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Abstract
The transition from English as a Foreign Language (EFL) to English as a Second Language (ESL)-oriented pedagogy has become increasingly critical in tourism education, particularly in emerging economies such as Vietnam where English proficiency directly shapes graduate employability and service quality. Drawing on teacher cognition theory, sociocultural perspectives, and professional agency theory, this study develops and empirically tests a structural model linking teacher beliefs, professional identity, and professional agency to pedagogical innovation and teacher-perceived communicative competence in tourism English education. Using survey data collected from 112 English lecturers in tourism and hospitality programs across universities in Ho Chi Minh City, Vietnam, the study employs Partial Least Squares Structural Equation Modeling (PLS-SEM) to examine both linear and indirect relationships. The findings reveal that teacher beliefs regarding communicative and industry-relevant English significantly influence identity reconstruction and agency enactment, which in turn drive pedagogical innovation (e.g., experiential learning, VR/AR integration) and enhance teacher-perceived communicative competence. Professional agency emerges as a key mediating mechanism translating beliefs into practice under institutional constraints. This study contributes to the literature by integrating teacher cognition with ESL transition in tourism education and provides actionable implications for curriculum reform, teacher development, and policy in Vietnam and comparable contexts.
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1. Introduction
The globalization of tourism and the increasing mobility of international travelers have positioned English as a critical lingua franca in hospitality and tourism industries, thereby reshaping the objectives of language education in non-English-speaking countries. In this context, tourism education must move beyond traditional EFL paradigms toward more practice-oriented, ESL-like environments where English is used as a tool for authentic communication rather than as an abstract academic subject (Cloudia Ho, 2020). This transformation is particularly salient in Vietnam, where tourism has become a strategic economic sector and universities are under pressure to produce graduates with strong communicative competence and workplace readiness. 
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Despite this demand, prior research consistently highlights a mismatch between tourism English training and industry expectations, particularly in developing contexts where language instruction remains grammar-focused and examination-driven(Al-Tarawneh & Osam, 2019; Ghany & Latif, 2012) . This gap suggests that structural reform alone is insufficient; rather, understanding teachers as key agents of change becomes essential. Teachers’ beliefs, identity, and professional agency fundamentally shape how curricular innovations are interpreted and implemented in practice.
While previous studies have examined communicative language teaching (CLT) and technology-enhanced learning in tourism education (Elfiondri et al., 2021; He et al., 2025), limited research integrates these pedagogical developments with teacher cognition and agency frameworks (Pantaruk et al., 2026), particularly using robust empirical methods such as PLS-SEM. Moreover, there is a lack of Vietnam-specific empirical evidence examining how teachers navigate the transition toward ESL-oriented tourism education (Şimşek & Kalıpçı, 2023).
1.1 Problem Statement
Although Vietnam's tourism sector increasingly requires graduates who can communicate fluently and appropriately in authentic service encounters, tourism English instruction at the tertiary level remains predominantly grammar-oriented, examination-driven, and detached from workplace communication demands. Reform efforts have concentrated on revising curricula and adopting new technologies, yet these structural interventions have produced limited improvement in graduates' communicative readiness. The central problem this study addresses is that the success of the transition from an EFL to an ESL orientation depends less on curricular documents than on whether teachers—who ultimately interpret and enact reform—hold the beliefs, reconstruct the professional identities, and exercise the agency required to translate ESL-oriented intentions into innovative classroom practice. At present, it remains unclear which teacher-level mechanisms actually convert reform intentions into pedagogical innovation and, in turn, into improved communicative outcomes, leaving institutions without an evidence-based basis for prioritizing their limited development resources.
1.2 Research Gap
Three gaps motivate this study. First, although communicative language teaching (CLT) and technology-enhanced learning have been examined extensively in tourism education (Elfiondri et al., 2021; He et al., 2025), few studies integrate these pedagogical developments with teacher cognition and professional agency frameworks within a single, empirically testable model; existing work tends to treat beliefs, identity, agency, and innovation in isolation rather than specifying the sequential mechanism that links them. Second, prior research frequently assumes that reconstructing teacher identity is sufficient to generate innovative practice, yet the distinct mediating role of professional agency in converting identity into action remains empirically underexamined. Third, despite growing policy attention to English-medium employability in Vietnam, there is a shortage of Vietnam-specific, model-based evidence on how teachers navigate the transition toward ESL-oriented tourism education (Şimşek & Kalıpçı, 2023). Addressing these gaps requires a robust quantitative approach capable of testing an integrated mediation model, which this study provides through PLS-SEM.
1.3 Scope and Delimitations
This study is deliberately bounded in several respects. Empirically, it focuses on English lecturers teaching tourism and hospitality programs at universities in Ho Chi Minh City, Vietnam—a leading tourism and educational hub—and does not claim to represent all Vietnamese regions or institutions. Conceptually, the model is delimited to five teacher-centered constructs (teacher beliefs, professional identity, professional agency, pedagogical innovation, and teacher-perceived communicative competence) and intentionally excludes institutional-level antecedents such as leadership, workload, and policy constraints, as well as student-generated performance data, which lie beyond the study's teacher-cognition focus. The outcome construct is operationalized as teachers' perceptions of student communicative competence rather than as objective or student-reported proficiency; accordingly, the findings should be interpreted as reflecting instructor-perceived outcomes. These boundaries define the analytical scope of the study and are revisited as limitations and directions for future research in Section 8.
1.4 Research Objectives and Questions
To address the problem and gaps outlined above, this study develops and empirically tests a structural model linking teacher beliefs, professional identity, and professional agency to pedagogical innovation and teacher-perceived communicative competence in tourism English education. Specifically, it seeks to answer three research questions: (RQ1) How do teacher beliefs shape professional identity and professional agency in the transition toward ESL-oriented tourism education? (RQ2) Through what mechanism do professional identity and professional agency translate into pedagogical innovation? and (RQ3) To what extent does pedagogical innovation enhance teacher-perceived communicative competence? By answering these questions, the study clarifies the teacher-level mechanisms underpinning ESL-oriented pedagogical transformation and identifies where institutional resources can be most effectively directed.
2. Literature Review and Hypothesis Development
2.1 Theoretical Framework
The conceptual model of this study integrates three complementary theoretical lenses—teacher cognition theory, sociocultural theory, and professional agency theory—to explain how the transition from an EFL to an ESL orientation is enacted in tourism English education. Teacher cognition theory provides the cognitive foundation of the model, positing that teachers' beliefs, knowledge, and assumptions about language and learning function as the primary filter through which curricular reforms are interpreted and instructional decisions are made (Borg, 2003; Wyatt & Dikilitıaş, 2019). Within this framework, teacher beliefs are treated as the antecedent that initiates the transformation process.
