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Abstract  This study examined the role of students’ self-esteem as a mediating variable in the relationship between 
Teachers’ Pedagogical Practices (TPP) and English Language Proficiency (ELP), and whether demographic profiles 
influence the strength or direction of this relationship. Using a descriptive-correlational design, data were collected 
from 270 students enrolled in English-related programs at selected higher education institutions in Misamis Oriental 
during Academic Year 2024–2025. Validated survey tools and a standardized English proficiency test were used, 
with statistical analyses including descriptive statistics, Pearson correlation, multiple regression, mediation, and 
moderation. Results showed that most respondents were female, single, and aged 18 to 20. Teachers' Pedagogical 
Practices (TPP) were reported as highly practiced, and students exhibited high levels of self-esteem; however, their 
English Language Proficiency was low. Regression analysis indicated that neither Teachers' Pedagogical Practices 
(p = 0.635) nor self-esteem (p = 0.177) significantly predicted students' English Language Proficiency. However, 
pedagogical practices significantly influenced students’ self-esteem (β = .211, p < .000). Mediation analysis revealed 
that self-esteem did not mediate the relationship between pedagogical practices and English Language Proficiency 
(indirect effect = -0.006, p = .266). Likewise, the moderating variables; age, sex, and civil status, did not 
significantly moderate the relationship (p > .05 for all interaction terms). The study concludes that although Teachers’ 
Pedagogical Practices enhance students’ self-esteem, they did not significantly predict or mediate improvements in 
English Language Proficiency. Thus, there is a need to create holistic instructional strategies and policies that 
address factors beyond pedagogy and psychological aspects. 
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1. Introduction 

The enhancement of English Language Proficiency 
(ELP) remains a fundamental objective in education 
systems across the globe. This is due to ELP’s vital role in 
ensuring academic success, increasing employability, and 
facilitating international communication [1]. Both local 
and international educational institutions continuously 
revise their curricula, adapt instructional materials, and 
innovate teaching strategies to align with global standards 
and improve students’ proficiency in English.  

In the context of 21st-century education, ELP has 
become even more crucial as it fosters cross-cultural 
understanding, enables academic mobility, and opens 
pathways for professional growth in an increasingly 
interconnected world. ELP contributes to increased self-
confidence and motivation, creating a positive feedback 
loop that enhances overall academic performance [2]. The 

important core components of language proficiency, such 
as vocabulary, reading comprehension, syntax, and 
grammar have been shown to significantly influence ELP 
[3]. Similarly, grammar and syntax, listening, and reading 
are some of the components in the English proficiency test 
that are needed for students to be fluent in English [4].  

 However, Filipino students' low English proficiency 
was revealed in the 2018 PISA, where they scored below 
the OECD average in reading [5]. The country also 
dropped from 20th to 27th in the English Proficiency 
Index, signaling systemic issues and the urgent need for 
improved language education strategies [6].   

 In addition, it has been observed that in one of the local 
community colleges in Misamis Oriental, the performance 
rating of secondary education graduates, including English 
majors, on the national board examinations has shown a 
declining trend over three consecutive board examination 
periods. The pass rate dropped from 66.67% in September 
2021 to 59.09%, 53.85%, and 50.00% in 2022, and the 
rates in 2023 subsequently fell below the national passing 
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average [7,8].  
Thus, the findings contribute to the field of language 

education by providing a nuanced understanding of the 
factors influencing English Language Proficiency (ELP) 
outcomes. Specifically, the study offers insights informing 
the targeted strategies to address the evolving needs of 
students in higher education, whether through the 
involvement of teachers’ pedagogical practices or by 
recognizing the role of students’ self-esteem in the 
learning process. This study offers evidence-based 
insights that can guide instructional approaches. 

Among the key factors affecting ELP are teachers’ 
pedagogical practices, which significantly shape students' 
language learning experiences by engaging effective 
instructional methods, such as direct instruction (DI), task-
based instruction (TBI), project-based instruction (PBI), 
and technology-mediated instruction (TMI). DI is a 
teacher-centered approach that features structured lessons 
where the teacher explicitly presents and demonstrates 
content, followed by guided practice and feedback to 
efficiently teach specific skills and knowledge. PBI 
engages students in meaningful projects that apply 
knowledge to real-world problems, encouraging active 
learning, collaboration, and interdisciplinary integration. 
TBI focuses on learning through purposeful activities that 
develop practical skills aligned with specific learning 
goals, allowing students to apply knowledge in real-life 
contexts, while TMI incorporates digital tools such as 
online platforms, educational software, and multimedia to 
create interactive, personalized, and flexible learning 
experiences. These methods have been shown to enhance 
language skills and foster confidence among learners 
[9,10].  These practices do not operate in isolation.  

 Students' self-esteem is a psychological factor 
influencing their engagement, motivation, and 
performance. It refers to the students' self-confidence, 
which enables them to successfully engage with and 
comprehend academic content delivered in English. Self-
esteem, whether global, specific to language learning, or 
task-oriented, affects students' willingness to participate in 
language tasks, take risks, and persist in overcoming 
challenges [11,12]. Global self-esteem refers to a 
student’s overall sense of self-worth, including self-
respect, self-acceptance, and confidence, in which an 
individual feels positive about themselves (feeling good 
and valuable). Specific Self-Esteem refers to students’ 
self-evaluation in particular domains or activities. It 
pertains to how students perceive their abilities and worth 
in specific subjects or tasks that are essential to acquire a 
second or foreign language, like English, as the medium 
of instruction in different settings. While task self-esteem 
is a more focused form, focusing on an individual's 
confidence and self-perception to complete specific tasks 
or activities such as English language tasks; vocabulary, 
grammar, syntax, and reading comprehension analysis.  It 
is influenced by the classroom participation and the 
perceived relevance of tasks to real-life situations. On the 
other hand, demographic and psychological factors 
affecting English proficiency among ESL students shed 
light on how factors like age, gender, and socioeconomic 
status can impact language learning. Additionally, gender 
and civil status may also influence how self-esteem 
mediates the relationship between pedagogical practices 

and ELP [13]. Nevertheless, only a few studies claim a 
positive correlation where self-esteem can significantly 
impact ELP. Higher self-esteem is associated with better 
English proficiency test scores [14,15]. It highlights the 
essential role of self-esteem in language learning contexts, 
as students with increased confidence and positive self-
perception engage more actively and perform better on 
proficiency measures.  

