the 

most of classroom time, and enhance student engagement. The studies indicate that effective classroom 

management practices are essential in determining student academic achievement and classroom experiences 

(Sims et al., 2023). Research also indicates that when teachers develop positive routines and relationships with 

students, they tend to develop productive learning environments by involving and collaborating with students 

(Farkhani et al., 2022). There are also systematic reviews of teacher professional development, indicating that 

effective classroom management assists teachers in establishing both structured and inclusive learning 

environments, which enable students to develop academically and socially (Dacholfany et al., 2024). These 

results are consistent with the present findings, in which participants displayed high classroom management 

skills that lead to positive and supportive learning environment. 

Table 10 presents the frequency distribution and descriptive statistics for the participants’ teaching performance 

in instructional delivery, which determines the degree to which participants deliver lessons clearly, communicate 

ideas, implement especially relevant teaching strategies, and utilize teaching materials to facilitate understanding 

of learners. The total mean is 4.19, which can be seen as high, meaning that pre-service teachers are able to 

deliver lesson content, involve students and employ strategies that facilitate understanding and active learning. 

The frequency distribution indicates that 89.68 percent of the responses are below the high level and 10.32 

percent below the very high level with no responses in the moderate, low, or very low levels.  

Table 10 Frequency Distribution and Descriptive Statistics of the Level of Teaching Performance of Participants 

in terms of Instructional Delivery and Communication Skills  

Range Description Interpretation Frequency Percentage 

4.51 – 5.00 Very Good Very High 13 10.32 

3.51 – 4.50 Good High 113 89.68 

2.51 – 3.50 Fair Moderate 0 0.00 

1.51 – 2.50 Poor Low 0 0.00 

1.00 – 1.50 Needs Improvement Very Low 0 0.00 

 Total  126 100 

 Mean  4.19  

 SD  0.26  

 Interpretation  High  

 

No. INDICATORS Mean SD Description 

1 Presents lesson logically, with clear sequencing and transitions. 4.19 0.51 Good 
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2 Communicates ideas clearly using appropriate language, tone, and 

pacing suited to learners’ level. 

4.22 0.51 Good 

3 Uses correct grammar, pronunciation, facial expression, and non-

verbal cues (eye contact, gestures, posture) to enhance understanding. 

4.22 0.53 Good 

4 Appropriately applies different teaching techniques based on the 

needs of the learners. 

4.21 0.57 Good 

5 Uses instructional materials that are developmentally appropriate to 

their grade level and were easily utilized by the teacher. 

4.19 0.50 Good 

6 Employs instructional materials and other examples to illustrate the 

lesson 

4.12 0.61 Good 

Based on the individual indicators, the ratings of the participants were positive throughout all the statements. 

Both indicators with the highest rating, a mean of 4.22, are "Communicates ideas clearly with the help of 

appropriate language, tone, and pacing according to the level of learners" and "Uses correct grammar, 

pronunciation, facial expression, and non-verbal (eye contact, gesticulations, posture) to improve 

understanding.” These results imply that the participants have well-developed communication skills, which 

make them effective in instructional delivery. Studies indicate that communication skills, such as nonverbal cues 

and the appropriate use of language, of pre-service teachers are a major contributor to  classroom effectiveness 

and can still be improved through specific training and practice using simulations (Insan, 2025; Azukas & 

Gibson, 2025). The other high rated indicator was "Appropriately applies different teaching techniques based 

on the needs of the learners,” (M = 4.21), which indicates that the participants are very flexible in the way they 

change their teaching strategies to suit the various needs of the learners.  

Meanwhile, the lowest mean (M = 4.12) belonged to the indicator “Employs instructional materials and other 

examples to illustrate the lesson.” Despite the high rating, it indicates that participants might require additional 

practice on how to use teaching resources and visual aids in making students understand the concepts of a lesson. 

This can be assisted by teacher educators who can work with educative curriculum materials that demonstrate 

how to use instructional materials effectively and give a chance to practice (Melton and Mikeska, 2025; Hanuscin 

et al., 2025). 

Table 11 shows the frequency and descriptive statistics of the performance of the participants on the assessment 

teaching performance. The mean is 4.18 in total, which is high, and shows that pre-service teachers use relevant 

assessment strategies and feedback mechanisms to track student progress and improve learning outcomes.  

Table 11 Descriptive Statistics of the Level of Teaching Performance of Participants in Terms of Assessment 

Range Description Interpretation Frequency Percentage 

4.51 – 5.00 Very Good Very High 11 8.73 

3.51 – 4.50 Good High 113 89.68 

2.51 – 3.50 Fair Moderate 2 1.59 

1.51 – 2.50 Poor Low 0 0.00 

1.00 – 1.50 Needs Improvement Very Low 0 0.00 

 Total 126 100 

 Mean 4.18 

 SD 0.28 

 Interpretation High 

 

No. INDICATORS Mean SD Description 

1 The teacher uses diagnostic assessments to identify learners’ prior 

knowledge. 

4.17 0.50 Good 

2 The teacher uses formative assessments to check learners’ 

understanding during lessons. 

4.23 0.53 Good 

3 The teacher uses summative assessments to measure learners’ 

achievement at the end of a lesson or unit. 

4.19 0.55 Good 
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4 The teacher designs assessment tasks that align with curriculum 

requirements. 

4.13 0.57 Good 

5 The teacher selects assessment methods that are suitable for the 

learning objectives. 

4.20 0.57 Good 

These results indicate that the participants possess the same skills of assessment and can assess student learning. 

Studies also indicate that teacher practitioners can build assessment literacy by receiving explicit training, 

observing assessment practices, and receiving training in providing feedback (Dustin et al., 2024). Also, 

technology-supported feedback has been revealed to assist pre-service teachers in enhancing their teaching 

practice by ensuring the feedback is more personal and actionable (Nel and Marias, 2022). 

The assessment practices frequency analysis demonstrates that 89.68 percent of the answers are of the high level, 

8.73 percent are of the very high level, and 1.59 percent are of the moderate level, with no answers in the low or 

very low levels. In the case of the individual indicators, the five indicators were rated to be good, which points 

to the fact that the participants are doing well in the assessment.  

The greatest mean (M = 4.23) was with “The teacher uses formative assessments to monitor the learning of the 

learners during the lessons,” indicating that the participants had confidence in their ability to track student 

learning in the process of teaching and to modify their instruction as necessary. Evidence supports the statement 

that formative assessment supports teachers to collect data on student learning and adjust teaching to suit the 

needs of students (Black and Wiliam, 2021).  

The second highest was “The teacher selects assessment methods appropriate to the learning objectives” (M = 

4.20), followed by “The teacher uses summative assessment to see how learners have achieved their goals at 

the end of a lesson or unit” (M = 4.19), which demonstrates that the participants align assessment types to the 

learning objectives and are capable of successfully measuring the achievement of the students. The mean of 4.13 

was the lowest, and it was of “The teacher designs assessment tasks that meet curriculum requirements,” which 

indicates that participants might encounter certain difficulties in correctly incorporating curriculum requirements 

into their assessment tasks. The small standard deviations (0.50-0.57) show that the participants have similar 

perceptions regarding their assessment practices.  