Sociocultural theory complements this cognitive foundation by locating teacher development within social, institutional, and professional contexts. From this perspective, professional identity is not a fixed attribute but a dynamic, socially negotiated construct that evolves as teachers interact with institutional expectations, industry demands, and emerging pedagogical roles (Langum & Sullivan, 2020; Tao & Gao, 2017). Sociocultural theory therefore explains how beliefs are mediated by context to reshape teachers' self-perceptions in ESL-oriented settings, moving them from knowledge transmitters toward facilitators and designers of experiential learning.
Professional agency theory supplies the behavioral bridge between cognition and practice. Agency—teachers' capacity to make intentional pedagogical choices and act purposefully within, and at times against, institutional constraints—is the mechanism that converts beliefs and reconstructed identities into concrete instructional innovation (Priestley et al., 2015; Tao & Gao, 2017). Integrating these three lenses yields a coherent cognitive–behavioral logic in which cognition (beliefs) is filtered through socially constructed identity and enacted through agency to produce pedagogical innovation and, ultimately, teacher-perceived communicative competence. Figure 1 operationalizes this integrated framework, and the hypotheses developed in the following subsections (2.2–2.5) trace each pathway in this sequence.
2.2 Teacher Beliefs and ESL-Oriented Pedagogy
Teacher beliefs represent deeply held assumptions about teaching and learning that guide instructional practices (Wyatt & Dikilitaş, 2019). In tourism education, beliefs about communicative competence, industry relevance, and experiential learning are particularly critical. Communicative Language Teaching (CLT) has been shown to significantly enhance students’ communicative competence and confidence in tourism English contexts (Liu et al., 2024; Şimşek & Kalıpçı, 2023). However, the adoption of CLT and similar approaches depends largely on teachers’ epistemological orientations and perceived teaching goals. In emerging ESL-like environments, teachers who believe in the importance of authentic communication and workplace alignment are more likely to adopt experiential and student-centered approaches. Conversely, teachers who maintain traditional beliefs may resist pedagogical change. Therefore:
H1: Teacher beliefs positively influence professional identity reconstruction toward ESL-oriented teaching.
H2: Teacher beliefs positively influence professional agency in tourism English education.
2.3 Professional Identity Transformation
Teacher identity is not static but evolves through interaction with institutional contexts, professional expectations, and pedagogical demands (Langum & Sullivan, 2020). In tourism education, the shift toward ESL requires teachers to move from knowledge transmitters to facilitators of experiential learning and industry-relevant communication (Ju et al., 2025). The integration of immersive technologies such as VR and AR has further expanded the teacher’s role as a designer of learning environments that simulate real-world communication scenarios, thereby enhancing student engagement and reducing anxiety (Akyürek et al., 2024). Identity reconstruction thus becomes a crucial mechanism through which beliefs are translated into pedagogical practices. Therefore:
H3: Professional identity positively influences professional agency.
H4: Professional identity positively influences pedagogical innovation.
2.4 Professional Agency as a Mediator
Professional Agency refers to teachers’ capacity to act purposefully and make pedagogical decisions within institutional constraints (Habib et al., 2026). In tourism education, agency enables teachers to adapt curricula, integrate technology, and align teaching with industry needs (Liu et al., 2024). Studies on AR, VR, and experiential learning demonstrate that innovative teaching practices significantly improve student engagement and practical competencies (Ju et al., 2025). However, the adoption of such practices depends on teachers’ ability to exercise agency.
H5: Professional agency positively influences pedagogical innovation.
2.5 Pedagogical Innovation and Student Outcomes
Pedagogical innovation in tourism education increasingly encompasses a range of learner-centered and practice-oriented approaches, notably experiential learning, technology-enhanced instruction such as virtual reality (VR) and augmented reality (AR), and industry-based simulations that replicate authentic workplace scenarios (Ju et al., 2025). These approaches shift the focus from traditional knowledge transmission toward immersive and interactive learning environments in which students actively engage in communication tasks reflective of real tourism contexts. Empirical evidence suggests that experiential learning and simulation-based activities enable students to develop practical language skills, enhance confidence, and bridge the gap between classroom knowledge and industry expectations, while technology-enhanced tools such as VR and AR further enrich learning by providing realistic, low-risk environments for practicing communication and decision-making (Akyürek et al., 2024; Rahmanu & Molnár, 2026). In addition, multimedia resources such as video-based instruction and digital platforms contribute to vocabulary acquisition and contextual understanding, thereby strengthening communicative competence (Cloudia Ho, 2020). Collectively, these pedagogical innovations not only improve student engagement but also foster employability skills by aligning language learning with professional practice in tourism settings (Kacetl & Frydrychova-Klimova, 2015). Accordingly, it is hypothesized that pedagogical innovation has a significant positive effect on teacher-perceived communicative competence.
H6: Pedagogical innovation positively influences teacher-perceived communicative competence.
3. Research Model
The proposed research model, presented in Figure 1, is grounded in an integrated theoretical framework that combines teacher cognition, sociocultural theory, and professional agency perspectives to explain pedagogical transformation in ESL-oriented tourism education. Specifically, the model comprises five key constructs: Teacher Beliefs (TB), Professional Identity (PI), Professional Agency (PA), Pedagogical Innovation (PIN), and Teacher-Perceived Communicative Competence (CC). Teacher beliefs (TB) refer to instructors’ underlying assumptions about language teaching, particularly the importance of communicative competence and industry-relevant English in tourism contexts, which have been shown to shape instructional practices and learning outcomes (Cloudia Ho, 2020). These beliefs influence the development of professional identity (PI), defined as teachers’ evolving self-perception as facilitators of communication, designers of experiential learning. In tourism education, identity reconstruction is increasingly necessary as teaching shifts toward more authentic, practice-based approaches supported by immersive technologies such as VR and AR (Takada et al., 2022). Professional agency (PA) represents teachers’ capacity to make pedagogical decisions, adapt curricula, and implement innovative teaching strategies within institutional constraints, playing a critical mediating role in translating beliefs and identity into actual classroom practices. This agency is particularly important for adopting pedagogical innovation (PIN), which includes experiential learning, simulation-based instruction, and technology-enhanced approaches that have been demonstrated to improve student engagement and practical competencies in tourism education (Rahmanu & Molnár, 2026; Takada et al., 2022). Finally, teacher-perceived communicative competence (CC) reflects teachers’ assessment of students’ ability to use English effectively in real-world tourism situations, a core outcome of tourism English programs and a key determinant of employability (Al-Tarawneh & Osam, 2019; Ghany & Latif, 2012). Collectively, these five constructs form a coherent structural model that captures both the cognitive and behavioral mechanisms underpinning the transition toward ESL-oriented pedagogy in tourism education.
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Figure 1. Research model (CC = Teacher-Perceived Communicative Competence)

