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Abstract

Preparing EFL pre-service teachers involves pedagogical preparation and an understanding of
professional responsibilities. This exploratory cross-sectional survey examined the relationships of
teacher identity and self-reported pedagogical knowledge with perceived teaching readiness among
English Education students at Universitas Negeri Padang, Indonesia. Seventeen students were
purposively selected based on their participation in, or completion of, a teaching practicum. The study
used three ten-item questionnaire scales and analyzed the data using descriptive statistics, Cronbach’s
alpha, Pearson correlations, and multiple linear regression. Teacher identity was positively associated with
perceived readiness (r = 0.714, p = 0.001), as was self-reported pedagogical knowledge (r = 0.746, p <
.001). The joint model accounted for 80.6% of readiness-score variance within the sample (R* = 0.806;
adjusted R* = 0.778; F(2,14) = 29.108, p < 0.001). Both predictors retained positive coefficients after
accounting for the other predictor. Descriptive item patterns indicated higher self-ratings for lesson
planning than for addressing learning difficulties, and higher confidence in teaching before students than
in responding to varied classroom situations. The findings suggest that teacher education should address
professional identification and perceived pedagogical preparation jointly. Interpretation remains limited
by the small sample, self-report measures, limited validity evidence, and cross-sectional design. Practical
implications include professional reflection, pedagogical decision-making activities, and practicum
mentoring.

Keywords: EFL pre-service teachers, teacher identity, self-reported pedagogical knowledge, perceived
teaching readiness, teaching practicum.

1. Introduction

English language teacher education students are prepared for tasks that go beyond explaining
language form or choosing classroom activities (Kohnke & Zou, 2025). Pre-service teachers must
analyze student reactions, manage participation, monitor comprehension, and decide when to
adjust the lesson's direction. They must also consider how their sense of responsibility for students'
learning shapes their view of their professional roles (Latva-aho et al., 2024). These issues are likely
to come to the fore during the teaching practice component of their program, where students will
need to balance school-based and university-based expectations. Examining their perceptions of
preparedness may answer questions that coursework and teaching practice supervision need to
address, provided that perceived preparedness can be distinguished from demonstrated teaching
proficiency.

In this context, readiness for teaching is defined as participants' ratings of their perceived
readiness to perform the duties of a teacher. This refers to perceptions of readiness to teach,

manage the classroom, make instructional decisions, and handle various classroom situations
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(Pradev et al., 2023). The item at the core of perceived readiness is important because the data are
derived from questionnaire responses rather than an observed external rating of activity. For
example, a student might rate high on perceived readiness to teach a class but low on how well he
can interpret a classroom mistake, while another person might make an appropriate instructional
decision but report high uncertainty. Readiness scores can be understood as being self-report data
rather than a reflection of good teaching practice in multiple contexts (Utegulov et al., 2026).

Others have found it necessary to consider readiness in the context of a task. Tutyandari
(2022), who interviewed and used questionnaires with Indonesian pre-service English teachers,
found evidence of variation by teaching task and that a single global judgment did not capture a
number of concerns. Manasia et al. (2020) conceptualized this concept in the context of education
for sustainable development, in terms of professional knowledge, practice, engagement, and self-
management. This latter concept is based on another educational context and is not adopted here.
These studies highlight the value of clarifying what 'being ready' entails and what it might
encompass in practice, rather than assuming it is consistent across studies.

Perceived readiness is related, but should not be conflated with, teacher self-efficacy. Self-
efficacy literature tends to focus on self-belief for particular actions, whereas this readiness scale
reflects broader judgments about the expectation of assuming a role. Ma and Cavanagh (2018)
found classroom management to be one of the greatest concerns that pre-service teachers expected
to encounter in their first professional placement, suggesting that concern with sources of
uncertainty is valuable but that does not make a self-efficacy instrument comparable to this
questionnaire. Clarity of definition and boundaries is important when confidence is expressed in
indicators of readiness and when a self-report questionnaire measures multiple constructs.

