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ABSTRACT

	[bookmark: _Hlk212800124]The teaching practicum is a crucial transition for English Pre-Service Teachers (EPSTs), but many struggles with the lesson delivery gap, disconnecting planning from actual teaching. Challenges like language gaps, large mixed-ability classes, and classroom management issues often lead to teaching freeze and doubts about their abilities. This study sought to investigate the possibilities, challenges, and insights encountered by English pre-service teachers (EPSTs) during their teaching practicum and the impact of these experiences on their professional growth. The participants were 44 EPSTs from four tertiary institutions in the Davao Region who had completed their practicum. A qualitative descriptive research design was utilised, employing purposive sampling. Specifically, three English pre-service teachers from each school participated in the in-depth interviews, while eight focus group discussions were conducted per school to allow collective sharing and validation of experiences. The qualitative data were analysed using Colaizzi’s method. The findings indicated that EPSTs gained enhanced confidence in English communication, adaptable teaching methodologies, and a more robust professional identity, while simultaneously facing problems associated with language utilisation, classroom management, and the emotional exigencies of teaching. Support from collaborating instructors, introspective practice, and constructive feedback were seen as essential elements in overcoming these problems. The study's findings suggest that teacher education programs can be improved by better preparing students for practicum, teaching them how to manage a classroom, and giving them organised mentorship so that English pre-service teachers are more prepared for real-life teaching situations. 
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1. INTRODUCTION 
[bookmark: _Hlk219887425]Education is a process that helps people develop their potential, which includes their knowledge, abilities, behavioural patterns, and values, and the development of a nation always depends on education and practical educational practices. The teacher education process has been recognized as one of the most critical issues in the education system, as teachers directly impact educating individuals in all sectors (Kasap et al., 2022; Lithoxoidou & Georgiadou, 2023). The teaching practicum is commonly seen as the final stage of teacher education, representing the important transition where academic theory is tested against the demands of the classroom. However, for many aspiring educators, this transition is far from smooth. The most immediate and overwhelming challenge for English Pre-Service English Teachers (EPSTs) today is the lesson delivery gap, the clear disconnect between the planning of a lesson and its actual delivery in the target language. While EPSTs are often skilled at designing lesson plans on paper, the actual act of teaching, such as giving clear directions, explaining grammar concepts, and checking for understanding, remains a major difficulty (Moorhouse et al.; Merisi and Pillay 346; Dzormeku et al.). This struggle is intensified in the classroom, where the PSET must not only teach the content but also constantly adjust their own language output, simplifying their language to be understood by learners with different proficiency levels (Veliz et al.; Kabilan et al. 120; Li et al.). As a result, novice teachers often experience teaching freeze in the classroom, where their inability to scaffold instruction effectively leads to student confusion and disengagement (Al-Amri 264; Imsa-Ard; Zou 246). When instruction particularly of sciences is accompanied with the use of authentic teaching aids, students’     academic     performance     is improved because learning processes become less    abstract    and    more    concrete (Makwinya, 2021).

Adding to this instructional struggle is the language gap between the PSETs' expectations and the students' actual linguistic reality. Many EPSTs enter the practicum attempting to strictly follow "English-only" or Communicative Language Teaching (CLT) policies, only to find that their students lack the vocabulary to follow even basic instructions (Chen et al.; Fadillah et al. 291; Nam). This creates a high-pressure instructional environment where the PSET must decide in real time whether to simplify the lesson, use the mother tongue (L1), or continue with an English lecture that is not understood (Saquing; Alemania et al. 90; Dy and Sumayao 12). Research shows that this constant negotiation creates a heavy mental load, causing EPSTs to doubt their teaching ability when students fail to respond to their prompts (Mallari 278-279; Atienza 45-47; Gorospe 84).

Furthermore, the challenge of instruction is made worse by the reality of large, mixed-ability classes. EPSTs are often unprepared for the adjustment problem, the difficulty of teaching one lesson that fits both advanced learners and struggling students at the same time (Crisologo 10; Matiyenga and Ajani 287-288; Judith 4270). Without the experience to change strategies mid-lesson, EPSTs often teach to the middle, leaving advanced students bored and struggling students lost (Napanoy 345; Adegbola 19; Sanchez 172-173). This inability to adjust instruction leads to classroom management problems. When students cannot follow the lesson, they disengage, forcing the PSET to shift from teacher to disciplinarian (Slater and Main 618; Afalla and Fabelico 217-218; Cruz and Vasquez 198).
Several studies have documented the many difficulties faced by novice teachers, often framing the practicum through a problem view of anxiety, burnout, and teaching failure (Gorospe; Melguizo-Ibáñez et al.; Pakpahan). However, there is a clear lack of studies about the opportunities that come from these struggles. Much of the literature focuses on what EPSTs cannot do, overlooking the adaptive skills and resilience they develop in response to challenges (Farnsworth, Parcasio). This imbalance creates a gap in our understanding of the practicum as a space for growth. It is known how EPSTs struggle, but little is known about how they turn these challenges into opportunities for professional development. This study aims to address this gap by shifting the focus from survival to the identification of useful opportunities within classroom difficulties.

This study is based on Lev Vygotsky’s Sociocultural Theory (SCT) and Communicative Language Teaching (CLT), two frameworks that together provide a broad lens for understanding language teaching and learning. Vygotsky’s SCT emphasises that cognitive growth is socially shaped, with learning happening through interaction, scaffolding, and the use of cultural tools within the Zone of Proximal Development (ZPD), where guidance from more knowledgeable others helps learners internalise skills and knowledge. CLT, developed as a replacement for earlier methods, is aimed at developing creative outlets among learners. The communicative teaching method was originally developed in the early 1970s by Dell Hymes and further built upon by Canale and Swan. It shifts language teaching toward the development of communicative competence, which includes grammatical, sociolinguistic, discourse, and strategic dimensions, and is fostered through authentic tasks, negotiation of meaning, and learner-centred interaction. Anchoring the study in these theories places language teaching as both a socially mediated developmental process (SCT) and a practice focused on meaningful communication (CLT), offering a strong foundation for examining how pre-service English teachers navigate and grow within the complexities of teaching (Manicio and Baetiong 65; Castro-Garcés 173; Alaga-Acosta).

The primary purpose of this study is to explore the experiences of pre-service English teachers, specifically focusing on the challenges they encounter when attempting to deliver instruction in the classroom. The study is guided by the following research questions: 1. What opportunities do English pre-service teachers gain in their teaching practicum? 2. What challenges do English pre-service teachers encounter in their teaching practicum? 3. What insights do English pre-service teachers share with the community as a whole?

This study holds immense global and social significance by addressing the critical transition from theory to practice in teacher education. Globally, it aligns with UN Sustainable Development Goal 4 (Quality Education), emphasising that the delivery of quality instruction is contingent upon the competence and adaptability of educators, particularly in English Language Teaching (ELT), where English serves as a vital tool for international participation. Socially, the study underscores the role of teachers as the backbone of nation-building; by documenting the experiences of English pre-service teachers, it advocates for an educational system that produces not just content experts, but resilient and culturally responsive professionals capable of fostering equity and inclusivity in diverse classrooms.