4. Methodology
Data were collected from 112 English lecturers teaching tourism and hospitality programs at universities located in Ho Chi Minh City, Vietnam, which serves as a major educational and tourism hub with strong industry–academic linkages. Respondents were required to have at least one year of experience teaching Tourism English or English for Specific Purposes (ESP) courses to ensure adequate familiarity with industry-oriented language instruction. A structured questionnaire was administered using both online and offline distribution methods to maximize response rates and capture a diverse sample of instructors across public and private institutions. All measurement items were assessed using a seven-point Likert scale ranging from 1 (strongly disagree) to 7 (strongly agree), allowing for greater sensitivity and variance in responses, which is particularly suitable for PLS-SEM analysis.
The measurement scales used in this study were adapted and contextualized from established literature in communicative language teaching (CLT), English for Specific Purposes (ESP), and tourism education to ensure both content validity and contextual relevance. Specifically, Teacher Beliefs (TB) were operationalized to capture instructors’ orientations toward communicative, industry-relevant, and practice-based language teaching, consistent with prior studies emphasizing the importance of communicative competence and workplace alignment in tourism English education (Cloudia Ho, 2020; Ghany & Latif, 2012). The TB construct included four items: TB1 (“I believe English teaching should focus on real-world communication”), TB2 (“Industry-relevant English is more important than grammar accuracy”), TB3 (“Students should learn English through interaction and practice”), and TB4 (“Tourism English should reflect workplace communication needs”). Professional Identity (PI) was measured to reflect teachers’ evolving roles in ESL-oriented environments, particularly their shift toward facilitation, experiential design, and industry alignment. This construct aligns with research highlighting the transformation of teacher roles in tourism education and technology-enhanced learning contexts (Rahmanu & Molnár, 2026; Takada et al., 2022). Four items were used: PI1 (“I see myself as a facilitator of communication”), PI2 (“I integrate industry practices into my teaching”), PI3 (“My role includes preparing students for real-world tourism contexts”), and PI4 (“I design learning experiences rather than only deliver content”). Professional Agency (PA) was operationalized to capture teachers’ capacity to make pedagogical decisions, innovate, and adapt to contextual demands, consistent with prior studies emphasizing the importance of agency in implementing educational innovations (Tao & Gao, 2017). The scale included PA1 (“I adapt teaching methods based on student needs”), PA2 (“I experiment with new teaching approaches”), PA3 (“I integrate technology into my teaching”), and PA4 (“I modify curriculum content to align with industry demands”). Pedagogical Innovation (PIN) was measured to reflect the extent to which teachers adopt experiential, simulation-based, and technology-enhanced teaching practices, which have been widely recognized as critical for improving engagement and practical competencies in tourism education (Ju et al., 2025). The items included PIN1 (“I use experiential learning activities”), PIN2 (“I incorporate simulations or role-plays”), PIN3 (“I use digital tools such as VR, video, or AR in teaching”), and PIN4 (“I design interactive classroom activities”). Finally, Teacher-Perceived Communicative Competence (CC) was measured based on teachers’ perceptions of student learning outcomes in tourism contexts. Because all CC items capture instructors’ perceptions rather than objective or student-reported proficiency, the construct is labeled Teacher-Perceived Communicative Competence throughout the study to reflect its measurement basis accurately, reflecting the central goal of ESL-oriented instruction. This construct is consistent with prior research emphasizing the importance of communicative ability, confidence, and real-world interaction skills in tourism English education (Cloudia Ho, 2020). The scale included CC1 (“Students can communicate effectively in tourism contexts”), CC2 (“Students demonstrate confidence in speaking English”), CC3 (“Students can handle real-life service situations”), and CC4 (“Students show improved interaction skills”).
Data analysis was conducted using Partial Least Squares Structural Equation Modeling (PLS-SEM) with Smart-PLS 4, following a two-stage approach that included assessment of the measurement model and the structural model, in line with established guidelines for variance-based SEM (Hair et al., 2011; Henseler et al., 2014). PLS-SEM was selected due to its suitability for exploratory research, prediction-oriented models, and complex relationships involving mediation effects, as well as its robustness with relatively small to medium sample sizes. To determine the minimum required sample size, this study employed G*Power, a widely used tool for statistical power analysis in behavioral and social sciences research. Following the guidelines for structural equation modeling, the sample size was calculated based on the maximum number of predictors pointing to an endogenous construct in the proposed model. In this study, the most complex endogenous construct is Pedagogical Innovation (PIN), which has two predictors (Professional Identity and Professional Agency). Accordingly, an a priori power analysis was conducted using the F-test: Linear multiple regression (fixed model, R² deviation from zero) with the following parameters: a medium effect size (f² = 0.15), a significance level (α) of 0.05, and a statistical power (1 – β) of 0.80, which are commonly recommended thresholds in SEM research (Hair et al., 2023). The results from G*Power indicated that the minimum required sample size is 68 observations. Given that this study collected data from 112 respondents, the sample size exceeds the minimum requirement, thereby ensuring adequate statistical power for detecting significant relationships within the model. This also aligns with the “10-times rule” in PLS-SEM, further supporting the adequacy and robustness of the sample size for model estimation and hypothesis testing.