It is an important professional perspective from which such judgments can be viewed. For
example, Pennington and Richards (20106) explore language teacher identity through personal,
contextual, and professional dimensions. This view implies that teacher identification involves
seeing oneself in relation to students, colleagues, the institution, and one's professional duties. For
pre-service teachers, this identification is expected to sit alongside their roles as students, informed
by external observation and commentary, without fully incorporating the role of an autonomous
classroom professional. As a result, identity becomes about a professional Self, not just words and
actions that express confidence and competence.

Reflections and positions help to elaborate this understanding. Arvaja (2016) examined
identity work through reflective learning diaries and showed how studying the self's interactions
with important others can clarify a professionally oriented position. Although this study does not
use the narrative evidence or the reconstruction of identity negotiations employed in this article,
this perspective should provide a conceptual framework for incorporating professional self-
perception, task awareness, and reflection into the operational definition of identity. Furthermore,
commitment seems relevant, assuming teaching is a worthwhile profession rather than an
ephemeral pleasure. These content areas define the questionnaire's scope without being an
empirically tested multidimensional model of identity.

Practicum studies also imply the need for identity analysis that considers context. Zhao and
Zhang (2017) combined pre- and post-teaching-practice questionnaires with qualitative data and
found changes in some identity areas, as well as the importance of mentoring support for
participants. Their method also makes changes more attributable than a one-time survey. In this
research, although the practicum relates to a participant group, we cannot assume the practicum
caused any change in certain identity scores. The role of the practicum in each participant's identity
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score therefore is uncertain, and care must be taken when analyzing the relationship between
identity and readiness.

The items were selected to explore pedagogical knowledge, the knowledge needed to organize
and facilitate learning. It is crucial to distinguish pedagogical knowledge from English language
knowledge and pedagogical content knowledge. Pedagogical content knowledge was typified by
Shulman (1986) in terms of presenting specific content and understanding the problems that
students encounter in that specific content. The present instrument includes a broader range of
pedagogical issues, such as lesson planning, selecting teaching techniques, catering to individual
learners’ needs, media, and assessment. These are all relevant to EFL teaching, as lessons inevitably
require teachers to decide whether activities fit the lesson's goals and learner participation, and how
to measure them (Lakew et al., 2025). English language proficiency alone is unlikely to answer these
queries.

Konig et al. (2020) distinguished between declarative pedagogical knowledge, the adaptability
of written lesson plans, and self-reports on instructional practice. Their results indicated a link
between tested knowledge and adaptation in planning context-specific situations, highlighting the
need to distinguish teachers' knowledge from how they use it. Participants rated their pedagogical
preparation. Therefore, self-reported pedagogical knowledge is a construct-validated label, with
scores based on respondents' subjective opinions about their pedagogical preparation; however,
the rating values do not reveal the accuracy, domain range, or cost of teachers' knowledge in
addressing problems of practice.

This differs from Blomeke et al. 's (2015) understanding of competence as existing on a
continuum that comprises meta-cognitive predispositions, perception and decision making specific
to the circumstance, and performance. This involves the avoidance of limiting evidence to a
particular Type of measure for the processes of all five levels of professionalism. The
questionnaires are self-report measures, and classroom interpretation and performance are not
incorporated into the empirical analysis. The continuum offers a way to interpret the results rather
than confirm a linear regression-based model of the process. Thus, the endeavor is to determine
how participants’ self-evaluation, professionally and pedagogically, may relate to their preparedness
assessment, rather than to prove a complete process from knowledge to successful teaching.

Existing Indonesian empirical literature can inform the refinement of the research question:
Cania et al. (2024) investigated practicum-related self-efficacy for student engagement, instructional
strategies, and classroom management, pointing to differences between them. Anandari et al.
(2025) examined classroom management and concern for learners through daily structured
reflections from 23 EFL pre-service teachers. Farmasari et al. (2026) investigated issues of identity,
coursework, and readiness in an English for young learners program. Concerns about readiness
and professional identity are therefore not new to the field, and the constructs and methods used
in these studies suggest that the proposed research needs to clearly delineate its contribution.