The findings offer direct, actionable insights for key stakeholders. Teacher Education Institutions (TEIs) and curriculum planners can utilise this data to bridge the "theory-practice gap," refining coursework to better simulate real-world challenges like classroom management and language negotiation. For policy-making bodies (CHED/DepEd) and cooperating schools within the Davao region, the study informs better internship guidelines and mentorship strategies aligned with the Philippine Professional Standards for Teachers (PPST). Ultimately, the primary beneficiaries are the pre-service teachers themselves, who gain foresight into potential hurdles, and future researchers, for whom this work serves as a baseline for continuing improvements in teacher development.
This study is limited to a qualitative descriptive inquiry involving 44 English Pre-Service Teachers (EPSTs) from four tertiary institutions in the Davao Region, selected through purposive sampling. Consequently, the findings are context-specific and may not be statistically generalizable to the broader population of pre-service teachers across the Philippines or in international settings. Furthermore, the reliance on self-reported data derived principally from In-Depth Interviews (IDIs) and Focus Group Discussions (FGDs) restricts the results to the participants' perceptions of their experiences, which may be subject to memory bias or differ from objective assessments of teaching competence. Finally, the study exclusively focuses on interns who completed their practicum within the last six months, excluding those who withdrew or trained in non-formal education centres, thereby limiting the scope to successful completers of the program. 

2. MATERIALS AND METHODS 

The main data collection tool for this study was a carefully constructed interview guide. This guide consisted of open-ended questions aimed at eliciting detailed information about the participants’ experiences, challenges, and reflections as English pre-service teachers.

The interview guide was developed by the researcher to directly correspond with the study’s research questions and objectives. The process began with drafting questions informed by an extensive review of relevant academic literature and established theoretical frameworks related to teaching and teacher education. To ensure the quality and relevance of the instrument, the initial draft was subjected to a validation process by a panel of experts specialising in qualitative research methods and teacher training. The feedback from these validators was carefully considered, which garnered a mean of 9.8 of the total validator’s rating, making it valid and reliable for gathering meaningful data.

This study utilised a descriptive qualitative research design, which proved to be most suitable for the investigation of human experiences that are shared by a large number of people.  The purpose of this study was to get an understanding of the experiences that English pre-service teachers (PSTs) had when they were participating in their practicum. Colaizzi's method, which is a rigorous and systematic approach to phenomenological data analysis (Shosha), was applied in the study in order to analyse the relevant data.

The following are some of the key steps that were included in this methodology: becoming familiar with the data, identifying and extracting significant statements, formulating meanings from those statements, organising the meanings into clusters of themes, developing an exhaustive description of the phenomenon, and finally, returning to participants to validate the findings (Morrow et al. 643–44). An organised method of organising qualitative data was supplied by Colaizzi's framework, which ensured that the rich narratives provided by participants were analysed in a methodical manner (Sanders 292). In terms of the research methodology, this study was exploratory in character. 

The purpose of this study was not to test any predefined hypotheses; rather, it sought to discover fresh understandings of the difficulties and learning experiences that English as a Second Language PSTs in the Davao Region confront. Because there is a dearth of prior research that is relevant to this academic and geographical setting, the purpose of this study was to uncover insights that were founded on the personal experiences of the participants themselves (Kelly). The investigation was carried out in accordance with a phenomenological qualitative design, which included a methodical approach to the collection of data. We were able to secure formal approval from the presidents of a number of public and private academic institutions located within the Davao Region. 

Purposive sampling was utilised during the participant recruiting process in order to effectively identify 44 English pre-service teachers (EPSTs) who fulfilled the inclusion criteria. Data were collected through In-Depth Interviews (IDIs) involving 12 participants and Focus Group Discussions (FGDs) with 32 participants. Both of these methods were video-recorded (with the participants' consent) and transcribed verbatim. The purpose of this study was to gain thorough qualitative data. These instruments were developed with the intention of eliciting detailed, first-person narratives of the experiences that participants had throughout their practicum, which were essential to the phenomenological inquiry process. A purposeful selection process was used to identify participants who fulfilled the predetermined inclusion criteria. This was done to guarantee that the data acquired was both relevant and varied.

For the purpose of facilitating a more nuanced and in-depth study of individual experiences, a total of 12 In-Depth Interviews (IDIs) were carried out individually, involving three participants from each of the four participating schools. This structure produced an atmosphere that was conducive to introspective contemplation and narratives that were rich in detail. Each session lasted around thirty minutes and was organised at a time and location that were mutually agreed upon, ensuring that the participants were comfortable and had their privacy protected.

Moreover, the Focus Group Discussions (FGDs) involved a total of 32 participants, composed of eight participants from each institution. These sessions were facilitated electronically using video conferencing tools such as Zoom or Google Meet. Participants benefited from more flexibility and accessibility as a result of this strategy, particularly those who were constrained by geographical or logistical constraints. The focus group discussions were held at a time that was most convenient for all of the participants, and they encouraged participants to engage in interactive debate and share their varied points of view.

To acquire a thorough comprehension of the material contained in each transcript, numerous readings were performed on each one. It was determined that these transcripts contained significant remarks that were pertinent to the fundamental study. These statements were extracted and documented with reference to their original location in the text, which included page and line numbers. This was followed by the utilisation of these assertions in order to create articulated meanings, which were then categorised into thematic clusters, categories, and overarching themes. A full and detailed description of the participants’ experiences was compiled based on these findings after they were analysed and distilled. Validating the findings by presenting them back to the participants was the final step in the process. This was done to confirm that the findings were accurate and aligned with their points of view.

Participants were informed of the goal of the study as well as their opportunity to withdraw from the study at any time without incurring any penalties. This ensured that their participation was voluntary. In order to preserve the participants' privacy and confidentiality, pseudonyms were utilised, and the digital storage of transcripts and recordings was encrypted and protected with a password. 

Furthermore, no personally identifiable information was disclosed to any third parties outside of the study. A comprehensive form that outlined the objectives, procedures, risks, and rights of the study was sent to the participants as part of the informed consent process. 

The participants gave their consent to the form before the data collection process began. The researcher made formal arrangements through academic advisers or practicum coordinators, and the invitations were extended to just those English pre-service teachers who were qualified to participate. The participants were given the option to skip questions or to terminate interviews at any moment, and the risks were small, consisting only of the possibility of experiencing emotional distress as a result of reliving difficult experiences. The participants in the study had the opportunity to engage in reflective learning, and the study had the potential to improve teacher preparation programs; yet, they did not get any pecuniary recompense for their participation. By citing all sources in the MLA format and making use of software such as Turnitin and Grammarly, the researcher made a commitment to preventing plagiarism. 

For the purpose of ensuring the correctness and integrity of the data interpretation, both fabrication and falsification were categorically rejected, and the approach developed by Colaizzi was adhered to in a stringent manner. There was no indication of a conflict of interest because the individuals who participated had already finished their internships and were probably no longer associated with the organizations that they had previously worked for. The researcher acknowledged any prior links with participating institutions, made certain that there was no academic or supervisory power over participants, and was committed to adhering to stringent ethical standards in order to reduce the likelihood of any potential conflicts of interest. 
The participation was entirely voluntary, and all of the data were treated in an objective manner in order to prevent any impact from secondary objectives such as those related to academic recognition.  Official request letters were sent to authorized persons in order to obtain permission from the institutions where the participants had completed their practicum. Participants were supplied with explicit explanations, and the data was securely stored in a cloud drive that was protected by a password. Interviews were conducted in person as well as by Zoom or Google Meet. Clear parameters were created and agreed upon at an early stage of the procedure, and this was restricted to only those persons who had made important contributions to the research investigation.