On the whole, participants are capable of applying different forms of assessment to track, instruct, and assess 

learning, which is crucial to student achievement and teaching effectiveness. Diagnostic, formative, and 

summative assessment practices assist the teacher in understanding what students have learned and giving them 

constructive feedback (Brookhart, 2023). Strongly assessment-literate teachers are in a better position to develop 

quality tasks that meet the learning outcomes (DeLuca et al., 2021). The results suggest that the participants can 

not only use assessment to measure learning outcomes but also to improve instructional effectiveness and 

facilitate the learning process. 

The frequency and descriptive statistics of the participants’ teaching performance in terms of professionalism 

are presented in Table 12. This dimension examines punctuality, readiness, adherence to school policy, 

appearance, confidence, classroom presence, enthusiasm, initiative, and responsiveness to feedback. The average 

is 4.36, which can be viewed as high, showing that pre-service teachers engage in ethical behavior, responsibility, 

and professional standards commitment consistently and regularly.  The data indicates that 72.22% of the 

answers belonged to the high level and 27.78% to the very high level, with none under the moderate, low, or 

very low levels. 

Table 12 Frequency Distribution and Descriptive Statistics of the Level of Teaching Performance of Participants 

in terms of Professionalism 

Range Description Interpretation Frequency Percentage 

4.51 – 5.00 Very Good Very High 35 27.78 

3.51 – 4.50 Good High 91 72.22 

2.51 – 3.50 Fair Moderate 0 0.00 

1.51 – 2.50 Poor Low 0 0.00 
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1.00 – 1.50 Needs Improvement Very Low 0 0.00 

 Total 126 100 

 Mean 4.36 

 SD 0.25 

 Interpretation High 

 

No. INDICATORS Mean SD Description 

1 The teacher is punctual, prepared, and complies with school policies and 

procedures. 

4.56 0.38 Very Good 

2 The teacher maintains proper grooming, appropriate attire, and 

professional behaviour in school. 

4.50 0.49 Very Good 

3 The teacher demonstrates confidence, self-control, and classroom 

presence that promote learner focus and respect. 

4.33 0.51 Good 

4 The teacher shows enthusiasm, initiative, and a positive attitude in 

performing teaching duties. 

4.19 0.52 Good 

5 The teacher accepts feedback from the cooperating teacher and uses it to 

improve teaching practice. 

4.21 0.50 Good 

Looking at the individual indicators, the mean of 4.56 (M = 4.56) was the highest, which was in the case of “The 

teacher is punctual, prepared and follows school policies and procedures, demonstrating a strong dedication to 

professional responsibility,” which means that a person is strongly committed to their professional 

responsibilities. The second group (M = 4.50) was the highest: “The teacher keeps good grooming, proper 

dressing, and professional behavior at school, showing that the participants have professional standards.” Other 

high-rated indicators are “The teacher demonstrates confidence, self-control, and classroom presence that 

facilitates learner focus and respect” (M = 4.33) and “The teacher accepts feedback provided by the cooperating 

teacher and uses it to improve the teaching practice” (M = 4.21).  

The least average (M = 4.19) was on "The teacher exhibits enthusiasm, initiative, and positive attitude in 

execution of teaching roles,” indicating that although the participants are highly professional, engagement and 

initiative can still be improved further. The low standard deviations (0.38-0.52) indicate uniformity in answers.  

Studies reveal that professionalism, such as responsibility, commitment, and a positive attitude, can help 

establish a successful learning experience and a positive working relationship in the school community 

(Tschannen-Moran and Hoy, 2022). When actively seeking feedback and practicing reflectively, teachers are in 

a better position to enhance classroom performance and solve problems (Darling-Hammond et al., 2021). On the 

other hand, professionalism helps in supporting the credibility, respect, and effective classroom management, 

which are critical elements of student learning. During the teaching internship, professional behavior may be 

reinforced again by mentoring, modeling, and practice-based feedback.  

Research supports this hypothesis by demonstrating that professionalism is a fundamental competency that is 

acquired in field experiences and that teacher candidates, cooperating teachers, and university supervisors share 

the view that it is a component of an effective teacher (Myers et al., 2023). Mentoring and structured feedback 

have a significant role in creating teacher confidence and competence in the profession (Tveitnes and Hvalby, 

2023). Pre-service teachers are more professional in such aspects as punctuality, readiness, and responsiveness 

to comments when their supervising instructors offer high-quality mentoring support, including modeling and 

positive feedback (Villanca, 2022).  

These results are in line with the existing findings, wherein participants demonstrated much-needed 

professionalism in both punctuality, obedience to school policies, professional appearance, confidence, and 

acceptance of feedback. 

Table 13 provides a summary of the pre-service teachers' teaching performance on six dimensions: Lesson 

Planning and Preparation, Content Knowledge and Pedagogy, Classroom Management and Learning 

Environment, Instructional Delivery, Assessment, and Professionalism. The expected competencies are reflected 

in the grand mean of 4.23, which is high, suggesting that the participants exhibit the desired competencies during 
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their teaching practicum. From the data, it reveals that they consistently demonstrate effective instructional 

practices and professional competencies that support a positive and productive learning environment.   

Table 13 Summary Table for Teaching Performance 

Reflective Practices Mean SD Interpretation 

Lesson Planning and Preparation 4.27 0.28 High 

Content Knowledge and Pedagogy 4.18 0.23 High 

Classroom Management and Learning Environment 4.19 0.23 High 

Instructional Delivery and Communication Skills 4.19 0.26 High 

Assessment 4.18 0.28 High 

Professionalism 4.36 0.25 High 

Grand Mean 4.23 0.17 High 

Professionalism (M = 4.36) was rated the best, and Content Knowledge and Pedagogy (M = 4.18), and 

Assessment (M = 4.18) were also rated highly. The dimensions have small standard deviations (0.17-0.28), 

which demonstrates that the participants have the same perceptions regarding their teaching competencies. In 

general, the results point out that the participants are ready to use the theoretical concepts in practical teaching. 

Of these areas, professionalism gave the best mean (M = 4.36), although the other areas also gave high ratings. 

Such results suggest that the pre-service teachers have the necessary competencies to deliver effective teaching 

practice. Teaching performance encompasses a combination of instructional planning, pedagogical competence, 

classroom management, assessment practices, and attitudes of a professional nature that facilitate the learning 

of students (Darling-Hammond et al., 2021). It has been demonstrated that teachers who are competent in all of 

these domains can more effectively develop meaningful learning experiences and address various situations 

related to the classroom (Konig et al., 2022). Teaching effectiveness and continuous development require 

professionalism, which is characterized by responsibility, readiness, and willingness to provide feedback 

(Tschannen-Moran and Hoy, 2022). The fact that scores across all six domains are high indicates that the teacher 

education program has been effective in equipping participants with the knowledge, skills, and professional 

attitudes that are required in classroom teaching.  

Additionally, further research confirms that pre-service teachers who develop competencies across multiple 

teaching domains are better prepared for effective classroom practice. (Jade et al., 2024) found that academic 

preparation in lesson planning, assessment, and ICT competency significantly predicts teaching performance. 

Muzakie (2023) reported that lesson plan development enhances pre-service teachers' pedagogical competence 

in formulating objectives, designing activities, and creating assessments. Regarding professionalism, Dack 

(2024) emphasized that professional dispositions—such as punctuality, preparedness, and openness to 

feedback—must be intentionally cultivated through mentoring during the internship. Together, these studies 

support the finding that participants demonstrated balanced development of pedagogical skills and professional 

dispositions, indicating their readiness for classroom practice 

Problem 5: What model best fits pre-service teachers’ teaching performance? 

Ho5:  None of the model best fits pre-service teachers’ teaching performance. 