Internationally, there is some indication that caution should be exercised in making broad
generalizations between professional variables and preparedness. Specifically, Huang et al. (2023),
in a study exploring motivation, constructivist beliefs, conscientiousness, and preparedness of pre-
service teachers in China, conclude that relationships between variables should be specific to the
variables and conditions under consideration. However, in this context, constructivist beliefs were
unable to account for the motivation-preparedness link. Such conclusions highlight the importance
of clearly articulating the relationship being explored and discourage using theories of untested
psychological mechanisms. Although, as noted elsewhere, related concepts such as identity,
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motivation, self-efficacy, and pedagogical knowledge could be discussed in tandem, they are not
interchangeable.

This study asked an analytical question not directly investigated in the literature. Descriptive
profiles suggested readiness states, and individual correlations tested whether two variables co-
varied. Neither analysis on its own showed what was asked in the study question--whether teacher
identity co-varied with readiness when identity variance was controlled and whether pedagogical
self-appraisal remained when all identity variance was controlled. A joint model showed conditional
relationships among English Education students completing a practicum. The model aimed to test
whether a pattern existed in a specific population and revealed that identity and readiness have not
been researched together and that one institution cannot be said to provide a better setting than
another.

The conceptual model describes three specific inquiries. Identity addresses how participants
think about their identity as a teacher; Pedagogical Knowledge measures how well they know
training techniques; and Readiness allows them to self-assess their status as a teacher. The identified
identities and knowledge serve as correlates and statistical predictors, not as additive predictor sets
of the learning experience. It is not used in this way in the conceptual model. The conceptual model
does not test for the mediating or moderating role of any potential interaction of the three
predictors. This reflects the goal of aligning the desired theoretical explanation with the statistical
procedures used while reducing the risk of misinterpreting an association as a developmental or
causal effect.

The study aimed to address three research questions: 1) What descriptively characterizes
teacher identity, pedagogical knowledge self-report, and perceived readiness to teach? 2) How are
teacher identity and pedagogical knowledge self-report related to perceived readiness? 3) Is each
predictor related to readiness when both are combined in the same regression model? These
questions are expected to yield exploratory evidence for theoretical discussion of professional
preparation and to uncover concerns that warrant investigation with more reliable measures and
larger samples.

2. Method

The study used an exploratory, cross-sectional correlational survey in the English Education
Study Program at Universitas Negeri Padang, Indonesia. The study examined correlations among
the three questionnaires administered simultaneously. The study used teacher identity and self-
reported pedagogical knowledge as statistical predictors of perceived teaching readiness. The
predictors in the fitted regression model do not clearly predict future teaching performance. The
study is not an intervention, repeated measurement, or temporal separation of these constructs.

Purposive sampling identified pre-service teachers of English Education who were either
currently doing their practice or had already finished it. This inclusion was deemed relevant because
participants had school practice experience to support an appropriate self-assessment. The study
included a purposive group of seventeen students, thirteen of whom were practitioners. The other
fourteen were still practicing. Thirteen of these participants were in the eighth semester, three in
the sixth semester, and one in another semester. This group is a bounded exploratory sample, but
the study does not claim to establish its representativeness of the program population, other
institutions, or Indonesian EFL pre-service teachers.

The researcher's questionnaire included three subscales, each with ten items. The number of
items was thus thirty. The conceptual sources explained what the content covered but did not state
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that the instrument was derived from those publications. Likewise, the listed concepts show item
coverage rather than constructs confirmed by psychometric testing. The authors should explain
why conceptual coherence, internal reliability, and construct validity answer different questions.