Despite its significance, the interplay between 
pedagogical practices, self-esteem, and ELP has been 
underexplored, particularly in the Philippine context. 
Research suggests that students with higher self-esteem 
tend to perform better in English language tasks, as they 
are more likely to engage actively and overcome 
language-related anxieties [14,15].  

This study is primarily grounded in Bandura's Social 
Cognitive Theory (SCT), which posits that learning occurs 
in a social context through the dynamic interaction of 
personal, behavioral, and environmental influences [16].  

Thus, the study sought to address the foregoing gaps by 
examining the mediating role of students' self-esteem in 
the relationship between teachers' pedagogical practices 
and students’ English Language Proficiency. This research 
aimed to provide insights into how educators can create 
supportive learning environments that enhance both self-
esteem and language skills.  

2. Methodology 

The research methodology delineates the overall design, 
population and sampling, research instruments, data 
collection and analysis procedures, validity and reliability 
measures, and the overall integrity of the research findings. 

2.1. Research Design 
This study used a descriptive-correlational research 

design, or more specifically, a quantitative research 
technique to describe a phenomenon by analyzing, 
describing, and interpreting conditions that are present, 
and to explore the mediation and moderation effects. 
Descriptive-correlational design helps to measure the 
degree of association between two variables, and it 
additionally enables the formulation of informed 
predictions derived from the identified relationships [17].  

2.2. Sampling Method and Respondents 
 

Proportional Random Sampling is used to identify the 
study's sample size and represent the population 
accurately and proportionately. The 270 respondents were 
from the selected local community college in Misamis 
Oriental, enrolled in English-related courses during the 
Second Semester Academic Year 2024-2025.  

2.3. Research Instruments, Validity, and 
Reliability 

 

The instruments were composed of four sets of 
questionnaires. The first part gathered participants’ 
demographic profiles, including age, sex, and civil status. 
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The second part, adapted from Arbaoui and Puangpunsi 
[18,19] assessed students’ perceptions of teachers’ 
pedagogical practices, particularly DI, TBI, PBI, and TMI, 
through a 20-item survey rated on a four-point Likert scale. 
The third part measured self-esteem using a 30-item 
instrument, combining the Rosenberg Self-Esteem Scale 
mentioned by Garcia [20] and items adapted from Garcia 
and Kalanzadeh et al. and Oktaviani [4], addressing global, 
specific, and task-related self-esteem. The fourth part 
assessed ELP through a standardized test with 30 items 
covering vocabulary, reading comprehension, syntax, and 
grammar which adapted from standardized tests such as 
the G-TELP (for vocabulary, reading comprehension, and 
syntax) and TOEFL (for grammar), both widely 
recognized for evaluating English proficiency in academic 
and real-world contexts [21].  

 The instruments were validated by experts, with the 
Teachers’ Pedagogical Practices (TPP) construct (20 items) 
showing excellent content validity; its Scale Content 
Validity Index /Average (S-CVI/Ave) was 0.90, and the 
Scale-Content Validity Index/Universal (S-CVI/UA) was 
0.80. Likewise, the students’ self-esteem and ELP 
constructs (30 items each) achieved S-CVI/Ave scores of 
0.93 and 0.94, and S-CVI/UA scores of 0.87 and 0.83, 
respectively, confirming that all items were relevant and 
met the criteria for acceptable content validity. The 
interpretation of the Content Validity Index (CVI) 
followed the indicators proposed by Polit and Beck (2006), 
found in the study of Dalawi et al. [22] and Yusoff [23].  

 In addition, the reliability of the instruments was 
assessed using Cronbach’s alpha. The subscales showed 
acceptable internal consistency: Pedagogical Practices (20 
items, α=.76), students’ Self-Esteem (30 items, α=.75), 
and students’ ELP (30 items). These results indicate that 
the survey instruments of students’ perceptions on 
teachers’ pedagogical practices, their self-esteem, and 
English Language Proficiency were reliable. According to 
Nunnally (1978), as mentioned in the study of Ahmad et 
al. [24], a Cronbach's alpha of 0.70 or higher is acceptable 
for basic research, while 0.80 or above indicates greater 
reliability. 

3. Results and Discussion 

This chapter includes the presentation, analysis, and 
interpretation of the data gathered in the study. Each 
research question is addressed systematically to provide a 
clear understanding of the findings and their implications. 

3.1. Respondents' Demographic Profile 
The results revealed that most of the respondents 

(51.11%) were between 18 and 20 years old, followed by 
23.33% aged 21–23, 15.93% aged 24–26, and only 9.63% 
aged 27 and above. This distribution suggests that most of 
the students participating in the study are in the early 
stages of their college education, likely first-year or 
second-year students who are still developing foundational 
academic skills, including proficiency in English. Further, 
female respondents comprised 68.15%, while males made 
up 31.85%. This female predominance is reflective of 
current trends in education-related degree programs in the 

Philippines, where women are more likely to pursue 
careers in teaching, a profession historically viewed as 
nurturing and aligned with traditional gender roles. The 
study also found that the majority of respondents were 
single (85.56%), with only 14.44% reported as married, 
and primarily enrolled in English language education 
programs at local colleges.  