Before conducting Structural equation modeling (SEM), a preliminary analysis was conducted to examine the 

relationship of the variables included in the study. Canonical analysis was initially carried out; however, it shows 

no significant relationship between the sets of variables. With this, it indicates that self-efficacy in teaching, 

reflective practice, and supervision quality do not meaningfully demonstrate their relationship with the pre-

service teachers’ teaching performance, whether considered individually or collectively (see Appendix J). 

Additionally, multiple regression analysis was also conducted to determine the predictive influence of self-

efficacy in teaching, reflective practice, and supervision quality on teaching performance. The findings of the 

study show that the combined predictors did not show a statistically significant influence on the pre-service 

teachers’ teaching performance, and none of the independent variables was found to be a significant contributor 
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to the model. It also suggests that the variables have minimal direct influence on teaching performance when 

examined using linear analytical methods (see Appendix J). 

Given these results, Structural equation modeling (SEM) was employed to further investigate the underlying 

structural relationships among the variables and to identify the model that best fits teaching performance, 

considering both direct and indirect effects as proposed in the conceptual framework. 

Table 14 shows the fit indices for Model 1 (Figure 1), which represents the relationship among Self-Efficacy, 

Reflective Practice, Supervision Quality, and Teaching Performance.  

Table 14 Model 1 Fit Indices 

Index Estimate Cut-off Criterion Interpretation 

Cmin/df 2.168 Between 0 and 3 Acceptable 

CFI 0.908 >0.90 Acceptable 

SRMR 0.065 <0.08 Acceptable 

RMSEA 0.097 <.08 Poor 

PCLOSE 0.005 >0.05 Poor 

Note. Cmin/df = Minimum Discrepancy divided by Degrees of Freedom; CFI = Comparative Fit Index; SRMR 

= Standardized Root Mean Square Residual; RMSEA = Root Mean Square Error of Approximation; PCLOSE 

= Probability of Close Fit. Source: Hu and Bentler (1999), “Cutoff Criteria for Fit Indexes in Covariance 

Structure Analysis 

In Table 14, the Cmin/df value of 2.168 is within the acceptable range, 0 to 3, which indicates an acceptable fit. 

The Comparative Fit Index (CFI) value of 0.908 is greater than the 0.90 threshold, indicating that the incremental 

fit is acceptable. The Standardized Root Mean Square Residual (SRMR) of 0.065 is less than the cutoff of 0.08, 

which is also indicative of a good fit. Nonetheless, the RMSEA measure of 0.097 is greater than the recommended 

cut-off value of 0.08, implying that there is poor approximation error. In addition, the rationale of the PCLOSE 

value of 0.005 falls below the recommended value of 0.05, meaning that the model does not give a close fit with 

the data. The results imply that the model may not fully represent the relationships among Self-Efficacy, 

Reflective Practice, Supervision Quality, and Teaching Performance.  

 

Figure 2. Model 1 Path Diagram of the Relationship among Self-Efficacy, Reflective Practice, Supervision 

Quality, and Teaching Performance 

Legend: SE = Self-efficacy; RP =Reflective Practices; RIA = Reflection-in-Action; ROA = Reflection-on-Action; 

RFA = Reflection-for-Action; SQ = Supervision Quality; TP = Teaching Performance; LP = Lesson Planning 

and Preparation, CK = Content Knowledge and Pedagogy, CM = Classroom Management and Learning 

Environment, ID = Instructional Delivery, AL = Assessment of Learning, PRO = Professionalism 
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With this, Model 1 represents a general framework in which all external support (quality of supervision), internal 

belief (self-efficacy), and reflective thinking (reflection-in-action, reflection-on-action, and reflection-for-

action) of pre-service teachers are assumed to have an independent and direct impact on teaching performance. 

The path diagram shows a very interconnected structure, with several direct paths between these variables and 

the result. But when both are considered, the fit indices and diagram indicate that this model explains the 

relationship among the variables only partially and in a limited way. Although the model shows a satisfactory 

performance level on certain fundamental measures, it fails to provide enough clarity on how these variables are 

measured and applied within the real teaching situation.  

On the other hand, the design presented in Figure 1 reveals a highly connected and complex structure, where 

almost all variables are related to one another. While this approach is theoretical, it assumes that all the factors 

play independently, at the same time in influencing the pre-service teachers’ roles in teaching performance. 

However, this assumption defies the fact that these variables are more likely to influence each other in a step-

by-step and interconnected way. Additionally, the analysis of Model 1 shows that this structure can be too simple 

in its assumptions and too complex in its form. The model lacks focus as it has numerous direct pathways, not 

establishing the most significant relationship among the variables. Specifically, the assumption that all 

dimensions of reflective practice have equal predictive power of teaching performance might lessen the clarity 

of explanation of the model. Probably, these dimensions do not work in the same manner or with an equal level 

of significance. 

Overall, the combined interpretation of Table 14 and Figure 1 suggests that teaching performance cannot be fully 

explained by simply combining several independent factors. The fact that some indices are within acceptable 

ranges, complemented by poor RMSEA and PCLOSE, suggests that the model might not be an adequate 

representation of the correlation between the study variables. Instead, it’s influenced by interrelated processes 

in which some variables influence other variables before leading to an outcome. These identified limitations of 

Model 1 highlight the need for a more focused and theoretically consistent model that better reflects the 

underlying dynamics of teacher development. 

Table 15 shows the fit indices of Model 2, which examines the relationships among Self-Efficacy, Reflective 

Practice, Supervision Quality, and Teaching Performance. This model is simpler and focused, emphasizing the 

connection among the variables and the importance of developmental pathways rather than multiple direct 

effects. Variables were the same as in Model 1, only that their relationships were redefined to imply a more 

theoretically consistent framework, with Reflection-for-Action being the only dimension of reflective practice 

that was continued to be relevant. 

The Cmin/df value of 1.706 falls within the recommended range of 0 to 3, indicating an excellent fit. The 

Comparative Fit Index (CFI) is 0.958, exceeding the 0.90 threshold, demonstrating excellent incremental fit. 

The Standardized Root Mean Square Residual (SRMR) is 0.052, below the 0.08 criterion, indicating excellent 

fit. The RMSEA is 0.075, slightly below the 0.08 cutoff, reflecting acceptable approximation error. The PCLOSE 

value of 0.236, greater than 0.05, further supports a close fit. Overall, the indices indicate that Model 2 fits the 

data well. The results suggest that this model provides a reliable representation of the relationships among Self-

Efficacy, Reflective Practice, Supervision Quality, and Teaching Performance. 