Table 1. Operational coverage of the questionnaire

Construct Operational content areas Conceptual alignment Items and codes
Teacher Professional self-perception, Professional identification, 10; TT1-TT10
identity commitment, understanding teacher  positioning, and commitment:

roles, and professional reflection Pennington and Richards (2016),
Arvaja (2016), and Zhao and
Zhang (2017)
Self-reported Lesson planning, instructional Pedagogical structuring, 10; PK1-PK10
pedagogical strategies, learner needs, media adaptivity, and assessment: Konig
knowledge selection, and assessment et al. (2020)
Perceived Preparedness for instruction, Task-specific perceived 10; TR1-TR10
teaching classroom management, preparedness: Tutyandari (2022)
readiness instructional decisions, confidence,

and classroom dynamics

The questionnaire used a self-report format to evaluate perceptions of professional
identification and pedagogical preparation. A self-report measure of perceived readiness is
especially appropriate, though this limitation is more relevant to knowledge scores. Knowledge
scores are therefore treated as pedagogical self-assessments and not test scores. Readiness scores
are not intended to stand in for direct observation of teaching performance. This qualification in
measurement applies to all the scales in the same way and does not imply that a new instrument
has been developed.

Composite scores were calculated as the average of the ten items on each scale and were not
transformed into statistically standardized scores to retain the response format. We examined item
responses to verify they all had data and were not missing. This article used Cronbach's alpha to
assess internal consistency, but these statistics do not indicate whether any scale measures a
unidimensional latent trait, how well its content reflects the construct, or whether the three scales
are sufficiently independent. In addition, no labels were assigned (e.g., low, moderate, high) because
such categorization requires the existence of empirically derived response anchors and defensible
boundaties.

Descriptive statistics were used for participant descriptions, composite means and standard
deviations, and the most- and least-responded-to items for each scale. The most- and least-
responded-to items were compared to suggest relative response patterns, but they were not used
as statistical comparisons. Pearson correlations were used for simple bivariate relationships and
multiple linear regression for the two predictors together.

The regression table displayed the unstandardized coefficients, standard errors, standardized
coefficients, t-statistics, p-values, R, adjusted R, and the F-test. Because the unstandardized
coefficients reflect expected differences in the readiness score, conditional on the other predictor,
they should not be confused with predictor importance, but rather with a conditional difference in
the readiness score. The standardized coefficients express the fitted relations in standard deviation
units and were not read as a literal indication of numerical superiority, but rather as the order of
predictor importance in the data set, and no statistical tests were run for predictor comparisons.

The collinearity calculation addressed only the relationship between the two predictor
variables. It does not test residual normality, outcome linearity, homoscedasticity, independence of
errors, or influential data points. The only properties that can be established from the reported
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correlations and coefficients tables are those that were used in the supplementary calculations. We
used these calculations only to examine the properties they can evaluate, preserving the model's
exploratory stance and avoiding misleading the added-precision estimates as a full diagnostic
assessment.

The study was guided by voluntary participation, confidentiality, and the use of responses for
academic purposes. The reported findings describe aggregate patterns rather than identifiable
individual profiles.

3. Results
3.1. Participant characteristics

Table 2 summarizes the composition of the sample. Most respondents were eighth-semester
students who had finished the teaching practicum. This suggests the study's results largely reflect
students with practicum experience, since most in the sample had finished theirs. Nevertheless,
three respondents were still completing their practicum, and the sample is unlikely to allow a
meaningful comparison between these two groups by practicum status. Their responses provide
background for interpreting the study’s overall results.

Table 2. Participant characteristics

Characteristic Category n %
Semester Sixth 3 176
Eighth 13 76,5

Other 1 59

Teaching practicum Ongoing 3 176
Completed 14 824

3.2. Internal consistency and composite scores

Cronbach's alpha, as shown in Table 3, ranged from 0.830 to 0.944, indicating that the ten
items comprising each scale were internally consistent for participants in this study. The estimates
of reliability and internal consistency were not, and should not be considered, valid measures of
instrument validity, nor did they speak to the ability of the scales to measure separate constructs.
The mean score for teacher identity was 3.71, for self-reported pedagogical knowledge was 3.82,
and for perceived readiness was 3.84. Teacher identity showed the greatest variation, while
pedagogical self-appraisal showed the least.