5. Results and Data Analysis
The demographic profile of the respondents is presented in Table 1. Among the 112 English lecturers surveyed in Ho Chi Minh City, the majority were female (58.9%), while male respondents accounted for 41.1%. In terms of age distribution, most participants were between 30 and 39 years old (46.4%), followed by those under 30 (25.0%), indicating a relatively young and dynamic teaching workforce. Regarding teaching experience, a substantial proportion of respondents had between four and six years of experience (32.1%), while 26.8% had seven to ten years, suggesting that most participants possessed moderate to high levels of professional experience. In terms of educational qualifications, the majority held a master’s degree (64.3%), followed by doctoral degrees (19.6%), reflecting a well-qualified academic sample. Additionally, 60.7% of respondents were affiliated with public universities, while 39.3% worked in private institutions, ensuring representation across different institutional contexts. With respect to experience in teaching Tourism English or ESP courses, most lecturers reported more than four years of experience, highlighting their familiarity with industry-oriented language instruction. Overall, the sample demonstrates a balanced and experienced group of educators suitable for examining ESL-oriented pedagogical transformation in tourism education.
Table 1 
Demographic Profile of Respondents (N = 112)

	Characteristics
	Category
	Frequency (n)
	Percentage (%)

	Gender
	Male
	46
	41.1

	
	Female
	66
	58.9

	Age
	Under 30
	28
	25.0

	
	30–39
	52
	46.4

	
	40–49
	22
	19.6

	
	50 and above
	10
	8.9

	Teaching Experience
	1–3 years
	24
	21.4

	
	4–6 years
	36
	32.1

	
	7–10 years
	30
	26.8

	
	More than 10 years
	22
	19.6

	Education Level
	Bachelor’s Degree
	18
	16.1

	
	Master’s Degree
	72
	64.3

	
	Doctoral Degree
	22
	19.6

	Type of Institution
	Public University
	68
	60.7

	
	Private University
	44
	39.3

	ESP/Tourism English Experience
	1–3 years
	30
	26.8

	
	4–6 years
	40
	35.7

	
	More than 6 years
	42
	37.5


Sources: Author

5.1 Measurement Model
Table 2 presents the results of the measurement model assessment, including indicator loadings, internal consistency reliability, convergent validity, and multicollinearity diagnostics for all constructs. Overall, the results demonstrate that the measurement model satisfies the recommended criteria for reliability and validity in PLS-SEM analysis (Hair et al., 2011). First, the indicator loadings for all items exceed the acceptable threshold of 0.70, with most values ranging from 0.79 to 0.90, indicating strong item reliability. Although one item (CC4 = 0.681) is slightly below the ideal threshold, it remains acceptable as it is close to 0.70 and does not adversely affect the overall construct reliability. This suggests that all indicators adequately represent their respective latent constructs. Second, internal consistency reliability is confirmed through Cronbach’s alpha and composite reliability (ρa and ρc). All constructs exhibit Cronbach’s alpha values above 0.80, ranging from 0.816 (CC) to 0.898 (TB), exceeding the recommended threshold of 0.70. Similarly, composite reliability values (ρc) range from 0.880 to 0.929, indicating a high level of internal consistency across all constructs. Third, convergent validity is established through the Average Variance Extracted (AVE). All constructs demonstrate AVE values above the recommended minimum of 0.50, ranging from 0.648 (CC) to 0.766 (TB), confirming that each construct explains more than half of the variance of its indicators. Finally, multicollinearity was assessed using Variance Inflation Factor (VIF) values. All VIF values are below the conservative threshold of 3.0, indicating that there are no significant collinearity issues among the indicators (Ooi & Tan, 2016). 
Table 2
Indicator Loadings, Internal Consistency Reliability, Convergent Validity, and Multicollinearity Diagnostics for All Constructs
	Construct
	Items
	Loadings
	Cronbach's alpha
	Composite reliability (rho_a)
	Composite reliability (rho_c)
	Average variance extracted (AVE)
	VIF

	CC
	CC1
	0.829
	0.816
	0.820
	0.880
	0.648
	2.157

	 
	CC2
	0.820
	 
	 
	 
	 
	2.086

	 
	CC3
	0.877
	 
	 
	 
	 
	2.675

	 
	CC4
	0.681
	 
	 
	 
	 
	1.240

	PA
	PA1
	0.819
	0.881
	0.881
	0.918
	0.737
	1.913

	 
	PA2
	0.875
	 
	 
	 
	 
	2.599

	 
	PA3
	0.863
	 
	 
	 
	 
	2.781

	 
	PA4
	0.875
	 
	 
	 
	 
	2.619

	PI
	PI1
	0.834
	0.871
	0.873
	0.912
	0.721
	2.194

	 
	PI2
	0.803
	 
	 
	 
	 
	1.711

	 
	PI3
	0.890
	 
	 
	 
	 
	2.861

	 
	PI4
	0.868
	 
	 
	 
	 
	2.369

	PIN
	PIN1
	0.845
	0.840
	0.874
	0.889
	0.668
	1.811

	 
	PIN2
	0.857
	 
	 
	 
	 
	1.924

	 
	PIN3
	0.790
	 
	 
	 
	 
	2.269

	 
	PIN4
	0.776
	 
	 
	 
	 
	2.230

	TB
	TB1
	0.861
	0.898
	0.904
	0.929
	0.766
	2.387

	 
	TB2
	0.844
	 
	 
	 
	 
	2.157

	 
	TB3
	0.892
	 
	 
	 
	 
	2.829

	 
	TB4
	0.903
	 
	 
	 