Table 15 Model 2 Fit Indices 

Index Estimate Cut-off Criterion Interpretation 

Cmin/df 1.706 Between 0 and 3 Excellent 

CFI 0.958 >0.90 Excellent 

SRMR 0.052 <0.08 Excellent 

RMSEA 0.075 <.08 Acceptable 

PCLOSE 0.236 >0.05 Excellent 

Note. Cmin/df = Minimum Discrepancy divided by Degrees of Freedom; CFI = Comparative Fit Index; SRMR 

= Standardized Root Mean Square Residual; RMSEA = Root Mean Square Error of Approximation; PCLOSE 

= Probability of Close Fit. Source: Hu and Bentler (1999), “Cutoff Criteria for Fit Indexes in Covariance 

Structure Analysis 

http://www.rsisinternational.org/


INTERNATIONAL JOURNAL OF RESEARCH AND INNOVATION IN SOCIAL SCIENCE (IJRISS) 

ISSN No. 2454-6186 | DOI: 10.47772/IJRISS | Volume X Issue IV April 2026 
 

Page 3033 
www.rsisinternational.org 

 

  

 

 

Figure 3 presents the path diagram of Model 2, showing the relationships among Self-Efficacy (SE), Reflection-

for-Action (RFA), Supervision Quality (SQ), and Teaching Performance (TP). Self-Efficacy (SE) is influenced 

by Supervision Quality (SQ) with a moderate loading of 0.31 and has a strong direct effect on Reflection-for-

Action (RFA, 0.53). Supervision Quality has a smaller, non- significant direct effect on RFA (0.13).Reflection-

for-Action directly affects Teaching Performance (TP) with a modest loading of 0.28. Teaching Performance 

(TP) is measured by Lesson Planning and Preparation (LP, 0.66), Content Knowledge and Pedagogy (CK, 0.57), 

and Professionalism (PRO, 0.73), showing that Professionalism and LP are the strongest dimensions contributing 

to Teaching Performance (TP). Overall, the model suggests that Self-Efficacy, shaped by Supervision Quality, 

primarily influences Reflection-for-Action, which in turn positively impacts Teaching Performance. The 

diagram highlights that reflective practice acts as a key pathway linking self-efficacy to teaching performance, 

while supervision quality has a limited indirect role. 

 

Figure 3. Model 2 Path Diagram of the Relationship among Self-Efficacy, Reflective Practice, Supervision 

Quality, and Teaching Performance 

Legend: SE = Self-efficacy, RFA = Reflection-for-Action, SQ = Supervision Quality, TP = Teaching 

Performance, LP = Lesson Planning and Preparation, CK = Content Knowledge and Pedagogy, PRO = 

Professionalism 

The combined results suggest that Model 2 better explains the relationships among the variables, in a clearer, 

more accurate, and meaningful way. The improvement in the model’s performance indicates the shift toward a 

structure that is more consistent with both theoretical assumptions and observed data. Additionally, Figure 2 

depicts a simplified and sequential process. The model starts with the quality of supervision, which represents 

the external support given to pre-service teachers. This support influences self-efficacy, which highlighting the 

important role of mentoring and guidance in building confidence. Self-efficacy then affects reflection-for-action, 

a form of reflective practice meant for planning and improving future teaching. Finally, reflection-for-action is 

directly influencing teaching performance. 

This framework underlines the fact that the interaction between the variables is indirect and dependent on one 

another. The quality of supervision has does not directly improve teaching performance; instead, it operates 

through enhancing the confidence of teachers. This confidence, on the other hand, encourages reflective thinking, 

which ultimately leads to improved teaching performance. 

Another important finding of Model 2 is the important role of self-efficacy in mediating the external support and 

professional practice. It demonstrates that a teacher needs to first build a sense of confidence in their abilities 

before they can effectively engage in reflection and become a better teacher. It is also important to consider 

reflection-for-action as the most relevant dimension of reflective practice. Compared to other forms of reflection, 

reflection-for-action is focused on planning, foreseeing difficulties, and making informed decisions for future 

teaching. This form of reflection makes it the main process by which the pre-service teachers’ beliefs are 

translated into real teaching action. 
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The model further explains that not all possible relationships are needed to explain teaching performance. By 

focusing only on the most meaningful connection, Model 2 becomes more realistic and easier to understand. All 

in all, Table 16 and Figure 2 show that teaching performance develops through an organized process involving 

support, confidence, and reflective practice, providing a clearer and more consistent explanation of how pre-

service teachers become competent teachers. 

Table 16 indicates a comparison of the fit indices of Model 1 and Model 2 and how well each hypothesized 

structure accounts the relationships among the variables in the study: Self-Efficacy, Reflective Practice, 

Supervision Quality, and Teaching Performance. Despite the fact that both models strive to demonstrate the 

relationship between these variables, they differ in their structure and conceptual focus.  

The fit indices of the two tested models are summarized. Model 1 showed Cmin/df = 2.168, CFI = 0.908, SRMR 

= 0.065, and RMSEA = 0.097, but PCLOSE = 0.005, which satisfies most of the acceptable cut-off values. 

Although a number of the indices showed acceptable values, the ratio of RMSEA was below the recommended 

limit, and PCLOSE did not reach the acceptable level, which shows a weak fit model. These values indicate that 

Model 1 demonstrated a marginal fit with the data. Hence, Model 2 showed better fit measures and met the 

recommended cut-off values more closely: Cmin/df = 1.706, CFI = 0.958, SRMR = 0.052, RMSEA = 0.075, 

and PCLOSE = 0.236, which means that the associations among the variables were better represented. 

Table 16 Summary of the Model Fit Indices 

Index Model 1 Model 2* Cut-off Criterion 

Cmin/df 2.168 1.706 Between 0 and 3 

CFI 0.908 0.958 >0.90 

SRMR 0.065 0.052 <0.08 

RMSEA 0.097 0.075 <0.08 

PCLOSE 0.005 0.236 >.05 

Note. Cmin/df = Minimum Discrepancy divided by Degrees of Freedom; CFI = Comparative Fit Index; SRMR 

= Standardized Root Mean Square Residual; RMSEA = Root Mean Square Error of Approximation; PClose 

= Probability of Close Fit. Source: Hu and Bentler (1999), “Cutoff Criteria for Fit Indexes in Covariance 

Structure Analysis. *Best fit Model  

In Model 1, it was assumed that all the key variables have a direct effect on teaching performance. Self-Efficacy 

and Supervision Quality were considered as independent predictors, and all three dimensions of Reflective 

Practice, such as Reflection-in-Action, Reflection-on-Action, and Reflection-for-Action were seen as 

independent contributors. All variables were hypothesized to have a direct influence on Teaching Performance, 

indicating that teaching effectiveness is the product of the cumulative influence of confidence, support, and 

reflection. 

The model provided mixed fit results. Simple measures of simplicity and overall improvement in fit were 

satisfactory, and the Comparative Fit Index (CFI) met the minimum threshold of 0.90 or above, which is 

considered acceptable, while values 0.95 or higher are seen as indicative of a very good fit. The Standardized 

Root Mean Square Residual (SRMR) showed only a small difference between observed and predicted data. The 

Root Mean Square Error of Approximation (RMSEA) was, however, above the recommended values, and the 

Probability of Close Approximation (PCLOSE) was below the desired level. These findings show that even 

though Model 1 captured some patterns in the data, it was not a complete representation of the complex 

relationships existing among self-efficacy, supervision quality, and reflective practice. That is, the assumption 

of direct effects only is a simplistic way to understand the developmental process of pre-service teachers. 

Model 2 suggested a more refined, theoretically guided framework that emphasizes the developmental pathways 

rather than their direct effects. Among the dimensions of Reflective Practice, only Reflection-for-Action 

remained, founded on the idea that forward-looking reflection is most effective in translating confidence and 

support into measurable and improved teaching outcomes. In this model, Supervision Quality influences Self-

Efficacy, which would in turn affect Reflection-for-Action and finally, Teaching Performance. This framework 

indicates the developmental process of pre-service teachers: external support strengthens internal confidence, 

which inspires reflective habits that enhance classroom practice. 
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In addition, the major understanding of teacher development is seen by comparing the two models. In model 1, 

teaching effectiveness is viewed as the sum of the independent factors, such as confidence, support, and 

reflection. In Model 2, teaching effectiveness is described as a developmental process: support builds confidence, 

which motivates reflection-for-action, and through this reflective practice, confidence is translated into a 

measurable performance of teaching. It has been compared that, in all cases, Model 2 is better than Model 1 in 

terms of the relationship that it gives between the variables. Although Model 1 describes some of the data, it 

does not describe the structure of the relationship comprehensively, especially the way the variables interact. 