Table 3. Internal consistency and descriptive statistics

Scale Items n Cronbach’sa M | SD
Teacher identity 10 17 1 0.944 371  0.88
Self-reported pedagogical knowledge 10 17 1 0.830 3.82  0.44
Perceived teaching readiness 10 17 1 0.905 3.84  0.64

The means, including the "high" values, should not be taken as indicating the relative
strength of the constructs. The scales use a common averaging system, but they cover different
content domains, and no statistical test compares the means. For comparison, the evidence given
in the opposite direction is simply descriptive of placement and variability, and says nothing about
participants having high, say, actual knowledge, readiness, or identity.
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3.3. Item-level response patterns

Table 4 specifies the item content of the highest and lowest scored items within each scale.
The summative descriptions are summaries of the reported content, and do not constitute the
actual wording of the validated questionnaire. Comparing responses for identities suggests that,
when considering teaching as part of the self, respondents place greater importance on emotion
than on self-concept. Pedagogical responses suggest that respondents value lesson planning more
than responding to learners' problems. Readiness responses show a preference for confidence in
teaching before the student than responding to the situation, for example, a variety of classroom

conditions.
Table 4. Selected item-level patterns
Scale Highest-scoring content M Lowest-scoring content M

Teacher identity Emotional involvement in 4.00 Identifying teaching as part of 3.41
teaching oneself

Self-reported Designing a clear lesson plan 4.06 | Addressing learners’ difficulties 3.24

pedagogical knowledge

Perceived readiness Confidence in teaching before = 4.24 = Readiness for wvaried classroom = 3.59
students situations

The item differences do not imply that the same pattern occurred for everyone. A mean can
characterize responses that differ among persons; however, these items are not necessarily
characteristic of the full spread of answers. Their educational value may be identifying areas of
concern that warrant further investigation. They do not establish statistically significant item
differences or indicate change or observable strengths and weaknesses. This distinction is crucial
in moving from a numeric profile to preparation advice for teachers.

3.4. Correlations among constructs

Both teacher identity and self-reported pedagogical knowledge were related positively to
petrceptions of readiness. Table 5 shows rough confidence intervals based on the reported
correlations. These confidence intervals show uncertainty that significance levels do not convey:
the confidence interval for identity-readiness ranges from 0.355 to 0.889, while the confidence
interval for pedagogical knowledge-readiness ranges from 0.414 to 0.903. The point estimates are
positive, but the possible sizes of these correlations are probably quite wide.

Table 5. Correlations and approximate 95% confidence intervals

Association r p as originally reported = Approximate 95% CI
Teacher identity—readiness 0.714 = .001 [.355, .889]
Pedagogical knowledge—readiness 0.746 = <.001 [.414, .903]
Teacher identity—pedagogical knowledge | 0.323 | > .05 [—.187, .690]

The correlation between the predictors was comparatively smaller and not statistically
significant. The zero, along with the positive range of values within the Confidence Interval,
indicates that the finding does not support their independence. However, the point estimate for
pedagogical knowledge-readiness is larger, but it does not definitively show a significantly larger
correlation than identity-readiness. No tests of the equality of the dependent correlations were
performed. The findings suggest associations within the sample but do not clearly rank their
magnitudes.
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3.5. Joint regression model

The multiple regression yielded R = 0.898, R* = 0.8006, and adjusted R* = 0.778, with
F(2,14) = 29.108, p < 0.001. The fitted model accounted for 80.6% of observed readiness-score
variance within the sample. Adjusted R? accounts for the number of fitted predictors but does not
provide independent validation. Both coefficients remained positive after accounting for the other
predictor. Table 6 presents the reported estimates and supplementary intervals.