3. RESULTS AND DISCUSSION

In this section, the researcher presents the results and conducts a thorough discussion of the research findings. The study sought to explore the challenges faced by pre-service teachers in the classroom. Through comprehensive data collection and analysis, the research yielded valuable insights into the experiences of English pre-service teachers during their practicum, their coping mechanisms in response to encountered challenges, and the relevant perspectives they shared with the broader community. This analysis illuminates the particular issues under investigation, contributing to a more comprehensive understanding of their experiences. The subsequent pages explored the specifics of the results, analyzing their implications and potential applications, and assessing how they correspond with existing literature and research in this field.
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Table 1. 
Themes and Core Ideas on the Opportunities Gained by English Pre-Service Teachers

        [image: ]
Confidence in English Communication. English pre-service teachers reported significant growth in their English communication skills during their practicum, attributing this progress to consistent exposure and the instructional use of the language. Participants shared that English was their primary medium of instruction (IDI 4), with some actively motivating themselves to use it more confidently (IDI 9). Improvements in pronunciation, pacing, and clarity were also noted. One participant stated, “I know how to speak English in a neutral accent” (FGD 20), while another reflected on how they used to speak too quickly but had since adjusted (FGD 3). These developments extended beyond technical fluency to encompass interpersonal communication, as participants highlighted gains in their ability to engage with others using English (FGD 19, FGD 24).

The journey toward communicative confidence for many participants was gradual and marked by initial hesitation. Several described early struggles with shyness and stuttering (FGD 9, FGD 29), yet noted that daily teaching practice helped them overcome these barriers. One participant shared, “Though it’s not purely English… there’s still some Bisaya, but at least, I improved it in a way” (FGD 22), reflecting a realistic and resilient approach to language development. Others acknowledged difficulty with comprehension but emphasised persistence and adaptability (FGD 32, IDI 5).

These findings align with the work of Yu et al., who emphasised that linguistic resilience among English pre-service teachers is cultivated through repeated exposure, peer interaction, and scaffolded support during the practicum. This is further supported by Mendoza, who observed that practicum immersion enhances oral fluency and classroom language strategies through sustained practice and contextual feedback. Likewise, Salazar’s study highlights that regular instructional use of English fosters teacher talk clarity and confidence, particularly in multilingual settings. Moreover, Ramadhani and Fithriani underscore the importance of overcoming language anxiety in developing instructional confidence, especially when English pre-service teachers are encouraged to reflect on their progress and embrace gradual improvement. Jang’s research on Korean pre-service teachers demonstrates that practicum immersion directly improves speaking skills despite theory-practice gaps, reinforcing the observed gains in fluency and confidence. Additionally, Arifin et al. found that cognitive strategies like self-motivation help reduce anxiety after immersion, supporting participants' persistence. However, challenges such as limited vocabulary knowledge, difficulty maintaining a consistent tone and style, and trouble organising information were identified as significant obstacles to language development (Punongbayan et al.). These challenges suggest the need for targeted support in addressing areas where EPSTs continue to struggle.

By merging these perspectives, it is evident that sustained practice, reflective feedback, and self-motivation play key roles in the development of English communication skills among English pre-service teachers, although there remain areas that require further attention to fully overcome linguistic obstacles (Table-1).

Adaptation of Language Use to Learners' Needs. The adaptation of language use to meet learners' needs emerged as a valuable opportunity for EPSTs to enhance their instructional effectiveness. In classrooms where students had varying levels of English proficiency, EPSTs creatively employed strategies such as code-switching, translation, and adjusting their language choices based on the context to ensure all students could engage with the lesson.

One prominent strategy was code-switching, where EPSTs alternated between English and local languages like Cebuano or Tagalog. This approach allowed teachers to clarify key terms or instructions, ensuring that students fully understood the lesson. As one participant shared, "I try to make it as easy as I can, so if I’m not being observed, I switch to Cebuano for better comprehension" (IDI 2). Another noted, "I translate English into Cebuano to ensure the students understand" (FGD 3). These intentional language shifts demonstrated how EPSTs proactively responded to students’ language needs (Table-1).

Many EPSTs found great value in using Cebuano as the primary language of instruction, recognising it as both an effective and time-efficient tool. One teacher explained, "I don’t need to use English all the time... I prefer using Cebuano because it’s easier for them to comprehend" (FGD 12). This not only helped facilitate understanding but also allowed for a smoother, more efficient classroom flow. Teachers also received guidance from their cooperating teachers, who encouraged them to mix languages as needed. One participant shared, "My cooperating teacher told me it’s fine to mix in Cebuano or Tagalog if the students struggle with English" (IDI 10).

Moreover, EPSTs adjusted their language use based on the classroom context, particularly during observation periods. They tended to use English more extensively when being observed by their cooperating teachers, but would switch to simpler English or Cebuano in regular classroom settings. One teacher mentioned, "When I’m being observed, I try to use English, but when I’m not, I find it easier to use Cebuano" (IDI 2). This flexible approach allowed them to adapt to both the evaluative environment and the learners' needs.

These practices align with Yüzlü's (1) findings that translanguaging among EPSTs ELTs is a pedagogical decision shaped by learner needs and institutional norms. Terogo similarly observed that PSTs used Cebuano-English switching to scaffold understanding, especially during formative assessments. These studies affirm that adaptive language use is a legitimate instructional strategy in linguistically diverse classrooms. Rather than viewing vernacular use as a compromise, Dy and Sumayao argue that flexible language mediation enhances teaching competence, particularly in multilingual contexts. This aligns with Sociocultural Theory, which posits that learning is mediated through culturally and linguistically relevant tools. In this light, the practicum becomes a space where PSTs develop not only linguistic flexibility but also pedagogical agency. These opportunities suggest that teacher education programs should scaffold adaptive language use, preparing PSTs to teach effectively in linguistically diverse classrooms while also building their confidence in English-medium instruction.

Pedagogical Application. One of the primary strategies was the use of varied and differentiated activities to cater to different learning needs and keep students engaged. EPSTs reported incorporating activities such as sentence construction, essays, and oral recitation, which allowed students to practice English in different forms. As one teacher noted, “Most of the time, I really give activity... maybe sentence construction, essays, things like that... and oral recitation, they really try to answer” (IDI 1). This variety not only helped engage students but also addressed the different levels of language proficiency within the class (Table-1).

Another key focus was on comprehension, where EPSTs employed questioning techniques and simplified complex concepts to ensure that students fully understood the material. One participant shared, “I use probing questions... so they can really understand the topic” (FGD 14), while another explained, “I’m trying my best with the difficult term... I’m simplifying it for them” (FGD 4). These methods helped to promote a deeper understanding of the content and encouraged students to think critically in English.
To keep students motivated and focused, EPSTs used drills and motivational techniques. Recognising that students might lose focus or become disengaged, teachers incorporated repetitive drills and practice activities to sustain their interest. One teacher mentioned, “There were times when the lesson... the students got bored... what I did was... I gave them drills” (FGD 1). These drills not only helped reinforce the lesson but also served as a tool to keep the classroom dynamic and motivating.