The fact that Model 2 has a high performance on all the fit indices confirms that pre-service teacher development 

is more of a developmental pathway rather than a collection of independent effects. As the most noticeable 

measure of teaching performance, professionalism reveals whether pre-service teachers follow the school 

policies, are prepared, present, and sensitive to feedback. These are some of the most important results of the 

process. 

Lastly, as indicated in Table 16, Model 2 is the most appropriate to depict how self-efficacy, reflective practice, 

and supervision quality relate to teaching performance. Research proves that teacher self-efficacy affects 

engagement and professional practice based on reflection, and reflective practice enhances efficacy and growth 

in instruction further (Heng and Chu, 2023; Agnihotri et al., 2024). This implies that there is a developmental 

progression whereby, with the help of supportive supervision, confidence is built, which leads to reflective habits 

that can improve classroom performance and professional dispositions. Supervision, confidence-building, and 

intentional development of reflective and professional practices should thus be the focus of teacher education 

programs to enhance the effectiveness of teaching. 

The regression weights of the structural paths in the best-fit Model 2 in Table 17 establish the statistical basis of 

the relationships in Figure 2. These coefficients indicate the strength, direction, and importance of each of the 

hypothesized pathways, which is important to provide valuable insights into the interaction between Supervision 

Quality, Self-Efficacy, Reflection-for-Action, and Teaching Performance to impact instructional effectiveness 

among pre-service teachers. 

The findings shown in the table indicate that there is a significant direct relationship between supervision quality 

and self-efficacy, with an estimation of 0.284 and p <.001. Self-efficacy also has a direct impact on reflection-

for-action, which is significant and strong with a value of 0.644 and p =.001. 

Table 17 Model 2 Regression Weights 

Path Estimate S.E. C.R. P 

Self-Efficacy <--- Supervision Quality .284 .078 3.661* <.001 

Reflection-for-Action <--- Self-Efficacy .644 .093 6.948* <.001 

Reflection-for-Action <--- Supervision Quality .147 .085 1.737 .082 

Teaching Performance <--- Reflection-for-Action .089 .035 2.509* .012 

*Significant at 0.05 alpha level. 

The first direction between Supervision Quality and Self-Efficacy demonstrates a statistically significant positive 

correlation, implying that pre-service teachers who believe that their cooperating teachers mentor them with 

quality, provide guidance and feedback, express greater confidence in their ability to teach successfully. This 

finding highlights the primary role of supervision in teacher growth and development. The presence of a 

cooperating teacher who provides clear instructional guidance, constructive feedback, emotional support, and 

valuable experiences through professional dialogue is an important source of mastery of experiences and 

vicarious learning (Xu et al., 2024). These, according to Social Cognitive Theory, are the main processes by 

which self-efficacy beliefs are developed and reinforced, becoming an effective teacher. 

The Self-Efficacy to Reflection-for-Action is the second track, which reflects the most positive relationship in 

the whole model, as it has a strong positive correlation between confidence and the practice of reflecting 

prospectively. Higher confidence levels in their teaching skills make pre-service teachers much more likely to 

take part in the process of reviewing past teaching experiences, synthesizing feedback, evaluating instructional 
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decisions, and strategically planning future improvements. This is consistent with theoretical insights that people 

who have high self-efficacy are more persistent and ready to face adversities and more likely to implement self-

control mechanisms that facilitate an ongoing process of improvement (Heng & Chu, 2023). 

The third route, between Supervision Quality and Reflection-for-Action, is not significant, meaning the quality 

of supervision does not have a direct impact on increasing the reflective practice among pre-service teachers. 

This result shows a mediated direction: instead of impacting directly reflective practice, supervision has its 

influence indirectly through self-efficacy. Supervision initially fosters the trust of the pre-service teachers and it 

is this increase in self-efficacy that then leads to reflection-for-action. This result underscores that supervisory 

support alone is not enough to change teachers’ reflective habits; it will only work when it helps teacher build 

their confidence and internal belief on their ability to teach, which then encourages them to reflect (Luo et al., 

2024). 

The fourth direction is between Reflection-for-Action and Teaching Performance, where forward-looking 

reflective practice exhibits a statistically significant positive relationship, where pre-service teachers who take 

forward actions in reflection practices have higher levels of teaching performance in the various domains. This 

observation confirms the idea that pre-service teachers who are used to reflecting on what they can do to improve 

their teaching methods, to listen to their mentors, and take the initiative to solve instructional problems are more 

likely to teach in a well-planned, pedagogically effective, and professionally executed (Hußner et al., 2023). This 

correlation shows that the reflection-for-action fills the gap between what teachers learn in the teacher education 

programs and what they need to know to teach in the classroom.  

All four paths taken together present a logical developmental trajectory that sheds light on the way pre-service 

teachers become effective teachers. According to the model, Supervision Quality has an indirect effect via Self-

Efficacy that, in turn, has a strong influence on Reflection-for-Action that, in turn, has a meaningful impact on 

Teaching Performance. The non-significant direct relationship between supervision and reflection indicates that 

the supervision fosters reflective practice indirectly through self-efficacy. Likewise, when no direct impacts of 

supervision or self-efficacy on teaching performance were identified, it is highlighted that Reflection-for-Action 

is the most important mechanism through which confidence and support can be translated into effective teaching 

(Heng & Chu, 2023; Yang and Du, 2024). 

SUMMARY OF FINDINGS, CONCLUSIONS, AND RECOMMENDATIONS 

This chapter summarizes the problem, methods, and findings. It also contains the study's conclusions and 

recommendations. 

Summary  

The Problem. This study determined whether self-efficacy in teaching, reflective practice, and supervision 

quality predict the teaching performance of pre-service teachers. It described the participants' levels across these 

variables and examined the associations among them. With Structural Equation Modeling (SEM) the study was 

able to determine the model that best fits the observed data on teaching performance. Specifically, the study 

sought to answer the following questions: 1. What is the participants’ self-report of their level of self-efficacy in 

teaching? 2. What is the participants’ extent of reflective practice in terms of: 2.1 Reflection-in-action; 2.2 

Reflection-on-action; and 2.3 Reflection-for-action? 3. What is the participants’ assessment of supervision 

quality? 4. What is the participants’ level of teaching performance considering: 4.1 Lesson Planning and 

Preparation; 4.2 Content Knowledge and Pedagogy; 4.3 Classroom Management and Learning Environment; 

4.4 Instructional Delivery; 4.5 Assessment; and 4.6 Professionalism; 5. Is there a significant association between 

teaching performance and their: 5.1 Self-efficacy in Teaching; 5.2 Reflective Practice; 5.3 Supervision Quality; 

6. Do the participants’ self-efficacy in teaching, reflective practice, and assessment of supervision quality 

significantly predict their teaching performance? 7. What model best fits participants’ teaching performance? 

Methods. The research design was a quantitative, descriptive-correlational design with SEM as the primary 

analysis method. The sample of the study was 126 pre-service teachers on the Bachelor of Elementary Education 

(BEEd) program undertaking their practice teaching internship in identified public elementary schools in 
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Misamis Oriental in School Year 20252026. They were chosen according to their participation in the teaching 

practicum. 