3.2. Level of Teachers’ Pedagogical Practices 
(TPP) 

Table 1 presents the findings on teachers’ pedagogical 
practices, measured across four key indicators: direct 
instruction (DI), task-based instruction (TBI), project-
based instruction (PBI), and technology-mediated 
instruction (TMI).  

Table 1. Consolidated Findings on TPP 

Indicators Mean SD Interpretation 
Direct Instruction (DI) 3.45 0.55 Very High 

Task-Based Instruction (TBI) 3.24 0.58 High 
Project-Based Instruction (PBI) 3.36 0.54 Very High 
Technology-Mediated Instruction 

(TMI) 3.42 0.55 Very High 

Overall Measure 3.37 0.55 Very High 

Legend: 1.00 – 1.74 SD (Very Low) 2.50 – 3.34 A (High) 
1.75 – 2.49 D (Low)  3.35 – 4.00 SA (Very High) 

 
The results indicated that among the four instructional 

strategies measured, Direct Instruction (M = 3.45, SD = 
0.55), Project-Based Instruction (M = 3.36, SD = 0.54), 
and Technology-Mediated Instruction (M = 3.42, SD = 
0.55) were all rated as “Very High”, suggesting that 
teachers frequently implement structured, interactive, and 
technology-supported methods that cater to clarity, 
engagement, and real-world application in language 
learning. While Task-Based Instruction (M = 3.24, SD = 
0.58) was the only approach rated as “High”, implying 
that while TBI is utilized, it may not be as deeply 
embedded in instructional routines compared to the other 
methods. The high mean score of 3.45 for Direct 
Instruction (DI) indicates that this is the most consistently 
practiced pedagogical approach among English language 
teachers in local colleges in Misamis Oriental. The overall 
mean score of 3.37 (SD = 0.56) indicated that teachers’ 
pedagogical practices, as perceived by students, are 
generally categorized as “Very High level.” The result 
suggests that instructors in local colleges in Misamis 
Oriental consistently use a mix of teaching strategies, 
especially direct instruction, project-based, and 
technology-mediated methods, perceived as effective in 
supporting student learning. 

Despite clear instructions from instructors, many 
students in community-based colleges enter higher 
education with weak communication skills due to limited 
access to resources like books, facilities, and laboratories. 
Students from diverse, resource-limited backgrounds 
benefit from clear instruction, interactive projects, and 
digital tools, which enhance engagement and English 
proficiency [25]. The low TBI results suggest it is less 
consistently used than other methods, likely due to limited 
training, large classes, or resource constraints. This 
highlights the need for stronger teacher and institutional 
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support for task-based, learner-centered instruction. These 
practices show how faculty maximize classroom time to 
meet learners' needs and build essential skills. Direct 
Instruction (DI), especially when paired with formative 
assessment, enhances student achievement and 
engagement [26]. English learners benefit from clear, 
structured, and scaffolded instruction, a defining feature of 
Direct Instruction (DI). 

3.3. Level of Students’ Self-Esteem 
Table 2 reveals the findings on students’ self-esteem, 

measured across three key indicators: Global, Specific, 
and Task Self-Esteem. 

Table 2. Consolidated Findings on Students’ Self-Esteem 
 

Indicators Mean SD Interpretation 
Global Self-Esteem 2.79 0.63 High Self-Esteem 

Specific Self-Esteem 2.92 0.65 High Self-Esteem 
Task Self-Esteem 3.59 0.55 Very High Self-

Esteem 
Overall Measure 3.10 0.61 High Self-Esteem 

Legend: 1.00 – 1.74 SD (Very Low SE) 2.50 – 3.34 A (High SE) 
1.75 – 2.49 D (Low SE) 3.35 – 4.00 SA (Very High SE) 

 
The overall self-esteem level of students is high (M = 

3.10, SD = 0.61). A closer look reveals variation among 
dimensions: Global Self-Esteem is high (M = 2.79), 
Specific Self-Esteem is also high (M = 2.92), and Task 
Self-Esteem is very high (M = 3.59). This pattern suggests 
that students are confident when completing specific 
academic tasks, particularly in language learning contexts. 

 This result aligns with the study of some scholars that 
students can feel competent in particular tasks while 
maintaining a more moderate view of their overall self-
worth [27]. In other words, students may not always 
perceive themselves as highly capable in a general sense 
(global self-esteem) indicating that students may 
experience doubts about their overall self-worth, which 
could be influenced by factors like societal pressure or 
personal challenges, and when it comes to specific 
academic tasks, students feel confident in their abilities 
within specific domains, such as language skills or 
particular subjects. This high score reflects a positive self-
perception when focusing on particular areas of 
competence. However, Task Self-Esteem is rated as Very 
High Self-Esteem, indicating that students feel confident 
in their ability to handle tasks, particularly specific 
assignments or challenges. This implication reflects a 
strong belief in their capacity to engage with and complete 
tasks, often linked to academic achievement and 
persistence. Its development may result from effective 
teaching strategies that encourage small, consistent 
successes.  

However, the gap between task and global self-esteem 
suggests the need to expand students’ confidence beyond 
specific tasks. In local colleges like those in Misamis 
Oriental, external challenges may lower general self-
esteem, emphasizing the value of motivational support. 
Future programs should integrate affective support 
systems alongside language instruction to ensure balanced 
academic and emotional growth. 

3.4. Level of Students’ English Language 
Proficiency 

Table 3 shows the results of the students’ English 
Language Proficiency level across four domains: 
Vocabulary, Reading Comprehension, Syntax, and 
Grammar.  