Lastly, EPSTs focused on providing guidance and examples to help students grasp the material more effectively. By offering step-by-step guidance, giving examples, and simplifying difficult concepts, teachers ensured that students could follow along and build their understanding at a manageable pace. One teacher explained, “I gradually guide them so they can understand... prompting words and giving hints” (IDI 6), demonstrating the importance of personalised support in fostering comprehension.

These practices reflect a learner-centred approach that aligns with Acosta’s findings, which highlight how strategic activity design, particularly oral and written tasks, strengthens communicative competence among EPSTs (5). Mogale also observed that differentiated instruction fosters inclusive learning environments, especially when paired with scaffolding and contextualised support (343). Moreover, these techniques resonate with Pandey’s study (39), which emphasises that motivational strategies, such as personalised learning, peer interaction, and strategic questioning, transform classroom engagement and foster deeper learning. The consistent use of examples and gradual guidance reflects a pedagogical sensitivity to learners’ cognitive needs, reinforcing the practicum as a space for developing instructional agility. Collectively, these findings affirm that EPSTs actively applied effective English teaching techniques, transforming classroom challenges into opportunities for learner growth and sustained engagement.

Professional Collaboration. The practicum experience revealed the strong influence of cooperating teachers (CTs) in guiding EPSTs to develop their language proficiency, particularly in using English as the medium of instruction. PSTs were consistently encouraged by their CTs to speak in English, which was seen as crucial for improving fluency and confidence. One PST shared, "I asked my cooperating teacher... she always says... I need to speak in English as a medium of instruction." (FGD2). This emphasis on language use not only helped PSTs enhance their English skills but also pushed them to actively practice it in the classroom (Table-1).

CTs also played an essential role in helping PSTs overcome challenges, especially with language comprehension and classroom dynamics. One PST reflected, “As a PST… to be honest… I sometimes struggled to understand English… but I really managed to get through it… I learned something from my students and my CT.” (FGD32). The support from CTs provided PSTs with the guidance and confidence needed to handle difficult situations. As another PST expressed, “With the help of my cooperating teacher, I was able to overcome those challenges.” (FGD 7), highlighting the importance of mentorship in navigating professional obstacles.

Additionally, the practicum experience helped PSTs acquire vital classroom management skills and teaching strategies. PSTs learned to handle struggling learners and manage classroom behaviour effectively. One participant noted, “I learned from my cooperating teacher how to manage the class… where all were struggling learners.” (FGD4). Furthermore, PSTs were introduced to teaching methods such as activating students' prior knowledge. A PST recalled, “My CT told me to activate prior knowledge of the students.” (IDI 2), emphasising how these new approaches enriched their teaching practices.

These findings reflect the importance of relational scaffolding in teacher preparation, aligning with the study by Chan et al., which highlights how CTs serve as instructional models and emotional anchors for PSTs navigating complex classroom realities (1). This mirrors the findings of Deocampo, who observed that CTs in Philippine practicum settings foster pedagogical growth by modelling adaptive strategies and encouraging reflective practice (486). Moreover, the study by AlShammari and Halimi underscores that CTs help PSTs internalise instructional routines and develop confidence in lesson planning and delivery (4). Collectively, these accounts affirm that collaboration with CTs is not merely supervisory but transformative, an opportunity for PSTs to refine their instructional identity through guided practice and contextual mentorship.

Utilization of Constructive Feedback.  Feedback played a crucial role in the development of EPSTs, particularly in enhancing their English teaching skills and classroom management. One significant aspect of feedback was from students, which helped PSTs evaluate the effectiveness of their teaching methods and language clarity. As one PST shared, "Every time I had a class, there was always feedback that happened afterwards" (FGD 17). This constant feedback from students, such as "The feedback from the students about me is that they understood the lesson" (IDI 10), demonstrated how students' perceptions were valuable in helping PSTs gauge their performance. Positive comments like, "Feedback from my students… they said the way I speak was clear… they easily understood, even if I always spoke in English" (IDI 12), further reinforced PSTs’ confidence and motivation to improve (Table-1).

The feedback from cooperating teachers (CTs) was another critical component in the growth of PSTs. CTs consistently provided feedback that affirmed PSTs' authority and effectiveness in the classroom. One participant recalled, "That's what my CT commended me for, because I really had authority in the class... I was able to handle them at that time" (IDI 1). The recognition of their classroom management skills, such as "I can manage them because they are afraid of me. I have authority when I speak" (IDI 4), boosted their professional confidence. These positive affirmations from CTs helped PSTs understand their strengths in teaching and classroom management, guiding their development. 
The findings of this study strongly resonate with Vygotsky’s Sociocultural Theory and the principles of Communicative Language Teaching (CLT). In the context of Vygotsky’s framework, the opportunities (such as mentorship and feedback) illustrate the vital role of the 'More Knowledgeable Other' in providing the scaffolding necessary for EPSTs to navigate their Zone of Proximal Development.

Additionally, PSTs viewed constructive criticism from their CTs as an opportunity for growth rather than as negative feedback. As one PST expressed, "Every time my CT gave me constructive criticism, I didn't take it negatively... I took it as constructive... so I could grow" (IDI 12). This mindset allowed PSTs to continuously improve, as they saw criticism not as a setback but as a valuable tool for enhancing their teaching skills and professional development.
This aligns with the findings of Eriksen, who observed that student feedback plays a crucial role in shaping EPSTs’ self-efficacy and instructional identity (1097). Likewise, the study by Villanueva emphasises that positive learner responses foster reflective teaching and strengthen pedagogical commitment among English interns (307). These experiences mirror the findings of Puspitasari, who highlights that constructive feedback from mentors enhances PSTs’ resilience and fosters adaptive teaching behaviours (551). Moreover, the study by Jaca and Castañeda underscores that feedback-rich environments during practicum cultivate reflective habits and pedagogical refinement (3211). Collectively, these insights affirm that receiving and applying feedback—whether affirming or corrective- is a vital opportunity for PSTs to build confidence, refine techniques, and evolve as responsive educators. 
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Table 2. Themes and Core Ideas on the Challenges Experienced by English Pre-Service Teachers


Pedagogical Tension in Language Instruction. The pedagogical tension in language instruction observed among English pre-service teachers centers on the challenge of maintaining English as the medium of instruction while addressing students limited English proficiency. Despite understanding the importance of English in the classroom, many teachers found it difficult to sustain its use, leading them to rely on code-switching and translation into vernacular languages like Cebuano or Tagalog. One English pre-service teacher shared, "Grabe jud siya ka challenging. Nagagamit ko ug code-switching para makasabot sila… gina translate pa nako siya into Cebuano." (FGD 7) This struggle highlights the conflict between institutional expectations and classroom realities (Table-2).

Teachers reported that students' limited English proficiency often led to disengagement or confusion when English was used exclusively. To keep students engaged and ensure understanding, English pre-service teachers shifted between English and the vernacular, making adjustments based on the students' ability to grasp the content. One shared, "I speak English, sometimes I speak in the vernacular... because they really don't understand." (IDI 7) This reveals the teachers' constant effort to balance effective communication with the need for student comprehension, emphasizing the role of the vernacular as a tool to bridge the language gap.