Four instruments were used. Self-Efficacy in Teaching Scale was used to measure confidence in instructional 

tasks. The Reflective Practice Scale measured reflection-in-action, reflection-on-action and reflection-for-action. 

The Supervision Quality Instrument was a measure of how supervisors and cooperating teachers perceived 

mentoring, feedback and guidance. The Teaching Performance Evaluation Form, which is based on the 

Philippine Professional Standards of Teachers (PPST) and the Framework of Teaching by Danielson, measured 

performance in six areas: lesson planning and preparation, content knowledge and pedagogy, classroom 

management and learning environment, instructional delivery, assessment, and professionalism. 

Experts in the field of teacher education, educational psychology, and research methodology went through all 

the instruments and pilot tested them on 30 pre-service teachers. Results derived from Cronbach's alpha indicated 

very high internal consistency in all scales. The data on the responses of the participants were characterized by 

means of descriptive statistics and tested by means of SEM the direct effects and predictive contribution of the 

independent variables to the teaching performance and the selection of the most appropriate structural model. 

To examine the predictive relationships among the variables, Structural Equation Modeling (SEM) was 

employed. SEM analysis enabled the researcher to simultaneously examine the relationships between the 

independent variables—self-efficacy in teaching, reflective practice, and supervision quality—and the 

dependent variable, teaching performance. This statistical technique allowed the study to determine both the 

direct effects and predictive contributions of the independent variables on teaching performance.  

Findings 

Based on the data gathered, the following are the salient findings revealed in this study: 

1. The levels of self-efficacy in teaching, reflection (especially reflection-for-action), and the quality of 

supervision were found to be high among pre-service teachers, which means that the participants feel 

confident in their teaching skills, are active in the process of reflection, and are supervised properly 

throughout their teaching internship. 

2. Teaching performance scored high in its key domains of lesson planning and preparation, content knowledge 

and pedagogy, and professionalism, indicating that pre-service teachers tend to be capable in their ability to 

organize instruction, teach effectively, and exhibit professional behavior. 

3. Model 2 was the best-fit model, being more efficient and theoretically consistent, with the relationships 

among variables, and was accepted with satisfactory goodness-of-fit indices. 

4. Reflection-for-action, as a form of reflective practice, was also identified to have a direct effect on teaching 

performance, which can be translated into the fact that pre-service teachers who practice anticipatory 

reflection, wherein they are planning ahead of time, thinking about the teaching strategies they could follow, 

and anticipating what might happen in the classroom, are more likely to show better instructional 

performance. 

5. Self-efficacy was also a strong predictor of reflection-for-action, implying that pre-service teachers who are 

more confident in their teaching abilities have higher chances of practicing purposeful reflection and 

proactive instructional planning. 

6. Supervision quality was also found to have effects on self-efficacy and reflective practice, which implied 

that effective mentoring, constructive feedback, and professional assistance by collaborating teachers can 

improve the confidence and reflective skills of pre-service teachers. 

7. Self-efficacy and the quality of supervision did not have a direct effect on the teaching performance; rather, 

the effect was mediated by reflection-for-action. Here, it is emphasized that confidence and supervision are 

insufficient unless these are translated into reflective and meaningful teaching practices. 

8. To sum it up, reflection-for-action served as an important mediating variable between self-efficacy, 

supervision quality, and teaching performance, highlighting its central position in changing internal beliefs 

and external support into actual teaching competence. 
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Conclusions 

The findings of this study provide important insights into the interrelationship of self-efficacy in teaching, 

reflective practice, and supervision quality in relation to the teaching performance of pre-service teachers. These 

results can be interpreted through Social Cognitive Theory, Reflective Practice Theory, Sociocultural Theory, 

and Danielson’s Framework for Teaching, which collectively highlight the interaction of personal beliefs, 

reflective processes, and supportive learning environments in shaping effective instructional practice. 

This study also provides good empirical support that self-efficacy in teaching, reflection practice, and the quality 

of supervision are important predictors of pre-service teacher performance. The findings of Structural Equation 

Modeling (SEM) showed that the hypothesized model had a good fit in the data because of acceptable levels of 

fit indices, revealing the validity and reliability of the measurement model. Their observed indicators supported 

the underlying factors of self-efficacy, reflective practice, and supervision quality, showing that the measures 

were appropriately related to their intended factors and are distinct from each other.  

In particular, pre-service teachers who had high self-efficacy levels were found to be competent in terms of 

lesson planning, instructional delivery, and classroom management, which supported the motivational role of 

self-efficacy in shaping teaching practices. Equally, systematic reflective practice, specifically reflection-in-

action and reflection-on-action, was linked to better adjustments in the instruction, better practices in assessment, 

and better professional decisions. Quality supervision modelled by cooperating teachers and mentors offered 

essential scaffolding, feedback, and guidance, which translated into an increase in observed teaching 

performance on all of the domains measured. 

The SEM analysis also revealed that the three predictors are able to explain a significant percentage of the teacher 

performance variance, which shows the interactive and complementary effect of cognitive, reflective, and 

contextual variables in teacher development. These findings are consistent with the theoretical assumptions of 

Social Cognitive Theory, Reflective Practice Theory, and the Sociocultural framework by Vygotsky, and 

demonstrate that the confidence and reflective capacity of pre-service teachers, as well as their exposure to 

quality supervision, are dynamically interconnected to increase the instructional performance and professional 

behavior of pre-service teachers. 

To sum it up, the research confirms that self-efficacy development, structured reflective practice, and high-

quality supervision should be integrated into teacher education programs. Through a systematic improvement of 

these aspects, the institutions can develop pre-service teachers not only competent in instructional and 

assessment practice but also flexible, reflective, and professionally accountable. The results confirm the practical 

usefulness of the SEM-based model and deliver evidence-based recommendations to teacher preparation courses 

that tend to improve teaching performance to international standards of quality education. 

Recommendations 

In light of the findings and conclusions of the study, several recommendations are proposed.  

1. Teacher education institutions may continue strengthening their practicum programs by providing 

learning experiences that enhance the self-efficacy, reflective abilities, and teaching competencies of pre-

service teachers. Institutions may also integrate structured reflective activities and mentoring systems 

that support the professional growth of practice teachers during their internship. 

2. Mentor teachers and supervisors may continue providing consistent guidance, classroom observation, 

and constructive feedback to pre-service teachers to support their professional development. They may 

also encourage reflective discussions and collaborative evaluation of teaching experiences to further 

improve instructional practices. 

3. Pre-service teachers are encouraged to continue developing their reflective thinking and actively seek 

feedback from their mentors and supervisors. By engaging in continuous reflection and professional 

dialogue, they may further strengthen their instructional skills, classroom management strategies, and 

assessment practices. 
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4. School administrators and educational leaders may support mentoring programs and professional 

learning communities that facilitate the growth of pre-service teachers during their practicum experience. 

Providing a supportive and collaborative learning environment may help bridge the gap between 

theoretical knowledge and actual classroom practice. 

5. Future researchers may conduct similar studies that explore other factors that may influence teaching 

performance, such as pedagogical knowledge, motivation to teach, classroom climate, emotional 

intelligence, and institutional support. They can also consider other variables affecting teaching 

performance and are advised to use Confirmatory Factor Analysis (CFA), especially in the validation of 

constructs like quality of supervision. They can also employ bigger samples, different research designs, 

or mixed methods to ensure a more in-depth understanding since these variables could still interact and 

change over time. 
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provided through Google Form. Your honest response greatly contributes to the success of the study. 