	 
	2.966



Table 3 presents the assessment of discriminant validity using the Heterotrait–Monotrait ratio (HTMT), following the recommended threshold of 0.90 for conceptually similar constructs. The HTMT values range from 0.531 to 0.860, all of which are below the conservative cut-off value of 0.90, thereby confirming adequate discriminant validity among the constructs (Ab Hamid et al., 2017). Specifically, the highest HTMT value is observed between Professional Agency (PA) and Professional Identity (PI) (HTMT = 0.860), which is expected given the conceptual proximity of these constructs within teacher cognition and agency frameworks. Similarly, the relationship between Teacher Beliefs (TB) and Professional Identity (PI) shows a relatively high HTMT value (0.839), reflecting their theoretical interdependence. However, both values remain within acceptable limits, indicating that the constructs are empirically distinct despite their conceptual relatedness. Lower HTMT values are observed between Pedagogical Innovation (PIN) and other constructs, such as PIN–TB (0.531) and PIN–PI (0.594), suggesting clearer differentiation between pedagogical practices and underlying cognitive or identity-related constructs. Additionally, the HTMT values involving Communicative Competence (CC) are all below 0.75, further supporting the distinctiveness of outcome variables from antecedent constructs. Overall, the HTMT results provide strong evidence of discriminant validity, confirming that all constructs in the model are sufficiently distinct and capturing different theoretical dimensions. This supports the robustness of the measurement model and justifies proceeding with structural model evaluation.
Table 3 
Discriminant Validity-HTMT Results
	
	CC
	PA
	PI
	PIN
	TB

	CC
	
	
	
	
	

	PA
	0.743
	
	
	
	

	PI
	0.699
	0.860
	
	
	

	PIN
	0.631
	0.747
	0.594
	
	

	TB
	0.737
	0.777
	0.839
	0.531
	



5.2 Structural Model Assessment
Table 4 presents the results of the structural model analysis, including path coefficients, t-values, p-values, and confidence intervals obtained through bootstrapping procedures. Overall, the findings provide strong empirical support for most of the hypothesized relationships, highlighting the critical role of teacher cognition and agency in driving pedagogical innovation and communicative outcomes. First, Teacher Beliefs (TB) exhibit a strong and statistically significant positive effect on Professional Identity (PI) (β = 0.753, t = 11.094, p < 0.001), supporting H1. This indicates that teachers who hold strong beliefs in communicative and industry-oriented language teaching are more likely to reconstruct their professional identity toward facilitative and experiential roles. Similarly, TB also has a significant positive effect on Professional Agency (PA) (β = 0.292, t = 3.382, p = 0.001), supporting H2, suggesting that teacher beliefs contribute directly to their capacity to act and make pedagogical decisions. Second, Professional Identity (PI) significantly influences Professional Agency (PA) (β = 0.539, t = 6.451, p < 0.001), supporting H3. This finding highlights that identity reconstruction plays a key role in enabling teachers to exercise agency and adapt their teaching practices. However, the direct relationship between Professional Identity and Pedagogical Innovation (PIN) is not statistically significant (β = 0.092, t = 0.963, p = 0.336), leading to the rejection of H4. This suggests that identity alone may not be sufficient to drive innovation unless it is translated into action through agency. In contrast, Professional Agency (PA) demonstrates a strong and significant positive effect on Pedagogical Innovation (PIN) (β = 0.603, t = 6.657, p < 0.001), supporting H5. This finding confirms that agency is a critical mechanism through which teachers implement innovative practices such as experiential learning and technology integration. Finally, Pedagogical Innovation (PIN) significantly influences Communicative Competence (CC) (β = 0.564, t = 7.786, p < 0.001), supporting H6, indicating that innovative teaching approaches substantially enhance students’ ability to communicate effectively in tourism contexts. Overall, the results suggest a sequential mechanism in which teacher beliefs shape identity and agency, while professional agency plays a central role in driving pedagogical innovation, which ultimately leads to improved communicative competence. The non-significant relationship between professional identity and pedagogical innovation further emphasizes the importance of agency as a mediating factor in translating cognitive and identity-related constructs into practical teaching outcomes.
Table 4 
Structural Model Results
	Hypothesis
	Path
	Original sample (O)
	Sample mean (M)
	Standard deviation (STDEV)
	T statistics (|O/STDEV|)
	P values
	2.50%
	97.50%
	Remark

	H1
	TB -> PI
	0.753
	0.746
	0.068
	11.094
	0.000
	0.592
	0.857
	Supported

	H2
	TB -> PA
	0.292
	0.285
	0.086
	3.382
	0.001
	0.115
	0.456
	Supported

	H3
	PI -> PA
	0.539
	0.543
	0.083
	6.451
	0.000
	0.374
	0.708
	Supported

	H4
	PI -> PIN
	0.092
	0.091
	0.096
	0.963
	0.336
	-0.095
	0.278
	Unsupported

	H5
	PA -> PIN
	0.603
	0.602
	0.091
	6.657
	0.000
	0.419
	0.776
	Supported

	H6
	PIN -> CC
	0.564
	0.568
	0.072
	7.786
	0.000
	0.414
	0.697
	Supported



Figure 2
Structural Model Assessment
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Tables 5, 6, and 7 present the results of the structural model evaluation, including explanatory power (R²), predictive relevance (Q²), effect sizes (f²), and out-of-sample predictive performance using PLS-Predict (Shmueli et al., 2019). Collectively, these results provide robust evidence of the model’s explanatory and predictive capabilities. As shown in Table 5, the coefficient of determination (R²) indicates that the model demonstrates moderate to substantial explanatory power across all endogenous constructs. Specifically, Professional Agency (PA) exhibits the highest explanatory power (R² = 0.612), followed by Professional Identity (PI) (R² = 0.567), Pedagogical Innovation (PIN) (R² = 0.457), and Communicative Competence (CC) (R² = 0.318). These values suggest that the model explains a considerable proportion of variance, particularly for PA and PI, which are central mediating constructs. Furthermore, predictive relevance (Q²) values, calculated using the blindfolding procedure, are all greater than zero (CC = 0.189, PA = 0.432, PI = 0.390, PIN = 0.280), confirming that the model has satisfactory predictive relevance for all endogenous constructs (Giovanis et al., 2021; Kock, 2015).
Table 5 
R-square and Q² (=1-SSE/SSO)
	 
	R-square
	R-square adjusted
	 
	SSO
	SSE
	Q² (=1-SSE/SSO)