Additionally, English pre-service teachers faced internal conflict when trying to balance English proficiency with the practical need for comprehension. While their training emphasised the use of English, cooperating teachers often advised them to incorporate vernacular languages for better understanding. One English pre-service teacher noted, "I taught straight English because that's what we were used to, but my cooperating teacher said it would be better if I mixed in some vernacular in my way of teaching the students. It's hard for me to adjust." (FGD 29) This tension illustrates the teachers’ struggle to meet both institutional expectations and the immediate needs of their students, often leading to student-driven shifts to vernacular language use for clearer communication.
The findings of Canlı and Sarıgül highlight that while translation aids comprehension, it can dilute the immersive potential of English instruction in foundational stages (23). Moreover, the study by Villanueva supports this tension, noting that EPSTs often experience linguistic drift when student comprehension becomes the dominant instructional priority (307). In this context, excessive code-switching emerges not merely as a linguistic choice but as a structural challenge, one that underscores the need for teacher education programs to scaffold both fluency and responsiveness in multilingual classrooms.

Insufficient Pedagogical Preparedness during Instruction. A significant challenge faced by EPSTs during their practicum was their insufficient pedagogical preparedness, particularly in teaching English as a second language. Despite their willingness and confidence in using English, many struggled to simplify complex English concepts for learners. One PST shared, "It’s okay for me to speak English, but when it comes to teaching, I struggle" (FGD 23). This struggle was echoed by another participant who stated, "I thought it would be really easy, but I really struggled with how to teach the concept" (IDI 9). The difficulty in effectively delivering lessons in a way that students could understand was a recurring issue, highlighting the gap between theoretical knowledge and practical application in the classroom (Table-2).

Another challenge that PSTs faced was the inability to implement differentiated instruction to cater to learners' diverse levels of language proficiency. Many admitted to relying on uniform strategies that failed to address the varying needs of their students. One PST noted, "I really can’t think of differentiated instruction or activities that would fit my concept" (IDI 2). This struggle was particularly evident when integrating real-life examples into lessons, with one PST stating, "The integration of real-life examples is where I always get challenged" (FGD 6). These challenges emphasised the need for more effective training in adapting teaching methods to diverse student needs.

Lesson planning was also a major source of pressure for PSTs, especially when tasked with using structured formats like the 4A’s and DLP. As one participant reflected, "It’s difficult, especially when you start crafting a lesson plan. That’s the hardest part for me" (IDI 8). This was compounded by the demands of advanced planning, as another PST described, "It’s so pressuring; I need to make an advanced daily lesson plan" (FGD 17). Finally, classroom management posed another critical challenge. PSTs found it difficult to maintain students’ attention and manage distractions. One PST expressed, "I really struggle to manage them. I warn them, but they don’t listen" (FGD 13), underscoring the importance of developing strong classroom management skills alongside pedagogical strategies.

 These experiences reflect the findings of Napanoy et al, who observed that EPSTs often lack the instructional flexibility needed to adapt lessons to learner needs, especially in linguistically diverse classrooms (342). Similarly, the study by Medina emphasizes that conceptual clarity in English instruction requires not just fluency but pedagogical precision; an area where many PSTs remain underprepared (137). It also aligns with the findings of Sanjaya et al., who reported that PSTs frequently experience anxiety and confusion when translating lesson plan templates into actionable classroom strategies (6). Moreover, the study by Shank and Santiague reveals that classroom management remains a critical gap in teacher preparation, particularly when PSTs lack exposure to behaviour management techniques tailored to multilingual learners (26). Collectively, these findings underscore the need for teacher education programs to strengthen pedagogical training in differentiated instruction, lesson planning, and classroom management, ensuring that PSTs are not only linguistically capable but also instructionally equipped.

Oral Communication Anxiety in English-Mediated Teaching. Oral communication anxiety emerged as one of the most prominent challenges faced by English pre-service teachers (PSTs) during their practicum. Despite being English majors, many admitted to struggling with fluency and confidence when speaking English in the classroom. One PST shared, "I’m really not perfect in English" (IDI 9), reflecting the widespread concern about their language proficiency. This lack of fluency often hindered their ability to communicate clearly with students, as another participant noted, "I also had a hard time communicating with my students" (FGD 7). These struggles, coupled with their limited speaking experience, led to hesitation and self-doubt when trying to explain lessons in English, emphasising the critical role fluency plays in effective teaching (Table-2).

Fear of making mistakes also significantly impacted PSTs’ confidence in their oral communication. Many feared mispronouncing words or using incorrect grammar, which added to their anxiety and affected the flow of their lessons. One participant expressed, "My fear when it comes to delivery is that I might mispronounce or use unfamiliar words to them" (IDI 12). This fear of error caused some to become overly cautious, disrupting their teaching. As another PST mentioned, "Even I sometimes make mistakes in my grammar" (IDI 8), demonstrating that their own concerns about accuracy often undermined their confidence in delivering lessons.

In addition to linguistic challenges, anxiety and nervousness were major barriers to oral communication during lessons. Many PSTs reported stuttering, freezing, or forgetting their lines in front of the class, particularly when supervised by more experienced teachers. As one participant reflected, "It’s my first-time teaching, I’m afraid to face people because I stutter in front of them" (FGD 4). This anxiety was compounded by mental blocks, as one PST described, "I already know the English for that, but sometimes I get a mental block" (IDI 5). These episodes of confusion and pressure made it difficult for PSTs to communicate effectively, further highlighting the need for greater support in managing both linguistic and psychological challenges.

This aligns with the findings of Dy and Sumayao, who noted that EPST's oral performance is often hindered by linguistic insecurity and the pressure to maintain accuracy in front of students (1). Similarly, the study by Galuhwardani highlights that fear of judgment and language errors can significantly affect the communicative confidence of English language interns (182). Hence, these experiences reflect the findings of Kobul and Saraçoğlu, who emphasised that language anxiety among EPSTs often stems from fear of negative evaluation and lack of automaticity in English speech (350). Moreover, Wulandari and Purnamaningwulan observed that mental blocks during teaching are common among novice educators, particularly when they are still developing their classroom presence and linguistic agility (878). Collectively, these findings underscore the need for teacher education programs to provide targeted support in oral communication, including confidence-building exercises, pronunciation training, and anxiety-reduction strategies to help PSTs navigate the linguistic demands of English language teaching.

Managing Affective Barriers in Language Learning. Many English pre-service teachers (PSTs) struggled with managing affective barriers, particularly in terms of anxiety, self-consciousness, and a lack of confidence during their teaching practice. A recurring theme among participants was the fear of being judged, especially in relation to their English pronunciation and overall accuracy. One PST expressed, "I have a fear that I might not be listened to" (IDI 9), highlighting the anxiety that the fear of not being heard can cause. Another admitted, "You’re still afraid to be judged, you might mess up your pronunciation" (FGD 4), showing how this fear of judgment inhibited their ability to teach confidently. This fear of being criticised led to caution in lesson delivery, which affected their natural communication flow (Table-2).