Table 3. Students’ English Language Proficiency Level 

Domains Mean SD Total 
Items Interpretation 

Vocabulary 3.65 1.50 7 Low 
Reading 

Comprehension 3.16 1.28 8 Low 

Syntax 5.16 0.88 7 High 
Grammar 4.14 1.66 8 Low 

Overall Total 16.11 5.32 30 Low (Fair 
User) 

Overall Mean Legend: 
1 – 8: Limited User (Very Low)   17 – 23:  Proficient User (High) 
9 – 16: Fair User (Low)   24 – 30: Very Proficient User (Very High) 

 
Among the domains, Syntax recorded the highest mean 

score of 5.16 (SD = 0.88) out of 7, suggesting that 
students performed best in constructing or analyzing 
sentence structures. Grammar (M = 4.14, SD = 1.66), 
Vocabulary (M = 3.65, SD = 1.50), and Reading 
Comprehension (M = 3.16, SD = 1.28) showed a low level 
of proficiency, highlighting that this is the most 
challenging domain for the respondents.  

The high score in syntax suggests that formal 
instruction effectively reinforces rule-based English 
components. However, the 2018 PISA results showed 
Filipino students ranked lowest in reading comprehension, 
struggling with informational texts vital for academic 
success, [28] and had been observed its comparable trends 
across Vietnam, Indonesia, and Thailand [29]. These 
results struggle with low literacy levels, limited 
vocabulary, and reduced exposure to authentic reading 
materials [30].  

However, the overall English proficiency score of the 
students averaged 16.10 (SD = 3.03) out of 30, placing 
them within the category of "Low" level of proficiency or 
Fair User of English. This indicates that while students 
may excel in areas like syntax, their overall English 
proficiency remains limited. The low average underscores 
the need for focused support in reading comprehension 
and vocabulary to meet academic and professional 
language demands. Task-based and content-enriched 
instruction can significantly enhance students' engagement 
with language input, and proves their significance towards 
language development, thus, improving proficiency across 
multiple domains [31]. Strengthening foundational skills 
in vocabulary and reading are vital for students to progress 
from fair to proficient users of English, supporting their 
academic success and future professional communication. 

3.5. Teachers’ Pedagogical Practices (TPP)  
as Perceived by the Students Predict 
Students’ English Language  
Proficiency (ELP) 
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The results presented in Table 4 indicate that there is no 
statistically significant relationship between teachers’ 
pedagogical practices: Direct Instruction (DI), Task-Based 
Instruction (TBI), Project-Based Instruction (PBI), and 
Technology-Mediated Instruction (TMI) and students’ 
English Language Proficiency (ELP). 

Table 4. Regression Analysis of Predicting Students’ ELP by 
Pedagogical Practices as Perceived by the Students 

   MODEL 1 
Pedagogical 

Practices 
ELP Decision Remarks 

r-value p-value   
DI -0.010 0.875 Do not Reject NS 

TBI -0.099 0.104 Do not Reject NS 
PBI 0.003 0.956 Do not Reject NS 
TMI 0.019 0.757 Do not Reject NS 

Total Measure -0.029 0.635 Do not Reject NS 

Note: Analysis is based on Pearson Correlation; *significant (S) at 
p<0.05 level; and – not significant (NS) p≥0.05 level; SELP was log-
transformed to normalize the dataset.  

 
The correlation coefficients (R-values) for all four 

instructional strategies are close to zero, DI at -0.010 (p = 
0.875), TBI at -0.099 (p = 0.104), PBI at 0.003 (p = 0.956), 
and TMI at -0.019 (p = 0.757), with all p-values greater 
than 0.05. The overall p-value of 0.635 indicates that these 
pedagogical practices and English Language Proficiency 
(ELP) were not statistically significant. This suggests that 
students’ perceptions of pedagogical approaches do not 
meaningfully align with their English language 
proficiency levels. In other words, the perceived use of 
Direct, Task-Based, or Project-Based Instruction does not 
translate into measurable differences in language skills. 
This disconnect may stem from ineffective 
implementation or limited student engagement with the 
strategies. 

The absence of significant links between teaching 
strategies and language proficiency challenges the belief 
that structured or student-centered approaches 
automatically lead to better language outcomes. The 
effectiveness of these approaches may rely on mediating 
or moderating factors such as implementation quality, 
learner motivation and attitudes, and access to resources 
and support [32].  

Similarly, the effectiveness of pedagogical practices 
hinges not only on the methods themselves but also on 
how they are adapted to meet learners’ needs, the 
classroom environment, and the instructional goals [33].  

 The lack of correlation may indicate a gap between 
students’ perceptions of pedagogical practices and their 
actual impact, highlighting the need to better align 
instructional intent with student experience. English 
language proficiency may be more strongly shaped by 
factors beyond classroom instruction, such as self-study, 
media exposure, peer interaction, and affective variables 
like self-esteem and confidence.  

These insights call for pedagogical approaches that are 
both contextually responsive and integrated with strategies 
to enhance learner engagement, self-esteem, and holistic 
language growth. 

3.6. Teachers’ Pedagogical Practices (TPP) 
Predict Students’ Self-Esteem 

Table 5 shows the multiple regression results on how 
students’ perceptions of teachers’ pedagogical practices 
predict their self-esteem, highlighting which strategies 
significantly influence students’ confidence and self-worth 
in the classroom. 