Participation in this study is entirely voluntary, and you may take your time in deciding whether to participate. 

If any part of the questionnaire is unclear, you may ask for clarification, and you are free to withdraw from the 

study at any time without any consequences. 

Rest assured that the data that will be gathered will be treated with the utmost confidentiality and will be used 

only for the study. 

Thank you very much for your time and support. 

Respectfully yours, 

http://www.rsisinternational.org/
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RIAZELLE JANE G. CABIGQUEZ     

Researcher          

Lourdes College Inc., Graduate School  

Noted by: 

DR. REVINA O. MENDOZA  

Mentor  

Lourdes College Inc., Graduate School        

Appendix E 

Research Questionnaires 

Survey Questionnaire for Pre-Service Teachers 

PREDICTIVE INTERRELATIONSHIP OF SELF-EFFICACY, REFLECTIVE PRACTICE, AND 

SUPERVISION QUALITY ON THE PRE-SERVICE TEACHERS’ TEACHING PERFORMANCE 

Part I. Objectives, Risks, and Participation 

Dear Participants: 

I am RIAZELLE JANE G. CABIGQUEZ, a Master of Arts in Education major in Elementary Education (MAEd-

EEd) student of Lourdes College.  

The purpose of this study is to investigate the impact of self-efficacy, reflective practice, and supervision quality 

on the teaching performance of pre-service teachers. In this regard, I respectfully invite you to participate in this 

research study. 

You are chosen to take part in the study, considering that you and your co-participants directly represent the 

qualities that will best address the study. There is no risk to you in participating in this research. 

The data generated by this study will be kept confidential. Participants will be named in any manner of 

publication, and their identities are strictly private, which may not be derived from this study. Research files, 

papers, and documents will be kept secure, and only the researcher can access them. 

You are free to decide whether to take part in this survey. If you decide to participate and choose to stop of your 

own free will, you can terminate your participation. There will be no consequences, nor will you be penalized 

for not participating. 

All information gathered about you as a result of this study will be secured and confidential. The researcher 

assures that confidentiality, privacy, and anonymity will be maintained during and after data collection, storage, 

and publication of the research study. All data generated in the process of the research study will be properly 

stored in paper or electronic form for a period covering five years after the research study has been completed. 

If you have any other questions or clarification, you can reach me at 0905-699-4448 or through my email address 

riazelle.cabigquez@lccdo.edu.ph. 

Thank you for your time and support. 

Respectfully yours, 

RIAZELLE JANE G. CABIGQUEZ 

Researcher 

Part II.  

Self-Efficacy of Pre-Service Teachers and its Influence on Teaching Performance. (The questionnaire items on  

http://www.rsisinternational.org/
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Self-Efficacy have been adapted from the Teacher Efficacy instrument by Moran and Woolfolk Hoy (2001), 

which highlights the importance of teachers’ beliefs in their capabilities to effectively manage classroom tasks 

and promote student learning.) 

Directions: Please read each statement carefully and indicate the extent to which you agree or disagree based 

on your experiences as a pre-service teacher. Your responses will help us understand how your confidence in 

your teaching abilities influences your teaching performance. Consider each statement independently and answer 

honestly based on your actual experiences. 

We are committed to protecting your personal information and ensuring your privacy in accordance with the 

Data Privacy Act of 2012 (RA 10173). By participating in this study, you are voluntarily providing your personal 

data, which will be used solely for research purposes. 

Self-Efficacy in Teaching 

1 2 3 4 5 

Strongly Disagree Disagree Neutral Agree Strongly Agree 

No. Self-Efficacy Statement 1 2 3 4 5 

1 I believe that I would be able to respond to different learners effectively and handle 

classroom issues in the course of instruction. 

     

2 I can prepare lessons that provide appropriate challenge to every learner. 
     

3 I can plan alternative activities when the lesson does not go well. 
     

4 I can answer students' questions correctly and clearly. 
     

5 I can discuss the lesson in a manner that is understandable to students.      

6 I can ask questions to make students think more about the lesson.      

7 I can provide alternative explanations when students don’t understand (paraphrasing 

the concept in simple language, giving them a real-life scenario or showing them 

how the concept works step-by-step). 

     

8 I can handle disruptive behavior at the classroom.      

9 I can set clear classroom rules and routines.      

10 I can maintain a learning environment that fosters student engagement.      

11 I can prevent students from disrupting the learning of others.      

12 I can involve students during the lessons.      

13 During instruction, I can motivate students to think critically.      

14 I can apply teaching methods that encourage student involvement and learning.      

15 I can assess whether learners have learned what has been taught.      

16 I can assess student learning with various methods.      

17 I can apply the results of the assessment to better my teaching.      

18 I can recognize students who require extra support based on assessment evidence.      

19 I can inspire students to think that they can do well in school.      

20 I can make students understand the importance of learning.      

21 I can work with families to assist the academic development of students.      

22 I demonstrate professional accountability in facilitating student learning.      

Part III.  

Reflective Practice of Pre-Service Teachers and its Influence on Teaching Performance. (The questionnaire 

items on Reflective Practice have been adapted from the Reflective Practice Questionnaire (RPQ) by Rogers et 

al. (2024), grounded in Schön’s (1983) theory of reflection, which emphasizes the role of reflection in improving 

teaching practices.)  

Directions: Please read each statement carefully and indicate the extent to which you agree or disagree based 

on your experiences during and after teaching. Your responses will help us understand how reflection in and on 

practice contributes to your teaching performance. Consider each statement independently and answer honestly 

based on your actual experiences. 
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We are committed to protecting your personal information and ensuring your privacy in accordance with the 

Data Privacy Act of 2012 (RA 10173). By participating in this study, you are voluntarily providing your personal 

data, which will be used solely for research purposes 

Reflective Practice 

1 2 3 4 5 

Strongly Disagree Disagree Neutral Agree Strongly Agree 

No. 
 

1 2 3 4 5 

1 I observe how my beliefs affect my teaching while I am teaching. 
     

2 I consider my thoughts and feelings while teaching and how they influence 

my choices.   

     

3 I notice how students’ beliefs influence their learning.   
     

4 I think about how students’ feelings and attitudes affect their participation.   
     

5 I reflect on how my teaching choices influence students’ engagement and 

participation. 

     

6 I also reflect on my teaching experiences to assess the effectiveness of my 

teaching practices in facilitating student learning. 

     

7 I consider how students experienced the activity afterward.        

8 I ask myself: How well are my teaching strategies helping students learn?      

9 I reflect on my strengths as a pre-service teacher after teaching.      

10 I reflect on my weaknesses and what I need to improve after each lesson.      

11 I think about ways to enhance my teaching skills based on previous 

lessons. 

     

12 I check my teaching practices to learn how well they are helping students 

learn. 

     

13 I discover new insights when I self‑reflect with classmates or mentors.        

14 I discuss my teaching with others to open up new ideas.        

15 I share my classroom experience to help me solve teaching problems.        

16 I reflect on my teaching with others to help me learn new teaching skills.      

17 I believe I can improve my teaching by learning from the feedback of 

others. 