Self-consciousness and nervousness were significant emotional barriers for PSTs, especially in the early stages of their teaching practice. Many expressed feelings were overly aware of their words and actions, which hindered their ability to speak naturally. One PST shared, "I become conscious... sometimes I make mistakes... I really know within myself that it's not right" (IDI 12), demonstrating the internal pressure they placed on themselves to avoid errors. Another participant noted, "During the first week... I was conscious... if what I explained was correct" (IDI 9), reflecting the constant doubt about their teaching accuracy. This constant self-monitoring created a tense atmosphere, making it difficult for PSTs to engage with their students comfortably.
In addition to these emotional struggles, doubt about their teaching knowledge also affected PSTs' confidence. Even after preparing their lessons, some PSTs felt uncertain about the accuracy of their explanations. As one PST said, "Although I myself am really doubtful, I am not sure if I taught them the right thing" (IDI 4), revealing how self-doubt can undermine their trust in their own abilities. This uncertainty often led to feelings of guilt after realising mistakes, with one participant admitting, "I would really know that I made a mistake. I also feel guilty about myself" (FGD 1). This guilt affected their future lessons, making them hesitant to take risks in teaching and potentially stifling their development as educators.

These emotional responses reflect the findings of Dube, who observed that EPSTs often experience performance anxiety when transitioning from theoretical preparation to live classroom delivery (14646). Similarly, the study by  Çapan highlights that fear of linguistic error—particularly in pronunciation and grammar, can inhibit natural communication and reduce instructional confidence among English interns (397).  These experiences also align with the findings of Heryatun and Septiana, who emphasized that self-doubt and guilt are common among EPSTs, especially when they perceive a disconnect between their intentions and student reception (61). Moreover, the study by Zondag underscores that reflective overthinking, while potentially constructive, can also hinder risk-taking and spontaneity in lesson delivery if not properly scaffolded (2190). Collectively, these findings suggest that teacher education programs must address not only pedagogical competence but also emotional resilience, helping PSTs build trust in their instructional voice and navigate the psychological demands of English language teaching.

Difficulty Asserting Teacher Presence.   Establishing teacher presence proved to be a significant challenge for many English pre-service teachers (PSTs) during their practicum. One of the main issues was the difficulty in managing students' attention and engagement. Several PSTs expressed frustration with students' hyperactivity and short attention spans, which disrupted the flow of lessons. As one PST shared, "I couldn’t handle the students; they were too hyper, and their attention span was extremely short" (FGD 9), while another noted, "It was really hard to catch their attention" (IDI 4). This constant battle for students' attention made it harder for PSTs to maintain a productive learning environment and assert their authority in the classroom (Table-2).

In addition to attention-related challenges, PSTs also struggled with motivating students to participate in lessons. Many encountered students who remained quiet and unresponsive, making it difficult to foster interactive learning. One participant reflected, "The biggest challenge really was that they did not participate. It felt like they didn’t learn anything from me because they were so quiet and unresponsive" (IDI 4). This lack of student engagement created a feeling of isolation for PSTs, who felt that their teaching efforts were not reaching the students effectively, which further undermined their sense of control and authority in the classroom.


Moreover, PSTs faced difficulties asserting authority due to their status as student-teachers, which often led to a lack of respect from students. Several participants mentioned that students did not treat them as authority figures because they were aware that the PSTs were not permanent teachers. One PST shared, "They didn’t listen because I was just a pre-service teacher" (IDI 9), while another noted, "The students were aware that I was only a student; there was a clear difference between the respect they gave the teacher and the respect they gave us" (FGD 24). This lack of respect was further exacerbated by the small age gap between PSTs and their students, leading to informal behaviour and difficulty maintaining discipline. One PST explained, "There’s really a big difference when students are around the same age as you; they tend to treat you like a friend" (FGD 20). The combination of leniency, a lack of boundaries, and being perceived as a peer made it harder for PSTs to establish and maintain classroom authority.

Participants expressed that their status as student-teachers greatly affected how learners perceived and treated them. Because students knew they were not permanent teachers, many PSTs felt they were not given the same respect or authority. This made it harder for them to manage behaviour and assert control in class.

The study by Taşdemir and Seferoğlu affirms that novice teachers often face difficulty establishing instructional presence, especially when learners perceive them as temporary figures with limited authority (702). Similarly, Phillips and Rogers' research highlights that student responsiveness is closely tied to perceived teacher credibility. Furthermore, these dynamics reflect the findings of Villanueva, who observed that EPSTs often struggle to balance approachability with assertiveness, especially when classroom roles are blurred by age and status (307). Moreover, the study by Harun emphasises that establishing teacher presence requires intentional boundary-setting and consistent reinforcement of expectations, skills that PSTs must develop through guided reflection and mentorship (1). Collectively, these findings underscore the need for practicum programs to scaffold classroom authority-building, helping PSTs navigate the complex interplay between relational warmth and instructional control.


Table 3. 
Themes and Core Ideas on the Insights of English Pre-Service Teachers 


[image: ]

Development of Mastery and Confidence in Teaching English. 
 The development of mastery and confidence in teaching English was consistently highlighted by EPSTs as crucial for effective classroom delivery. Many participants emphasised the importance of mastering the English language to ensure teaching accuracy and to gain students' trust. One PST mentioned, "Research before delivering the lesson... to make sure you won't be wrong in front... in pronunciation, in spelling" (FGD 28), underlining the need for thorough preparation. PSTs recognised that mastery of English, including pronunciation, spelling, and usage, was essential not only for credibility but also because students tend to mimic their teachers’ language. This professional expectation motivated them to improve their language skills to model correct English usage (Table-3).

In addition to mastering language skills, practice was seen as vital for building confidence and fluency. PSTs shared that rehearsing lessons and studying topics beforehand helped reduce nervousness and improve their lesson delivery. One PST summarised, "Practice, practice, practice" (IDI 6), reflecting the consensus on the importance of preparation. Participants acknowledged that regular practice not only enhanced their teaching competence but also empowered them to face students with greater confidence. "If you're going to speak in front, you really need to be confident" (FGD 29) was a common sentiment, demonstrating that confidence played a central role in engaging students and managing the classroom effectively. Many also noted that confidence was linked to resilience and motivation, with one participant stating, "If you keep saying it's difficult... it will only get more difficult because you don't even bother trying to learn" (FGD 11).

Lastly, PSTs acknowledged that mastering English teaching was an ongoing process, requiring continuous learning and improvement. They expressed a desire for more training to enhance their language proficiency and teaching strategies. "We still need more training" (FGD 14) and "The speaking skills need to be further enhanced" (FGD 1) were common responses reflecting their commitment to lifelong learning. Additionally, PSTs recognised the responsibility that came with being an English major, emphasising the importance of consistently modelling proper language use in the classroom. One participant stated, "You really have to hold on to the fact that you are an English major... your language, your delivery of the lesson, it should really be in English" (IDI 11), illustrating the commitment to uphold high standards in both their teaching and communication.

 These insights reflect a growth-oriented mindset, aligning with the findings of Villanueva and Bert, who observed that EPSTs who engage in deliberate practice and reflective preparation demonstrate greater instructional clarity and classroom presence (2776). Similarly, the study by Lim et al. underscores that confidence in English teaching is closely tied to linguistic competence and the ability to model language use authentically. In addition, these reflections echo the findings of El Masry and Alzaanin, who emphasised that teacher identity formation is strengthened when PSTs are empowered to take ownership of their subject expertise and instructional voice (50). Collectively, these insights advocate for a teacher education framework that nurtures both competence and confidence, preparing English majors not only to teach the language but to embody it with credibility, clarity, and conviction.