	CC
	0.318
	0.312
	CC
	456
	369.903
	0.189

	PA
	0.612
	0.605
	PA
	456
	259.171
	0.432

	PI
	0.567
	0.563
	PI
	456
	278.080
	0.390

	PIN
	0.457
	0.447
	PIN
	456
	328.213
	0.280



Table 6 reports the effect sizes (f²) to assess the relative impact of exogenous constructs on endogenous variables. The results indicate that Teacher Beliefs (TB) have a very large effect on Professional Identity (PI) (f² = 1.310), highlighting the dominant role of beliefs in shaping identity reconstruction. Additionally, Professional Identity has a moderate effect on Professional Agency (PA) (f² = 0.323), while Professional Agency demonstrates a substantial effect on Pedagogical Innovation (PIN) (f² = 0.285). Pedagogical Innovation also shows a strong effect on Communicative Competence (CC) (f² = 0.465), confirming its critical role in enhancing student outcomes. In contrast, the effect of Professional Identity on Pedagogical Innovation is negligible (f² = 0.007), further supporting the non-significant path observed in the structural model and reinforcing the importance of agency as the key driver of innovation.
Table 6
Effect size
	 
	CC
	PA
	PI
	PIN
	TB

	CC
	 
	 
	 
	 
	 

	PA
	 
	 
	 
	0.285
	 

	PI
	 
	0.323
	 
	0.007
	 

	PIN
	0.465
	 
	 
	 
	 

	TB
	 
	0.095
	1.310
	 
	 



Table 7 presents the results of the PLS-Predict analysis, which evaluates the model’s out-of-sample predictive performance by comparing PLS-SEM predictions with those from a linear regression model (LM) and a naïve benchmark (IA). The Q²predict values are mostly positive across indicators, indicating that the model has predictive relevance at the indicator level. Moreover, for the majority of items, the PLS-SEM model produces lower prediction errors (RMSE and MAE) compared to the benchmark models, suggesting superior predictive performance. Although a few indicators (e.g., PIN4) show slightly weaker predictive accuracy, the overall pattern demonstrates that the model achieves medium to high predictive power.

Table 7
PLS predicts
	 
	Q²predict
	PLS-SEM_RMSE
	PLS-SEM_MAE
	LM_RMSE
	LM_MAE
	IA_RMSE
	IA_MAE

	CC1
	0.157
	1.169
	0.985
	1.135
	0.926
	1.273
	1.045

	CC2
	0.217
	1.197
	0.944
	1.241
	0.788
	1.353
	1.031

	CC3
	0.210
	1.199
	0.987
	1.292
	0.889
	1.349
	1.113

	CC4
	0.064
	1.528
	1.264
	1.561
	1.293
	1.580
	1.326

	PA1
	0.487
	0.934
	0.753
	0.970
	0.730
	1.304
	0.997

	PA2
	0.264
	1.247
	1.000
	1.267
	1.026
	1.453
	1.186

	PA3
	0.248
	1.321
	1.041
	1.356
	1.067
	1.524
	1.242

	PA4
	0.347
	1.097
	0.880
	1.117
	0.895
	1.358
	1.109

	PI1
	0.283
	1.299
	1.001
	1.310
	1.005
	1.534
	1.269

	PI2
	0.546
	0.881
	0.662
	0.895
	0.639
	1.308
	0.842

	PI3
	0.344
	1.174
	0.844
	1.195
	0.884
	1.449
	1.156

	PI4
	0.371
	1.187
	0.938
	1.226
	0.953
	1.497
	1.234

	PIN1
	0.310
	1.180
	0.997
	1.185
	0.983
	1.421
	1.132

	PIN2
	0.232
	1.228
	1.003
	1.246
	1.022
	1.402
	1.157

	PIN3
	0.027
	1.354
	1.044
	1.389
	1.078
	1.372
	1.053

	PIN4
	-0.012
	1.539
	1.243
	1.546
	1.251
	1.529
	1.236



Table 8 and Figure 3 report the results of the Importance–Performance Map Analysis (IPMA), which extends the PLS-SEM findings by simultaneously considering the total effects (importance) of antecedent constructs on the target variable (Communicative Competence, CC) and their average latent variable scores (performance). This analysis provides actionable insights by identifying which constructs have the greatest impact on CC and where managerial or pedagogical improvements should be prioritized. The results indicate that Pedagogical Innovation (PIN) has the highest importance (effect = 0.564) but relatively low performance (57.797), suggesting that although it is the most influential driver of communicative competence, its current implementation level remains insufficient. This highlights PIN as the primary area for improvement, implying that greater emphasis should be placed on enhancing experiential learning, simulation-based activities, and technology integration to maximize student outcomes. In contrast, Teacher Beliefs (TB) demonstrate moderate importance (0.276) but the highest performance (82.992), indicating that lecturers already possess strong beliefs aligned with communicative and industry-oriented teaching. Similarly, Professional Identity (PI) shows relatively high performance (78.310) with moderate importance (0.235), suggesting that teachers generally perceive themselves as facilitators of communication and experiential learning. However, their direct contribution to communicative competence is comparatively weaker. Professional Agency (PA) exhibits both moderate importance (0.340) and relatively high performance (74.526), indicating that teachers are reasonably active in adapting teaching methods and implementing innovations. Given its mediating role in the structural model, PA remains a crucial lever for translating beliefs and identity into effective pedagogical practices.
When compared to the mean values (importance = 0.354; performance = 73.406), the IPMA results clearly identify Pedagogical Innovation as the key priority for strategic improvement, while Teacher Beliefs and Professional Identity can be considered strengths of the current system. These findings provide practical guidance for policymakers and educational institutions, emphasizing the need to invest in innovative teaching practices and technological integration to enhance communicative competence in tourism education.