     

18 I gain confidence in how I teach through reflective discussions with others.      

19 I talk with others to help me clarify uncertainties about how I teach.      

20 I think about my strengths as a pre-service teacher.      

21 I think about my weaknesses or areas I need to improve.      

22 I think about how I can improve my teaching abilities.      

23 I reflect on how effective my strategies and methods are in teaching.      

Part IV.  

Teaching Performance of Pre-Service Teachers. (The indicators for Teaching Supervision Quality and its 

Influence on Pre-Service Teachers’ Teaching Performance. (The questionnaire items on Supervision Quality 

have been adapted from the Mentoring for Effective Teaching Practice instrument by Ploj Virtič et al. (2021), 

which emphasizes the role of mentoring, feedback, and instructional support in enhancing teaching competence.) 

Directions: Please read each statement carefully and indicate the extent to which you agree or disagree based 

on your experiences with your cooperating teacher or supervisor. Your responses will help us understand how 

the quality of supervision influences your teaching performance. Consider each statement independently and 

answer honestly based on your actual experiences. 

We are committed to protecting your personal information and ensuring your privacy in accordance with the 

Data Privacy Act of 2012 (RA 10173). By participating in this study, you are voluntarily providing your personal 

data, which will be used solely for research purposes. 
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Supervision Quality 

1 2 3 4 5 

Never Rarely Sometimes Often Always 

 

No. Items 1 2 3 4 5 

I. LESSON PLANNING AND PREPARATION 

How often does your supervisor/immediate head/cooperating teachers…  

1 … give you clear guidance for planning to teach your lessons?      

2 … assist you with preparing your lessons?      

3 … reiterate the need to have well-designed activities for learners      

4 
… show you an example of an actual annual (yearly) teaching plan for the 

subject? 

     

5 … discuss the aims of teaching your subjects?      

6 … allow you flexibility in planning for teaching?      

 

 

Part V.  

Teaching Performance of Pre-Service Teachers. (The indicators for Teaching Performance have been adapted 

from the Initao College Observation Tool, which evaluates lesson planning, content knowledge, classroom 

management, instructional delivery, assessment, and professional conduct.) 
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Directions: Please read each statement carefully and rate the teaching performance of the pre-service teacher 

based on your observation and experience. Select the response that best reflects your evaluation. Answer all 

items honestly and completely. 

We are committed to protecting your personal information and ensuring your privacy in accordance with the 

Data Privacy Act of 2012 (RA 10173). By participating in this study, you are voluntarily providing your personal 

data, which will be used solely for research purposes. 

TEACHING DEMONSTRATION EVALUATION FORM 

(Initao College Observation Tool) 

Name: __________________________________   Date: _______________ 

Subject Matter/Learning Area: ___________________   Subject & Grade:  

Equivalent Rating 

5 Very Good 

4 Good 

3 Fair 

2 Poor 

1 Needs Improvement 
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 Comments/Suggestions: 

Student Interns’ Over Printed Name and Signature 

Date: _______________________ 

Evaluator’s Over Printed Name & Signature                  

Designation:  ______________________           

Appendix F 

Letter of Consent 

Informed Consent 

I am RIAZELLE JANE G. CABIGQUEZ, a Master of Arts in Education major in Elementary Education 

(MAEd-EEd) student of Lourdes College. As part of the requirements for the degree program, I am currently 

conducting a research study entitled “Predictive Interrelationship of Self-efficacy, Reflective Practice, and 

Supervision Quality on the Pre-Service Teachers’ Teaching Performance.” 

The purpose of this study is to investigate the impact of self-efficacy, reflective practice, and supervision quality 

on the teaching performance of pre-service teachers. In this regard, I respectfully invite you to participate in this 

research study. 

You are chosen to take part in the study, considering that you and your co-participants directly represents the 

qualities that will best address the study. There is no risk to you in participating in this research. 

The data generated by this study will be kept confidential. Participants will be named in any manner of 

publication, and their identities are strictly private, which may not be derived from this study. Research files, 

papers, and documents will be kept secure, and only the researcher can access them. 

You are free to decide whether to take part in this survey. If you decide to participate and choose to stop of your 

own free will, you can terminate your participation. There will be no consequences, nor will you be penalized 

for not participating. 

Confidentiality and Privacy of Data 

All information gathered about you as a result of this study will be secured and confidential. The researcher 

assures that confidentiality, privacy, and anonymity will be maintained during and after data collection, storage, 

and publication of the research study. All data generated in the process of the research study will be properly 

stored in paper or electronic form for a period covering five years after the research study has been completed. 

Thank you for carefully reading the information in this form and for your voluntary participation in this survey. 

Consent 

With my signature affixed to this consent form, I hereby affirm that I have read and understood the instructions 

and was given the chance to seek further information. I am fully aware, and I have understood very well that this 

is purely voluntary and that I am not obligated to participate and may decline for no reason and cost. I freely 

give my consent to participate in this study. 

Participant’s Signature: ____________________  Date: _______________ 

Researcher’s Signature: ____________________  Date: _______________ 

Appendix H 

Canonical Correlation Analysis Interpretation Table 
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Table 18 Canonical Correlation Analysis Between Self-efficacy in Teaching and Teaching Performance 

Variable Cross loading Rc Rc
2 F(6, 119) p 

Self-Efficacy in Teaching 0.23 0.23 0.05 1.131 0.348 

Teaching Performance  

Lesson Planning and Preparation 0.01 

Content Knowledge and Pedagogy 0.05 

Classroom Management and Learning Environment 0.09 

Instructional Delivery -0.14 

Assessment -0.03 

Professionalism 0.11 

Table 19 Canonical Correlation Analysis Between Reflective Practice and Teaching Performance 

Variable Cross-loading Rc Rc
2 F(18, 331) p 

Reflective Practice  0.33 0.11 1.128 0.323 

     Reflection-in-Action 0.04 

     Reflection-on-Action 0.10 

     Reflection-for-Action 0.27 

Teaching Performance  

Lesson Planning and Preparation 0.28 

Content Knowledge and Pedagogy 0.13 

Classroom Management and Learning Environment 0.01 

Instructional Delivery 0.07 

Assessment 0.12 

Professionalism 0.21 

 Table 20 Canonical Correlation Analysis Between Supervision Quality and Teaching Performance 

Variable Cross-loading Rc Rc
2 F(6, 119) p 

Supervision Quality 0.30 0.33 0.11 1.978 0.074 

Teaching Performance  

Lesson Planning and Preparation -0.05 

Content Knowledge and Pedagogy 0.16 

Classroom Management and Learning Environment 0.16 

Instructional Delivery 0.02 

Assessment -0.05 

Professionalism -0.09 

Table 21 Regression Analysis of Teachers’ Self-Efficacy, Reflective Practice, and Supervision Quality on 

Teaching Performance 

Predictor Unstandardized Coefficients β 95% CI t p 

B SE Lower Upper 

Constant 4.14 0.17  3.79 4.48 23.226* <.001 

Self-Efficacy -0.03 0.04 -0.091 -0.11 0.06 -0.677 0.405 

Reflective Practice 0.06 0.05 0.148 -0.05 0.13 1.069 0.201 

Supervision Quality -0.00 0.03 -0.004 -0.06 0.07 -0.045 0.962 

Model Summary 

R = 0.100       R2 = 0.010       Adjusted R2 = -0.014    F(3,122) = 0.414     p = 0.743 

Note. B = unstandardized beta coefficient, SE = standard error, β = standardized beta coefficient, 95% CI = 

95% confidence interval, t = t statistic, p = probability value. *Significant at 0.05 two-tailed alpha level. 
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