Table 6. Regression coefficients for petceived teaching readiness

Predictor B SE g t ) Approximate 95% CI for B
Constant —0.809 0.671 — | —1.205 .248 [—2.248, 0.630]
Teacher identity 0.385 | 0.091  .529  4.251 .001 [0.190, 0.580]

Self-reported pedagogical knowledge = 0.841 0.182 | 575 | 4.626 <.001 | [0.451,1.231]

When controlling for pedagogical knowledge, a one-point change in identity is associated with
a predicted 0.385 change in the outcome score. Holding identity constant, a one-point change in
pedagogical knowledge is predicted to correspond to a 0.841-point difference. These are only score
relationships, not cause-and-effect. The interpretation of the intercept will need to be cautious until
it can be determined whether zero on the original scales is meaningful. Also, the slightly larger
standardized coefficient for pedagogical may not be enough to determine that pedagogical is a
more important predictor.

With the predictor correlation of 0.323, the reconstructed tolerance was approximately 0.890,
and the VIF was approximately 1.116 for each predictor. These figures argue that a substantial
amount of variance inflation does not likely result from predictor collinearity for the findings of
the two-variable model reported above. These figures do not, however, show discriminant validity
or demonstrate that the outcome relationships meet all of the assumptions of regression. Further,
the model estimates and additional computations seem to support an exploratory interpretation,
but the need for observation-level diagnostic data remains clear.

4. Discussion
4.1. Professional identification and perceived readiness

The link between identity and preparedness indicates that professional identity deserves
consideration alongside any preparation to teach. For example, some have suggested that identity
with the teaching profession may help people meet expectations surrounding responsibility,
engagement, and professional behavior. This does not mean identity is always a stable personal
resource that leads to preparedness. Additionally, mirroring Pennington and Richards' (2016)
contextual perspective, in particular the student teachet's professional self-understanding probably
depends on how much of these roles and recognition are available to the individual in a certain
placement. The current association states the connection between the two types of appraisals but
does not specify what experience has fostered the link.

The pattern seen for the identity item provides a useful contrast. The information suggests
that emotional engagement had a higher mean than identifying teaching as an essential component
of their self. It is possible that enjoyment of teaching does not necessarily imply clarity of long-
term professional identity. This is useful in advising, as it would be false to assume that enthusiasm
during a placement ultimately predicts a career choice, or that a low self-rating need implies the
individual has no potential in the profession. This may be elucidated through reflective discussion
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on what such judgments mean to respondents (though this information was not gathered in the
present study). Arvaja (2016) used a narrative approach to examine these potential meanings
further.

We should consider the results in terms of the limitations of a one-off study. Zhao and Zhang
(2017) examined identity pre- and post-practice, whereas this one-off study included participants
at different points in their practicum, which may address different issues. Our longitudinal data
suggest some interest in identity development but do not necessarily mean participants experienced
the same changes. Our contribution is a concurrent association, which invites further investigation
into shared experiences of professional identity and preparedness.

4.2. Pedagogical self-appraisal and adaptive demands

Thus, the positive correlations between pedagogical knowledge and preparedness could imply
that pedagogical preparedness contributes to feeling capable of meeting classroom demands. The
factor pattern highlights the behavioral significance of preparation. While one might prepare during
scheduled planning time, when a teacher can access resources, consider goals, and prepare the
classroom, one might respond to an unexpected learner challenge during an interaction, when they
must interpret evidence and decide how to respond. Such surmises seem plausible, but because
participants did not perform either task, the results suggest a potential need for support rather than
a demonstrated lack of adaptive competence.

Blomeke et al. (2015) offer guidelines for differentiating resources for teaching, situation
judgment, and behavior, and they align these elements as interdependent without overemphasizing
any one. Also, drawing on findings from Konig et al. (2020), the three types of knowledge were
differentiated based on criterion-validated knowledge, planability in adaptation, and actual practice
reports. The data may not map a conclusive relation between self-depictions and these forms of
competence; however, they offer insight into participant rating variations in relation to pedagogical
AP proportion. Further investigation is needed to link self-judgment to pedagogical aims and
effectiveness.