Table 5. Regression Analysis of Predicting Students’ Self-Esteem by 
Pedagogical Practices as Perceived by the Students 

   MODEL 1 

Pedagogical 
Practices 

Self-Esteem Decision Remarks 
r-

value p-value   

DI -0.005 0.941 Do not Reject NS 
TBI 0.113 0.065 Do not Reject NS 
PBI 0.150* 0.014 Reject S 
TMI 0.300* 0.000  Reject S 

Total Measure 0.211* 0.000  Reject S 

Note: Analysis is based on Pearson Correlation: *significant (S) at 
p<0.05 level; and – not significant (NS)  p≥0.05 level 

 
The results of the correlation between students’ 

perceptions of their teachers’ pedagogical practices and 
their self-esteem. Overall, the total measure of 
pedagogical practices yielded a statistically significant 
positive relationship with student self-esteem (r = 0.211, p 
= 0.000), suggesting that students who perceive their 
teachers as effectively employing a variety of instructional 
strategies tend to report higher levels of self-esteem. The 
results suggest that while teaching practices may not 
directly impact English proficiency, they can positively 
influence students’ confidence, self-worth, and motivation 
in academic settings through supportive and varied 
instructional methods.  

Among the individual teaching strategies, Project-
Based Instruction (PBI) (r = 0.150, p = 0.014) and 
Technology-Mediated Instruction (TMI) (r = 0.300, p = 
0.000) were found to have statistically significant positive 
correlations with student self-esteem. The strongest 
correlation was found with TMI, suggesting that 
technology use in teaching enhances students’ self-esteem. 
This may stem from the autonomy, accessibility, and 
personalized learning experiences that digital tools 
provide, helping students feel more empowered and 
capable. Technology-enhanced instruction promotes 
greater learner confidence and reduces performance 
anxiety, especially in language learning contexts [34].   

PBI showed a weaker yet significant link to self-esteem, 
suggesting that engaging in meaningful, collaborative 
projects fosters a sense of achievement and self-worth. 
PBI promotes ownership, creativity, and tangible 
outcomes that reinforce students’ confidence and self-
belief. The experiential and participatory nature of project-
based learning contributes positively to students’ 
academic self-concept and emotional engagement [35]. 

Direct Instruction (DI) and Task-Based Instruction (TBI) 
showed no significant correlation with self-esteem, with 
DI nearly zero (r = -0.005, p = 0.941) and TBI nearing 
significance (r = 0.113, p = 0.065). This suggests that 
teacher-centered methods like DI may limit emotional 
growth, while TBI’s impact may depend on how tasks 
support autonomy, creativity, and success experiences. 

 From a practical perspective, this finding underscores 
the importance of integrating technology and project-
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based learning in higher education, not only to enhance 
academic outcomes but also to support students’ 
emotional and psychological development.  

3.7. Self-Esteem Predicts the Students’ ELP 
Table 6 provides further evidence regarding the role of 

students’ self-esteem in predicting their English Language 
Proficiency.  

Table 6. Regression Analysis of Predicting Students’ Self-Esteem 
and English Language Proficiency 

MODEL 1 

Self-Esteem (SE) 
ELP Decision Remarks 

r-
value p-value   

Global SE 0.103 0.091 Do not Reject NS 
Specific SE -0.101 0.097 Do not Reject NS 

Task SE -
0.124* 0.041 Reject S 

Total Measure -0.082 0.177  Do not Reject NS 

Note: Analysis is based on Pearson Correlation: *significant (S) at 
p<0.05 level; and – not significant (NS) p≥0.05 level. ELP was log-
transformed to normalize the dataset. 

 
Overall, the total self-esteem measure did not exhibit a 

significant relationship with ELP (r = -0.082, p = 0.177), 
indicating that, when all dimensions of self-esteem are 
considered together, there is no meaningful linear 
association with students’ ELP. The results show that 
none of the self-esteem dimensions (global self-esteem, 
specific self-esteem, and task-self-esteem) significantly 
predict ELP, as all p-values exceed the 0.05 significance 
level. Task Self-Esteem emerged as the only dimension 
significantly related to English Language Proficiency (r = 
-0.124, p = 0.041). Interestingly, the relationship is 
negative, suggesting that higher task-related self-esteem is 
associated with slightly lower English proficiency scores.  

 One possible explanation for this finding is the 
presence of overestimation or inflated confidence among 
some students, particularly those who perceive themselves 
as competent but may not consistently demonstrate actual 
mastery of the English language. The discrepancies 
between perceived and actual performance can occur 
when students possess high emotional or motivational 
self-perceptions but lack the linguistic accuracy or depth 
needed for academic proficiency [36]. 

 Global Self-Esteem (r = 0.103, p = 0.091) and Specific 
Self-Esteem (r = -0.101, p = 0.097) did not reach 
statistical significance, though both approached the 
threshold. The weak positive correlation for global self-
esteem suggests a trend where students who generally feel 
good about themselves may perform slightly better in 
English, though this effect is not strong enough to draw 
firm conclusions.  

Meanwhile, the slight negative correlation observed for 
specific self-esteem may reflect inconsistencies in students’ 
perceived versus actual competencies in language-related 
skills such as speaking, writing, and reading 

comprehension [37]. Students may feel confident in 
isolated tasks but still struggle with broader or integrated 
academic applications, which could explain the lack of a 
direct, linear relationship. 

While self-esteem influences motivation and 
engagement, its impact on language proficiency is often 
indirect, shaped by factors like effort, prior knowledge, 
and support systems. Affective variables such as self-
esteem interact with cognitive and contextual elements in 
complex ways. This negative relationship between task 
self-esteem and English proficiency suggests the need for 
more nuanced classroom support [38].   

Thus, reflective assessments and feedback can help 
students align self-perception with actual performance, 
encouraging accurate self-assessment and deeper learning 
in language instruction. These practices promote 
metacognitive awareness, allowing learners to identify 
their strengths and areas for improvement.   

3.8. Students’ Self-esteem Significantly 
Mediates the Relationship between the 
Pedagogical Practices and Students’ ELP 

Table 7 presents the mediation analysis on self-
esteem’s role in the relationship between Teachers’ 
Pedagogical Practices and students’ English proficiency. It 
explores whether self-esteem helps explain how teaching 
methods impact language learning by influencing students’ 
confidence, motivation, and self-perception. 