Table 8
Importance-performance analysis
	 
	Effect
	Performance

	PA
	0.340
	74.526

	PI
	0.235
	78.310

	PIN
	0.564
	57.797

	TB
	0.276
	82.992

	Mean
	0.354
	73.406



Figure 3 
Importance–Performance Map Analysis
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6. Discussion
This study set out to explain how teacher beliefs, professional identity, and professional agency jointly shape pedagogical innovation and, ultimately, teacher-perceived communicative competence in ESL-oriented tourism education. The results provide a coherent, sequential mechanism such as beliefs → identity → agency → innovation → outcomes with several important nuances that extend prior work.
First, the strong and positive effect of teacher beliefs on professional identity (H1) and professional agency (H2) confirms that what teachers believe about language learning, particularly the value of communicative, industry-relevant English, acts as a primary driver of how they see themselves and how they act in classrooms. This finding is consistent with evidence from communicative language teaching (CLT), which shows that teachers who prioritize authentic communication and interaction are more likely to adopt learner-centered practices and pursue workplace alignment (Cloudia Ho, 2020). It also aligns with ESP-oriented research in tourism education indicating that industry relevance and real-world communication needs reshape instructional orientations (Ghany & Latif, 2012). In the Vietnamese context, where traditional, grammar-focused instruction still coexists with emerging communicative demands, these results underscore that belief change is a necessary starting point for pedagogical transformation.
Second, the significant effect of professional identity on professional agency (H3) highlights identity reconstruction as a key enabling condition for action. Teachers who perceive themselves as facilitators, designers of learning experiences, and mediators between academia and industry are more likely to exercise agency, adapting methods, integrating tools, and revising content. This is in line with studies emphasizing that teacher identity is dynamic and closely tied to agency enactment, particularly in contexts of educational change. Importantly, the tourism education literature has increasingly pointed to the need for instructors to adopt expanded roles, including orchestrating immersive and experiential learning environments, often supported by technologies such as VR and AR(Ju et al., 2025; Rahmanu & Molnár, 2026). Our results provide empirical support for this identity–agency linkage in an ESL-oriented transition.
Third, and most notably, the findings show that professional identity does not directly predict pedagogical innovation (H4 not supported), whereas professional agency has a strong positive effect on pedagogical innovation (H5 supported). This distinction is theoretically and practically important. While prior studies often assume that identity change naturally leads to innovative practice, our results indicate that identity alone is insufficient; innovation requires enactment through agency. In other words, teachers may see themselves as facilitators or innovators, but without the capacity (and willingness) to act, experiment, adapt, and integrate new approaches, pedagogical innovation does not materialize. This finding refines earlier work in tourism education that highlights the benefits of experiential and technology-enhanced learning (e.g., AR/VR, simulations) (Ju et al., 2025; Takada et al., 2022) by identifying agency as the critical mechanism that turns intention into implementation.
Fourth, the strong positive effect of pedagogical innovation on communicative competence (H6 supported) confirms that experiential, simulation-based, and technology-enhanced approaches are effective in improving students’ ability to communicate in authentic tourism contexts (Akyürek et al., 2024; Ju et al., 2025). This is consistent with a growing body of evidence showing that immersive learning environments, including VR-based training and interactive simulations, enhance speaking confidence, reduce anxiety, and improve real-world communication skills (Şimşek & Kalıpçı, 2023). Similarly, the use of multimedia resources and interactive tasks has been shown to support vocabulary acquisition and contextual understanding, which are essential for tourism communication. Our findings extend this literature by empirically linking pedagogical innovation, driven by teacher agency, to student-level communicative outcomes within a single integrated model.
Fifth, the explanatory and predictive metrics (R², Q², and PLS-Predict) indicate that the model has moderate to substantial explanatory power and satisfactory out-of-sample predictive capability, particularly for professional agency and pedagogical innovation (Luan-Thanh et al., 2024; Phan et al., 2025). This supports the robustness of the proposed framework and suggests that teacher-related factors are central in explaining variation in innovation and communicative competence. The effect size results further reinforce the dominance of teacher beliefs in shaping identity (large effect) and the central role of agency in driving innovation, while the negligible effect of identity on innovation corroborates the non-significant direct path.
Finally, the IPMA results provide additional managerial insight by showing that pedagogical innovation has the highest importance but the lowest performance, whereas teacher beliefs and identity demonstrate high performance but comparatively lower importance. This pattern suggests that, in the Ho Chi Minh City context, teachers already possess relatively strong communicative and industry-oriented beliefs and have begun to reconstruct their professional identities accordingly. However, the translation of these strengths into high-quality, innovative classroom practices remains insufficient. This finding resonates with earlier studies in tourism education that document persistent gaps between curricular intentions and classroom realities, often due to institutional constraints, limited resources, or lack of support for innovation (Bowen et al., 2026; Fang & Xiang, 2023). It also reinforces our central argument: agency is the bottleneck, the missing link between what teachers believe and who they think they are, and what they actually do in practice.
7. Implications
7.1 Theoretical Contributions
This study makes several important theoretical contributions that directly align with the research gaps identified in the introduction, particularly the need to understand how ESL-oriented transformation in tourism education is enacted through teacher-level mechanisms in emerging contexts such as Vietnam.
First, this study extends teacher cognition theory by situating it within the specific context of ESL-oriented tourism education, where English is not merely an academic subject but a professional communication tool. While prior research has emphasized the role of teacher beliefs in shaping instructional practices, this study advances the literature by demonstrating a sequential cognitive–behavioral mechanism in which teacher beliefs influence professional identity and professional agency, which in turn drive pedagogical innovation and ultimately affect communicative competence. This extends existing CLT and ESP research by linking cognitive orientations directly to measurable student-related outcomes in a tourism-specific ESL environment (Cloudia Ho, 2020; Ghany & Latif, 2012).
Second, the study contributes to the literature on teacher identity and professional agency by clarifying their distinct but interrelated roles in pedagogical transformation. Unlike prior studies that often treat identity as a direct predictor of innovation, this research provides empirical evidence that professional identity alone is insufficient to drive pedagogical innovation. Instead, professional agency emerges as the critical mediating mechanism that translates identity into action. This finding refines sociocultural and ecological perspectives on teacher development by highlighting that identity reconstruction must be accompanied by actionable capacity and autonomy to produce meaningful instructional change.
Third, this study enriches the growing body of research on pedagogical innovation in tourism education by integrating teacher-related constructs with emerging instructional approaches such as experiential learning, simulation-based teaching, and technology-enhanced learning (e.g., VR/AR). While previous studies have documented the effectiveness of these innovations in improving engagement and learning outcomes (Al-Tarawneh & Osam, 2019; Rahmanu & Molnár, 2026), this study advances theory by explaining why and how such innovations are adopted, emphasizing the central role of teacher agency in enabling their implementation.