Utilisation of Flexible Language. EPSTs recognised the necessity of flexible language use in their English instruction to ensure effective communication and enhance student comprehension. A key strategy identified was the use of the vernacular, particularly Cebuano, as a tool to make lessons more accessible without sacrificing the objective of improving English proficiency. As one participant explained, "If you speak English, it still needs to be translated into Bisaya to be understood" (FGD 7), emphasizing the importance of translation in facilitating understanding. Another participant noted, "You really have to explain things to them one by one before they can truly understand. You need to repeat it... you need to say it in Cebuano" (IDI 1), showing how essential this approach is for lower-proficiency students who may struggle with English (Table-3).

Moreover, many participants highlighted that using the vernacular in combination with English helped bridge the gap for students who had difficulty grasping English-only instruction. One PST remarked, "To ensure that the students can understand better, you should use the vernacular" (FGD 4), reinforcing the idea that language flexibility is crucial for effective teaching. Another participant reflected, "It’s not always English that’s used in class... my CT said to mix in some vernacular... so the students can cope" (FGD 31), pointing out the practical benefits of incorporating the vernacular to ensure that all students, regardless of their English proficiency, can engage with the lesson.

Despite the reliance on the vernacular, participants emphasised that using flexible language did not mean abandoning English altogether. Instead, it was about strategically using the vernacular to support students’ understanding while still prioritising English. One PST shared, "You really can't speak only in English in class. You really need to make them understand. Though it doesn't compromise English, code-switching will still come in... the translation" (IDI 1). Participants acknowledged that adjusting language use according to students’ needs was essential. As one participant stated, "When teaching a lesson... it doesn’t mean that just because you’re an English teacher, you have to speak English all the time. You should know how to adjust... sprinkle in some vernacular here and there" (IDI 7). This approach allowed for a more inclusive and relatable classroom environment.

These insights align with the findings of Herrera (1), who observed that translanguaging practices among EPSTs foster deeper engagement and comprehension in linguistically diverse classrooms. Likewise, the study by Gamelo and Raymundo affirms that vernacular integration enhances learner participation and reduces cognitive overload during English instruction (75). This is also supported by the study of Olivera, emphasising that code-switching, when used judiciously, empowers learners and validates their linguistic identities (15). Collectively, these insights advocate for a teacher education framework that legitimises language flexibility, equipping English majors to navigate multilingual realities with empathy, clarity, and pedagogical agility.

Enhancement of Classroom Strategies. EPSTs emphasised the importance of using flexible, creative, and effective strategies to enhance learner engagement and understanding. One core aspect of their approach was connecting lessons to real-life experiences. As one participant shared, "When teaching English... you should be able to relate it to the real world. If you only focus on grammar, but they don't understand its context... they might remember it now but forget it by tomorrow" (FGD 25). This sentiment was echoed by others, with one teacher noting, "If you connect the lesson to daily life... you’ll catch students’ attention more, and they will listen better" (IDI 11). These insights underscore the need for English instruction that goes beyond grammatical rules, making learning more relevant and memorable by integrating everyday contexts (Table-3).

Additionally, many EPSTs recognised the value of gamification and interactive activities in sustaining student attention and participation. As one teacher reflected, "Since I incorporated games and interactive teaching, this was a great strategy" (IDI 4), and another stated, "Gamification... students become more engaged" (IDI 5). This approach was particularly successful in keeping students’ attention, as one participant noted, "They really liked it when I incorporated games into the topic... so their attention wouldn't wane immediately" (IDI 5). These strategies helped make lessons more dynamic, engaging students while reinforcing learning in a fun and interactive way.

The EPSTs also acknowledged the importance of creativity, flexibility, and the ability to adapt to learners’ needs in lesson planning. One participant highlighted the need for simplified explanations, saying, "It’s up to you how it could be understood better in a simpler way that's easy for them... and comfortable for you too" (FGD 3). They also recognised the essential role of classroom management, patience, and openness to feedback in improving teaching. As one participant shared, "You really need to have a lot of patience... your classroom management skills will really come in use there" (FGD 15). Another emphasised, "As a student-teacher, accept criticism and advice from the CT because they have more experience" (FGD 8), illustrating their growth mindset and willingness to learn from more experienced mentors.

The study by Oliveira et al supports this view, emphasising that real-world integration and gamified instruction increase learner responsiveness and deepen conceptual understanding (373). Likewise, Rathnasekara et al observed that creative and flexible teaching strategies, especially those tailored to learners’ cognitive levels, enhance both engagement and retention in English classrooms (413). These reflections also align with the findings of Villanueva, who emphasised that positive reinforcement and differentiated strategies foster inclusive and responsive classroom environments (307). Moreover, the study by Prilop affirms that EPSTs who embrace feedback and practice adaptive management are better equipped to handle classroom challenges and sustain learner attention. Collectively, these insights advocate for a teacher education framework that equips PSTs with diverse, creative, and responsive strategies, ensuring that English instruction is not only effective but also engaging and inclusive.

Maintenance of Professional Boundaries. EPSTs emphasised the importance of establishing clear professional boundaries in the classroom to ensure respect, manage behaviour, and uphold their authority. As one participant noted, "You really need to set rules inside the classroom... because if you don't set rules, the students will take advantage of you" (FGD 22). The need for authority in the classroom was also highlighted, with participants stressing, "You should have authority in your class" (FGD 5). They recognised that clear, firm rules are essential for maintaining order, preventing misbehaviour, and creating a respectful learning environment (Table-3).

However, EPSTs also acknowledged that authority should be balanced with warmth and approachability. One teacher shared, "You must be authoritative... you're demanding, but you're warm" (FGD 12), emphasising the importance of maintaining a healthy teacher-student relationship. This balance between being firm and showing care was considered crucial in building students’ trust and fostering a positive classroom atmosphere. As another participant stated, "You need to handle them in a firm manner so they will believe in you" (FGD 4), reflecting on how establishing respect through authority can strengthen teaching effectiveness.

In addition to setting classroom rules, EPSTs recognized the importance of consistently enforcing them and being professional in their behavior. One participant emphasised, "We really have to stand by our role as PST... you should really act like a teacher" (IDI 11). Consistency in enforcing classroom rules was also key to gaining student respect, with one teacher noting, "Let them feel that they cannot disrespect you" (IDI 2). Furthermore, several participants highlighted the need for strictness not only in classroom behavior but also in the use of language, stating, "We really need to be strict with the English language... otherwise, the PST won’t be challenged" (IDI 11).

The study by Taşdemir and Seferoğlu affirms that boundary-setting is a critical skill for EPSTs, enabling them to assert instructional authority while fostering a respectful learning environment (702). Similarly, Karakaş and Erten observed that when PSTs present themselves as professionals, they are more likely to be perceived as credible and competent by both students and mentors. These reflections align with the findings of Villanueva, who highlighted that PSTs who internalise their role and maintain consistent expectations are better equipped to manage behaviour and sustain engagement (307). Moreover, the study by Kong et al. underscores that fairness, discipline, and consistency are key to earning student respect, especially in practicum contexts where authority must be negotiated rather than assumed (263). Collectively, these insights advocate for a teacher education framework that explicitly trains PSTs in boundary-setting, professional comportment, and instructional discipline, ensuring that future educators are not only knowledgeable but also respected and effective in their roles.