Building on the findings from the mediation analysis in 
Table 7, the relationship between Teachers’ Pedagogical 
Practices, students’ self-esteem, and their English 
Language Proficiency (ELP) reveals important yet 
detailed and meaningful insights. The analysis shows that 
the indirect effect of pedagogical practices on ELP 
through self-esteem was rejected (a × b = -0.006, SE = 
0.005, as the confidence interval includes zero. Likewise, 
the direct effect of pedagogical practices on ELP (c = -
0.005, SE = 0.024, and the total effect (c + a × b = -0.011, 
SE = 0.024, were both non-significant or did not reject the 
null hypothesis. These results suggest that self-esteem 
does not mediate, nor do pedagogical practices directly 
predict, students’ English language proficiency in a 
statistically meaningful way. 

Pedagogical practices did not significantly predict 
English Language Proficiency (ELP) because language 
learning involves many factors beyond instruction, such as 
motivation, exposure, and opportunities for real-world use. 
Teaching strategies must be paired with interactive, 
student-centered activities that promote authentic 
communication to drive language development [24].   

Thus, even strong pedagogy may have a limited effect 
without active learner involvement and supportive 
learning environments. 

The diagram below summarizes the mediation analysis 
by visually representing the relationships among 
pedagogical practices, self-esteem, and ELP to discuss the 
mediating effect of the direct and indirect variables. 
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Table 7. Mediation Analysis of Self-Esteem on the Relationship between Pedagogical Practices and Students’ ELP 

    95% CI   
Effect Label Estimate SE Lower Upper Decision Remarks 

Indirect a × b -0.006 0.005 -0.016 0.0046 Reject S 
Direct c -0.005 0.024 -0.054 0.0432 Do not reject NS 
Total c + a × b -0.011 0.024 -0.059 0.0360 Do not reject NS 

 
Figure 1. Mediation Analysis Diagram 

Table 8. Moderation Analysis of Sex on the Relationship Between Pedagogical Practices and Students’ ELP 

   95% CI   
Effect Estimate SE Lower Upper Z P 

Pedagogical Practices -0.00656 0.0243 -0.05415 0.0410 -0.270 0.787 
Sex 0.01665 0.0105 -0.00388 0.0372 1.590 0.112 

Pedagogical 
Practices * Sex -0.02214 0.0538 -0.12759 0.0833 -0.412 0.681 

Table 9. Moderation Analysis of Age on the Relationship Between Pedagogical Practices and Students’ ELP 

       95% CI   
Effect Estimate     SE Lower Upper    Z  P 

Pedagogical Practices -0.01652 0.02418 -0.0639 0.0309 -0.683    0.40.494 
Age -0.00990 0.00479 -0.0193 -5.07e−4 -2.066 0.039 

Pedagogical  
Practices * Age -0.00978 0.02379 -0.0564 0.0368  -   -0.411 0.681 

 
In this study, Path a (pedagogical practices →  self-

esteem) was significant (estimate = 0.148, p < 0.01), 
affirming that when teachers apply diverse, student-
centered methods, especially Technology-Mediated 
Instruction (TMI) and Project-Based Instruction (PBI), 
students tend to develop stronger self-concept and 
consistent with findings [9,10]. However, Path b (self-
esteem → ELP) failed to achieve significance, reaffirming 
earlier regression results (Table 6) and suggesting that 
improvements in self-esteem alone do not predict gains in 
language proficiency. The diagram illustrates that while 
pedagogical practices positively affect students’ self-
esteem, this does not significantly translate into improved 
English Language Proficiency (ELP), indicating no 
significant mediation effect. 

The findings align with previous research suggesting 
that while pedagogical practices influence learners’ 
affective development, including self-esteem, this 
affective growth may not directly translate into 
measurable language proficiency unless bolstered by other 
academic and behavioral factors [11,39]. 

 The results reflect the theoretical underpinnings of 
Bandura’s Social Cognitive Theory (SCT), which 
proposes that behavioral outcomes are shaped by dynamic 
interactions between personal, environmental, and 
behavioral factors. Teachers’ instructional practices act as 
environmental stimuli, which can shape self-esteem.   

 However, unless this internal state is activated by 
concrete behavior, such as sustained practice, task 

engagement, or metacognitive strategy use, performance 
outcomes like ELP may not significantly shift [16]. This 
observation was that high task-specific self-esteem, while 
critical, must coincide with opportunities for application, 
feedback, and reflection to impact academic outcomes 
meaningfully [12].   

 Furthermore, international assessments like PISA and 
EPI highlight the ongoing challenge in the Philippines, 
with Filipino students consistently ranking low in reading 
comprehension [5]. The gap between perceived 
competence and actual performance may help explain the 
non-significant mediation observed. While self-esteem can 
initiate engagement, it requires reinforcement through 
visible academic progress, often limited in contexts with 
limited exposure to authentic language use. 

3.9. Students’ Demographic Profile 
Moderates the Relationship between 
Pedagogical Practices and Students’ ELP 

The moderation analysis in Table 8 explored whether 
sex moderates the relationship between pedagogical 
practices and English Language Proficiency (ELP). The 
interaction term for Pedagogical Practices ✻ Sex was not 
statistically significant (Estimate = -0.02214, p = 0.681), 
indicating that the relationship between instructional 
strategies and language proficiency did not vary 
significantly between male and female students.  

Additionally, the main effect of sex on English 
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proficiency approached significance (p = 0.112) but 
ultimately did not meet the standard threshold (p < 0.05), 
suggesting no meaningful difference in English 
performance between genders in the context of this study. 