Finally, this study contributes to the broader literature on ESL transition in emerging economies, particularly Vietnam, by providing empirical evidence from a context where English is increasingly used in professional domains such as tourism. By focusing on Ho Chi Minh City, a key tourism and educational hub, the study offers a contextualized understanding of how global pedagogical shifts toward ESL are localized and enacted within specific institutional and cultural settings. This responds directly to the gap identified in the introduction regarding the lack of empirical, model-based research on ESL-oriented transformation in tourism education in developing countries.
7.2 Managerial Implications
The findings of this study offer several practical implications for policymakers, university administrators, and educators in Vietnam, particularly in aligning tourism education with industry demands and facilitating the transition toward ESL-oriented pedagogy. First, given the strong influence of teacher beliefs on identity and agency, higher education institutions should prioritize professional development programs that reshape pedagogical beliefs toward communicative, industry-relevant English. Training initiatives should move beyond traditional grammar-based instruction and focus on communicative language teaching, experiential learning, and real-world application. This is particularly important in Vietnam, where the legacy of exam-oriented education still influences teaching practices despite increasing industry demands for communication skills. Second, the results highlight that professional agency is the key driver of pedagogical innovation. Therefore, universities should create institutional environments that empower teachers to experiment with new teaching methods, redesign course content, and integrate innovative practices. This can be achieved by reducing rigid curricular constraints, encouraging pedagogical autonomy, and providing incentives for innovation. Without such support, even teachers with strong beliefs and progressive identities may be unable to implement meaningful changes in their classrooms. Third, the IPMA results indicate that pedagogical innovation has high importance but relatively low performance, suggesting a critical gap in current teaching practices. To address this, universities in Vietnam should invest in technology-enhanced learning infrastructure, such as VR/AR tools, simulation platforms, and digital learning resources. Evidence shows that such technologies can significantly enhance communicative competence and reduce learner anxiety in tourism contexts (Kusnoto et al., 2024; Rahmanu & Molnár, 2026). Additionally, incorporating industry-based simulations and experiential learning activities can help bridge the gap between classroom learning and workplace requirements. Fourth, stronger industry–university collaboration is essential. Tourism enterprises should be involved in curriculum design, guest lectures, internships, and simulation-based training to ensure that English instruction reflects real-world communication demands. This aligns with prior findings that highlight mismatches between academic training and industry expectations in tourism education (Choy & Yeung, 2024). In the Vietnamese context, particularly in Ho Chi Minh City where tourism activities are highly dynamic, such collaboration can significantly enhance the relevance and effectiveness of English language programs. Finally, policymakers at the national and institutional levels should recognize that the transition from EFL to ESL is not merely a curricular change but a systemic transformation involving teacher cognition, institutional structures, and pedagogical practices. Strategic initiatives should therefore focus on holistic reform, including teacher training, curriculum redesign, infrastructure development, and policy support, to ensure that Vietnam’s tourism education system can produce graduates with the communicative competence required in the global tourism industry.
8. Conclusion, Limitations, and Future Research
This study examined how teacher beliefs, professional identity, and professional agency jointly shape pedagogical innovation and teacher-perceived communicative competence in the transition toward ESL-oriented tourism education in Ho Chi Minh City, Vietnam. Using PLS-SEM, the analysis confirmed a sequential mechanism in which beliefs drive identity reconstruction and agency, agency—rather than identity alone—enacts pedagogical innovation, and innovation enhances teacher-perceived communicative competence. Theoretically, the study integrates teacher cognition, sociocultural, and professional agency perspectives into a single validated model and isolates agency as the pivotal link between what teachers think and what they do. Practically, the Importance–Performance Map Analysis identifies pedagogical innovation as the highest-impact yet lowest-performing lever, signaling where universities should concentrate their development efforts. In sum, advancing Vietnam's tourism English education from an EFL to an ESL orientation is less a matter of curricular documents than of empowering teachers to exercise agency in innovative practice.
Despite offering meaningful theoretical and practical insights, this study has several limitations that should be acknowledged and can guide future research. First, the study is geographically limited to Ho Chi Minh City, which, although a major educational and tourism hub in Vietnam, may not fully represent the diversity of institutional contexts across the country. Universities in other regions (e.g., Hanoi or central provinces) may differ in terms of resources, curriculum design, and industry engagement. Future research should therefore adopt a multi-region or cross-country comparative design to enhance generalizability and capture contextual variations in ESL-oriented tourism education. Second, the study relies on self-reported data from lecturers, particularly in measuring communicative competence through teacher perceptions. While this approach is common in educational research, it may introduce potential bias or overestimation of student outcomes. Future studies should incorporate multi-source data, such as student surveys, objective language performance assessments, or employer evaluations, to provide a more comprehensive and triangulated understanding of communicative competence. Third, the research adopts a cross-sectional design, which limits the ability to infer causality and capture dynamic changes over time. The transition from EFL to ESL-oriented pedagogy is inherently a longitudinal process involving gradual shifts in beliefs, identity, and practice. Future research should consider longitudinal or panel data designs to examine how teacher cognition and pedagogical innovation evolve over time, particularly in response to institutional reforms or technological adoption. Fourth, although this study focuses on key teacher-related constructs (beliefs, identity, and agency), it does not include contextual or institutional factors such as organizational support, leadership, workload, or policy constraints, which may influence teachers’ ability to enact innovation. Future research could extend the model by incorporating contextual antecedents or moderating variables, such as institutional support or technological readiness, to provide a more comprehensive explanation of pedagogical transformation. Fifth, the study employs PLS-SEM to examine linear relationships, which may not fully capture complex, non-linear interactions among constructs. Given the increasing interest in advanced analytical approaches, future research could integrate Artificial Neural Networks (ANN) or hybrid SEM–ANN models to explore non-linear effects and improve predictive accuracy, particularly in understanding how combinations of teacher characteristics influence pedagogical innovation. Finally, while this study focuses on tourism education, the proposed model may also be applicable to other ESP domains such as business English, medical English, or engineering communication. Future research could test the model in different disciplinary contexts to examine its generalizability and refine its theoretical boundaries.
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