[bookmark: _GoBack]Adaptation to Real Classroom Contexts. EPSTs emphasised the importance of adaptability and patience when faced with the real dynamics of classroom teaching. They recognised that teaching in actual classrooms differs from their expectations during training, requiring them to adjust their approaches to meet the diverse needs of students. One participant reflected, "It's really hard if your patience is short... you'll really lose your temper" (FGD 22), highlighting how crucial patience is for maintaining composure and managing classroom challenges. Another shared, "When we were being oriented... the principal said that a teacher really needs to have patience" (FGD 26), reinforcing the idea that patience is foundational for effective teaching (Table-3).

In addition to patience, flexibility and openness to learning were identified as vital traits for EPSTs. As one participant noted, "You should really be flexible... open-minded... and ready to accept challenges" (FGD 8), reflecting the importance of being adaptable in the face of unexpected classroom situations. Teachers also recognized the need to adjust instructional strategies to match students' learning pace, interests, and proficiency levels, with one teacher sharing, "You need to adapt... You need to catch up with their way of learning" (FGD 20). Another noted the importance of aligning lesson difficulty with students' abilities, stating, "I realized that I also need to focus on the basic, not just advanced English. I’ll also check if this is suitable for the student’s level" (IDI 2).

EPSTs acknowledged that effective teaching requires continuous adjustments and deepening their understanding of classroom realities. As one teacher reflected, "Our expectations are really different... compared to when you are actually in reality" (IDI 7). This shift in perspective led to greater awareness of the need for mental, physical, and professional readiness. Participants emphasized the importance of being prepared for classroom challenges, with one saying, "You should be prepared... and open to new learning" (FGD 21), while another stated, "Be flexible… You know how to adapt or adjust to the environment since the students are different" (IDI 7). This adaptability is crucial for navigating the diverse needs and dynamics of real classroom settings.

These insights reflect a shift from idealized expectations to grounded realities, aligning with the findings of Salazar, who observed that EPSTs develop pedagogical resilience when they embrace flexibility and contextual responsiveness (1). Likewise, the study by Brown affirms that emotional preparedness and adaptability are key to sustaining instructional effectiveness in varied classroom environments (38). These realizations echo the findings of Villanueva, who emphasized that EPSTs must be trained to anticipate and respond to classroom variability with empathy and strategic planning (307). The study by Febria et al. further supports this, noting that mental and physical readiness enhances PSTs’ ability to manage instructional demands and maintain professional composure (837). Collectively, these insights advocate for a teacher education framework that prioritizes contextual adaptation, emotional resilience, and instructional flexibility, preparing PSTs to thrive in the dynamic realities of English language classrooms.

4. CONCLUSION

Based on the findings of the study, it can be concluded that the practicum experience for English pre-service teachers (EPSTs) in the Davao Region is both challenging and transformative. While they faced obstacles such as language fluency, classroom management, and a lack of confidence in lesson delivery, these challenges were crucial in shaping their professional growth. The support from mentors and cooperating teachers played a key role in enhancing their confidence and refining their teaching strategies. These experiences highlight the importance of providing more hands-on training, mentorship, and emotional support to prepare EPSTs for the complexities of their practicum, ultimately fostering more effective and confident future educators.
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EMERGENT  THEMES  CORE IDEAS  

Confidence in English  Communication      Consistent use of English as the medium  of  instruction,      Improvement   in pronunciation and  fluency,       Overcoming shyness and building self - confidence,       Improved comprehension and  adaptability in using English, and  

Adaptation of Language Use to  Learners' Needs      Use of code - switching and translation       Preferen ce  of  Cebuano as   the  instructional language       Situational language adjustment  depending on observation context       Influence of cooperating teachers’  guidance using  the vernacular.   

Pedagogical Application      Use of varied and differentiated  activities,      Focus on comprehension  through  questioning and simplification,       Use of drills and motivational techniques,  and       Provision of guidance and examples to  support  learning.    

Professional Collaboration     Encouragement to use English as the  medium of instruction,       Overcoming challenges  with CT support,       Learning classroom management skills,  and       Acquiring teaching methods and  approaches from CT guidance.  

Utilization of  C onstructive  Feedback       Feedback from students on clarity and  comprehension,       Feedback as motivation and validation,       Co nstructive feedback from cooperating  teachers on teaching performance,       Receiving and applying constructive  criticism.  
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EMERGENT  THEMES  CORE IDEAS  

Pedagogical Tension in Language  Inst ruction     Difficulty maintaining English use in  class      Adjusting to students’ low English  proficiency,       Struggle in balancing English  proficiency      Student - driven shifts to vernacular use.  

Insufficient Pedagogical  Preparedness during Instruction       Struggling to   teach English concepts  effectively,       Inability to implement differentiated  instruction,       Difficulties in lesson planning,      Problems in managing classroom  behavior  

Oral Communication Anxiety in  English - Mediated Teaching     Limited English  Fluency and  Expressi veness      Lack of Confidence in Speaking English      Fear of Making Mistakes (Pronunciation  and Grammar)      Anxiety and Nervousness During Class  Delivery      Mental Block and Forgetfulness While  Speaking  

Managing Affective Barriers in  Language Learning     Fear of Being Ju dged       Over Self - Consciousness During  Teaching      Doubt in One’s Knowledge and  Teaching Accuracy      Guilt and Overthinking After Making  Mistakes  

Difficulty Asserting Teacher  Presence     Struggling to Gain and Sustain  Students’ Attention      Low Student Participation an d Lack of  Engagement      Limited Authority Due to Their Status as  Student - Teachers      Age Proximity Weakening Teacher – Student Boundaries      Difficulty Balancing Authority and  Approachability  
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EMERGENT  THEMES  CORE IDEAS  

Development of Mastery and Confidence in  Teaching  English        Know the language well.      Always prepare and pr actice.      Be confident when teaching.      Keep learning and improving.      Use knowledge in English   

Utilization of Flexible Language          Mix English and  Cebuano   when needed.      Use the vernacular to aid understanding.      Adjust language based on students’ level.      Apply co de - switching for clarity.      Promote inclusive learning through  language.  

  Enhancement of Classroom Strategies       Connect lessons to real - life situations.      Use games to make learning fun.      Be creative and flexible in teaching.      Start from simple to complex lesson s.      Practice patience and accept feedback.      Manage the class with  understanding.      Motivate students through praise and  rewards.  

Maintenance of Professional Boundaries      Set clear classroom rules and  expectations.      Maintain authority while being  approachable.      A ct and carry yourself as a professional  teacher.      Be firm and con sistent in enforcing rules.      Gain students’ respect through fairness  and discipline.  

Adaptation to Real Classroom Contexts      Be patient and stay calm under pressure.      Stay flexible and open - mind ed in teaching.      Adjust lessons based on students’ level  and  needs.      Accept that real teaching differs from  theory.      Be mentally and physically prepared for  challenges.  

 