Indonesian studies provide some yardsticks at the level of instructional concerns. Anandari et
al. (2025) show that concerns include uncertainty about managing learners and increased classroom
responsibility. Cania et al. (2024) show that self-efficacy ratings varied by instructional domain.
This pattern yields a similar implication: preparedness should be discussed in terms of specific
demands rather than a single global judgment. However, they use different measurement
instruments and operational definitions, so they cannot be directly compared as if their yardsticks
measured the same attribute and thus cannot be taken as evidence of the same psychological
process.

Similarly, the EFL context of study demands specific judgments. Students in the EFL
profession are being prepared to teach English, yet their responses to the questionnaire items do
not pertain to a particular subject domain, such as teaching English as a foreign language (Hu &
Xu, 2024). The data are not evidence of preparedness to meet some linguistic teaching goal (such
as producing an explanation of grammatical differences, supporting practice of oral interaction in
the classroom, and making a decision about an explanatory claim to evidence of listening
comprehension). These instances are offered as suggestions of activities to be evaluated in future
research. Differentiation between membership of a context and measurement of its particular
subject validates the inference that this is a study of pedagogical self-evaluation by pre-service
foreign-language teachers, not a comprehensive measure of language teaching ability. Future
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research might test whether similar relationships hold when preparedness is evaluated using more
explicitly language-specific factors.

4.3. Interpreting the joint model

The joint model uses information over and above that obtained from the two separate
readiness correlations. Both predictors remained positively related when used together, indicating
that professional identification and the pedagogic self-survey capture readiness-related information
in this sample. This pattern aligns with the assumption that professional preparation comprises
two perspectives; however, from a psychometric perspective, it does not prove that the
questionnaires can distinguish these perspectives. The empirical relationship between scores and
the validity of inferences made from those scores are separate issues, particularly when writing
content appears on both the knowledge and the readiness scales.

The size of R? is worth reflection. A model that fits a small sample well can produce estimates
that are sensitive to particular data points and choices of measures. Therefore, the proportion of
variance explained at this time should not be considered an achievable standard for comparison
with other programs, nor should it be viewed as an indicator that, in most applications, readiness
is likely to be explained by these two variables. The reconstructed VIF implies limited collinearity
among predictors, but shared self-report biases and correlation with outcome are both likely
contributing to some model fit.

Additionally, the findings allow a more delicate comparison with the previous research. While
Farmasari et al. (2026) examined identity and preparedness in relation to EYL coursework, the
present analysis supported the conditional nature of score relationships among practicum-
experienced English Education students. However, although Huang et al. (2023) examined a
different set of psychological variables and found that relationships with preparedness varied across
the models studied, these comparisons further support pursuing explicitly specified relationships
rather than expecting a common path of preparation. While the model here offers a question for
replication, it does not explain how classroom competence develops from professional identity and
pedagogical preparation.

4.4. Implications for curriculum and practicum support

The real-world applications relate to support structuring, not readiness designation. A program
could 'open up' reflection on readiness via self-assessments and then ask for evidence from lesson
plans, classroom events, or comments. This approach would let learners explain their judgments
so questionnaire scores wouldn't be the only determinant of higher-stakes decisions. It would seek
to identify which places required facilitated learning, rather than define who was ready to be an
effective teacher on the basis of a small sample regression.

Possible responsibilities linked to the professional reflection journal prompt: students describe
a situation that made them uncomfortable with their understanding of a teacher's role, describe the
values involved, and reflect on their response. Mentoring interview: discussions include areas like
responsibility for learners, peer relationships, or professional obligations. These serve as an
example of how identity reflection connects to real decisions, rather than superficial statements of
intention, and were suggested as an application to education arising from our findings; we did not
examine their impact on identity or preparedness.