Pedagogical effectiveness in language learning tends to 
be gender-neutral when inclusive teaching methods are 
applied consistently [40]. In the local context, students in 
Philippine HEIs often outperform males in verbal tasks; 
the gender gap is diminishing as technological and 
project-based methods are increasingly integrated into 
instruction [41]. 

Table 9 examined whether age moderates the 
relationship between pedagogical practices and English 
Language Proficiency (ELP).  

The interaction term for Pedagogical Practices ✻ Age 
was not significant (Estimate = -0.00978, p = 0.681), 
indicating that age does not moderate the effect of 
pedagogical strategies on English performance. However, 
the main effect of age was significant (Estimate = -
0.00990, p = 0.039), suggesting that, independent of 
pedagogy, younger students tended to perform slightly 
better in English proficiency assessments. 

  The significant main effect of age may reflect findings 
that younger learners, particularly those in late 
adolescence and early adulthood, exhibit greater 
adaptability to technology-mediated and task-based 
learning environments [42]. Students often enhance their 
English skills through informal digital platforms and peer 
interaction, complementing formal learning and language 
proficiency. However, the non-significant interaction 
suggests that age does not affect how pedagogical 
practices influence English proficiency, as outcomes 
remain consistent across age groups. 

Table 10 tested whether civil status moderates the 
relationship between pedagogical practices and English 
Language Proficiency (ELP).  

Table 10. Moderation Analysis of Civil Status on the Relationship 
Between Pedagogical Practices and Students’ ELP 

   95% CI   

Effect Estimat
e SE Lower Upper Z  P 

Pedagogica
l Practices -

0.01344 
0.024

5 
-

0.061
4 

0.0345 
-

0.54
9 

0.583 

Civil Status -
0.00702 

0.013
9 

-
0.034

3 
0.0203 

-
0.50

4 

0.61
4 

Pedagogica
l  

  Practices 
* Civil 
Status 

-
0.05622 

0.077
9 

-
0.209

0 
0.0965 

-
0.72

1 

0.47
1 

 
The interaction term for Pedagogical Practices ✻ Civil 

Status was again not significant (Estimate = -0.05622, p = 
0.471), and the main effect of marital status on English 
proficiency was also not statistically significant (p = 
0.614). These results indicate that whether students are 
single or married does not affect how pedagogical 
practices relate to their English language performance. 

 This outcome aligns with prior research showing that 
marital status has an indirect effect on academic 
performance, influencing factors like time management 
and emotional well-being, but seldom plays a direct or 

moderating role in instructional effectiveness [43]. Similar 
study stated that civil status does not significantly affect 
academic performance among adult learners [44]. This 
idea supports that instructional quality and student 
engagement have a greater impact on English proficiency 
than demographic factors. 

Figure 2 provides a visual summary of the moderation 
analysis, illustrating the role of students’ demographic 
profile—specifically sex, age, and civil status—in the 
relationship between teachers’ pedagogical practices and 
students’ English language proficiency. The diagram 
presents three interaction terms tested in the analysis: 
Pedagogical Practices ✻ Sex (p = 0.681), Pedagogical 
Practices ✻ Age (p = 0.681), and Pedagogical Practices ✻ 
Civil Status (p = 0.471). All three interaction effects were 
statistically non-significant, showing that the link between 
pedagogical practices and ELP is consistent regardless of 
students’ demographic characteristics. Instructional 
strategies were equally effective regardless of 
demographic differences. This supports the study of Lin 
[45] who emphasized that well-implemented pedagogical 
approaches can transcend demographic differences. 
Demographic factors may affect study habits, but rarely 
alter the link between teaching strategies and academic 
outcomes [43]. 

 
Figure 2. Moderation Analysis Diagram 

3.10. Policy Brief to Ensure Alignment of 
Pedagogical Practices, Student Needs, 
and Measurable Language Outcomes 

Table 11 presents ten policy recommendations aimed at 
evaluating and proposing educational policies that align 
pedagogical practices with the students' learning needs 
and ELP outcomes, particularly in community-based 
colleges in Misamis Oriental. Based on empirical findings 
and CHED's regulatory frameworks, the recommendations 
address gaps in instructional effectiveness, resource access, 
and equity in quality English instruction.  

Despite high self-esteem and highly practiced 
pedagogical strategies, low English proficiency highlights 
the need for targeted interventions.  

Each recommendation includes a description, 
designated implementing agencies (e.g., CHED and 
academic offices), and relevant legal bases to ensure 
legitimacy and reinforce implementation. 

4. Policy Recommendations 

Table 11 outlines ten key policy recommendations 
aimed at improving English Language Proficiency (ELP) 
among college students by enhancing pedagogical 
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practices, strengthening learner support, and aligning 
institutional strategies with national education standards. 
Each recommendation is accompanied by a clear 
description and is matched with specific supporting 

agencies such as CHED, academic offices, and 
government institutions anchored in relevant legal bases to 
legitimize and reinforce their implementation. 

Table 11. Policy Recommendations to Improve the Level of English Language Proficiency of College Students 

Policy Description Agencies That Can Render Support / Affiliations 

1. Institutionalize Direct Instruction 
as a Core Strategy in Foundational 

English Courses 

Recognize Direct Instruction (DI) as a 
mandatory component in foundational English 

classes to ensure clarity, structure, and 
accessibility, particularly for students with 

limited prior exposure to English. 

 

CHED, English Departments, Curriculum Committees, 
Academic Affairs Office 

 

CHED CMO No. 75, s. 2017 (Policies and Standards for 
BA English); RA 10533 (Enhanced Basic Education Act of 

2013) – emphasizing pedagogical strategies 
 

2. Mandate a Balanced Integration of 
Instructional Strategies in 

Curriculum Design 

Mandate teacher education programs to 
integrate DI, TBI, PBI, and TMI in course 

planning, aligned with CHED PSGs and OBE, 
ensuring the inclusivity, cultural relevance, and 

responsiveness of the curriculum to diverse 
learning styles and contexts. 