Preparation, in a pedagogical context, could include rehearsals of teaching decisions in
different contexts. In a microteaching session, a fellow trainee could play the role of the student
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who misunderstands an explanation or finishes a task well before others. The presenter can select
an action, explain, and then reconsider the decision after expert comment, or look at a sample of
assessment evidence, adapt a task, or facilitate involvement. Noting the differences between
planning and dealing with issues makes these activities relevant possibilities without claiming they
are preferable to those above.

It is probable that confidence is combined with evidence in a cyclical pattern of practicum
supervision. A student foresees a teaching problem, documents the situation, is given feedback,
and then seeks to pursue it again. Mentors may distinguish between presentation confidence and
responses to learners, while acknowledging the need for sound decision-making when a student
shows uncertainty. At least three choices come to mind: managing concerns as a framework(Ma &
Cavanagh, 2018); practical opportunities, feedback, and reflection as a lens (Tulomana et al., 2023);
and the contextual variations that seem relevant.

Curriculum alignment could make these activities more coherent across stages of preparation.
A methods course might cover an instructional principle, microteaching might require applying the
principle with explanation, and practicum supervision could highlight the principle with reference
to a classroom event. The portfolio could then incorporate the plan, evidence of its effectiveness
with students, feedback on the plan, and a further application of the principle. This is simply an
illustrative itinerary, not a process to be followed in the project. It connects university preparation
with school responsibilities while providing a context for reflecting on how one's understanding of
the teacher's role develops.

Assessment needs to tease out each source of evidence. The reflective account might lead to
a debate about interpretation, the written scenario about pedagogical rationale, the observed lesson
about the evidence of realized action. The questionnaire might include pupils' own judgments
without crowding out these other sources. Agreement between sources would support an
interpretation; disagreement might point the way to a helpful mentoring question. This avoids
turning a numerical score of preparedness into a broad gauge of success and allows subsequent
research to explore whether perceived preparedness correlates with forms of professional activity
that the curriculum aims to develop.

4.5. Limitations and directions for further research

The study sample was 17 students, all purposively sampled from one single school. This
composition limits generalizability, and the small sample size limits precise estimates of the
phenomenon. The participants all had either current or expired practicum placements, and the
analysis did not note variation in context within the sample. Rates of responses and expectations
for the wider group are not specified in the abstract, and there is no mention of any systematic bias
for who chose to respond or not. Therefore, these findings should be considered a bounded pattern
within the program population, rather than a profile.

All constructs in the present study were assessed using self-report measures. Nevertheless,
content overlap, common method variance, and response styles could have confounded the
relationships among constructs. Internal consistency coefficients do not establish the content
validity or uniqueness of measures. Further, validated response anchors are needed before
categorical inferences can be made. Such measurement concerns are especially problematic for
discriminating pedagogical knowledge from perceived capability and readiness.

The extra intervals and VIFs are based on rounded summaries and cannot be used in place of
observation-level diagnostics. Therefore, the model assumptions and the investigation of
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influential cases remain unaddressed. The cross-sectional design of the study also does not allow a
causal direction to be established or for growth over time to be examined. Future studies should
provide stronger evidence for validity using objective pedagogic tasks, classroom observations, and
repeated measures. Larger samples could then examine contextual differences and determine
whether the fitted relationships are likely to be replicated in independent samples.

5. Conclusion

Teacher identity and self-rated pedagogical knowledge were positively related to the seventeen
EFL pre-service teachers' perceived readiness to teach. Both variables remained positive in the
combined model, suggesting that professional self-identity and pedagogical self-assessment are
likely both worth considering simultaneously. Furthermore, the patterns of the two items raise a
need to distinguish confidence in predictable tasks from readiness for wider classroom activities.
These results contribute to the research body on the significance of reflective professional
discussion, flexible judgment, and connecting self-assessment with classroom evidence via
mentoring, while falling short of establishing causal or primary effects and validated future
prediction of teaching performance. With limited validity evidence and diagnostic information, a
small nonprobability sample, and a self-evaluation design, the model is exploratory, with a brief
report of the sampled teachers' concurrent perceptions and a stepping stone for mote rigorous
research.
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