 

 
CHED, College of Teacher Education, Institutional 

Curriculum Planning Committees 
 

CHED CMO No. 74, s. 2017 (Policies and Standards for 
BSEd); RA 7722 (Higher Education Act of 1994 

3. Require Faculty Training in 
Student-Centered and Differentiated 

Pedagogies 

Implement continuous professional 
development (CPD) on differentiated 
instruction, formative assessment, and 

educational technology through CHED-
accredited training programs. 

 

 

CHED, CPD Providers, Faculty Development Offices, 
Private Training Institutions 

 

RA 10912 (CPD Act of 2016); CHED CMO No. 1, s. 2020 
(Flexible Learning Policy 

4. Launch Targeted English 
Language Remediation Programs 

Create institutional support programs such as 
reading clinics, vocabulary-building workshops, 

and modular learning for students with low 
proficiency, especially in vocabulary and 

comprehension. 
 

 
Language Centers, Academic Support Services, English 

Faculty, Student Affairs Office 
 

CHED CMO No. 20, s. 2013 (General Education 
Curriculum 

5. Establish or Upgrade Language 
Laboratories in Compliance with 

CHED PSGs 

Prioritize the setup or improvement of physical 
or digital language laboratories as required 

under CHED CMO No. 20, s. 2013 to support 
experiential and interactive English learning. 

 
CHED, School Administration, ICT Office, Local 

Government Units (LGUs), TESDA 
 

CHED CMO No. 75, s. 2017 – requiring instructional 
facilities 

6. Adopt a Systematic Student 
Feedback Mechanism on Instruction 

Develop a standardized student feedback 
system evaluating instructional clarity, 

engagement, and effectiveness, with results 
used to improve teaching practices. 

 

Quality Assurance Offices, Institutional Planning and 
Development Office, MIS/IT Units 

 

CHED Memo re: Internal Quality Assurance Framework; 
CHED CMO No. 46, s. 2012 (Outcomes-Based and 

Typology-Based QA) 
 

7. Promote Technology-Enhanced 
Learning Environments 

Institutionalize educational technologies to 
enhance learning and boost self-esteem, with 
budget and training support for AI tools, e-

learning platforms, and gamified apps. 

 

ICT Department, CHED, DICT, Tech Companies (e.g., 
Google for Education, Microsoft), EdTech NGOs 

 

CHED CMO No. 1, s. 2020 (Flexible Learning Policy); RA 
10929 (Free Internet Access in Public Places Act) 

 

8. Introduce Context-Sensitive 
English Instructional Materials 

Implement inclusive policies that guarantee 
access to English support services for 

disadvantaged learners through peer mentoring, 
language tutorials, and free digital learning 

tools. 
 

 

English Faculty, Instructional Materials Development 
Teams, Local Authors 

 
RA 10533 – Mother Tongue-Based Multilingual Education 

(MTB-MLE); CHED PSGs promoting contextualization 

9. Ensure Equity of Access to 
English Learning Support Services 

Implement inclusive policies that guarantee 
access to English support services for 

disadvantaged learners through peer mentoring, 
language tutorials, and free digital learning 

tools. 
 

 

Guidance and Counseling Office, Student Services, NGOs, 
Community Literacy Centers 

 
RA 7277 (Magna Carta for Disabled Persons); CHED 

Inclusive Education Guidelines 

10. Align Institutional Policies with 
CHED’s Quality Assurance and 

Accreditation Standards 

Embed all pedagogical improvements within 
the broader CHED Quality Assurance 

Framework and accreditation benchmarks (e.g., 
ALCUCOA), ensuring sustainability and 

compliance. 

 

CHED, ALCUCOA, Institutional QA Office, Accrediting 
Agencies, Board of Trustees 

 
CHED CMO No. 46, s. 2012; RA 7722 – Mandate for 

Quality Assurance in Higher Education 
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5. Conclusion 

The study found that while students rated teachers’ 
pedagogical practices such as direct, task-based, project-
based, and technology-mediated instruction, at a high 
level, these did not significantly predict English Language 
Proficiency. Grounded in Bandura’s Social Cognitive 
Theory, this suggests that instructional methods alone are 
not enough without engagement, feedback, and authentic 
language use.  

However, technology-mediated instruction positively 
influenced students’ self-esteem, supporting SCT’s view 
of the environment's role in shaping personal beliefs, 
indicating that digital, student-centered classrooms 
enhance academic confidence and emotional well-being. 
Still, self-esteem did not significantly predict or mediate 
English Language Proficiency and pedagogical practices; 
it needs to align affective support with competence-
building activities and include cognitive and behavioral 
mediators like motivation and engagement.  

The findings emphasize that language learning is 
complex and requires aligned psychological, instructional, 
and contextual factors. Effective instruction must include 
guided practice, feedback, and student motivation. No 
significant moderation by demographic variables suggests 
quality teaching benefits all learners.  

 While pedagogical practices and student self-esteem 
are relatively strong, English Language Proficiency 
remains low among students in local colleges. This 
disconnect implies that teaching strategies alone are 
insufficient without aligned, resource-supported, and 
evidence-based interventions. Thus, this study 
recommends ten policies to enhance English instruction, 
focusing on instructional diversity, faculty training, 
remediation, tech-based tools, and CHED-aligned support 
systems. As shown in Table 11 above, indicates a need for 
institutionalized policies that operationalize CHED 
standards and address the unique realities of students in 
under-resourced, community-based higher education 
institutions. The findings advocate for a paradigm shift: 
from practice-based evaluation alone to outcome-based 
policy implementation that ensures equitable, effective, 
and measurable English language learning.  
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