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Abstract:
The transition toward communicative and learner-centered English language education has intensified the need to move beyond traditional examination-oriented assessment practices toward more dynamic classroom-based alternative assessment approaches. Despite growing recognition of formative and authentic assessment, empirical evidence regarding the relationships among alternative assessment, student engagement, and students’ perceived communicative competence remains limited, particularly in emerging educational contexts such as Vietnam. Drawing upon constructivist learning perspectives and engagement theory, this study develops and tests a research model examining these relationships. Survey data were collected from 412 undergraduate students enrolled in English-related courses in Ho Chi Minh City, Vietnam, and the proposed model was analyzed using Partial Least Squares Structural Equation Modeling (PLS-SEM). The findings indicate that classroom-based alternative assessment is positively associated with student engagement and perceived communicative competence. Student engagement is also positively associated with perceived communicative competence, highlighting the importance of active participation and interaction in language learning environments. The model demonstrates satisfactory explanatory power and cross-validated predictive relevance. However, because the study employs a cross-sectional survey design and self-reported measures, the findings should be interpreted as predictive associations rather than definitive causal effects or objective evidence of linguistic performance. This study contributes to the literature by conceptualizing classroom-based alternative assessment as a learning-enabling mechanism and integrating assessment practices, engagement, and perceived communicative outcomes within a unified framework. The practical implications outline how educators and institutions can embed alternative assessment into existing learning management systems and departmental assessment practices.
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1. Introduction
The rapid globalization of education and labor markets has elevated English proficiency, particularly communicative competence, as a critical capability for individuals operating in multilingual and multicultural environments (Unesco, 2025). In this context, English as a Second Language (ESL) education has undergone a paradigm shift from grammar-based instruction toward communicative, interaction-driven learning models (Fonteles et al., 2026; Guilloteaux, 2013). However, despite these pedagogical advancements, assessment practices in many ESL systems continue to rely heavily on traditional, examination-oriented approaches that emphasize memorization and static knowledge reproduction rather than authentic language use and communicative performance.
This misalignment between instructional goals and assessment practices represents a fundamental challenge in contemporary education. Traditional assessment methods are increasingly criticized for their inability to capture the dynamic, socially constructed nature of language learning, particularly in contexts where communication, interaction, and real-world application are essential (Fink et al., 2026). In contrast, classroom-based assessment (CLB) and alternative assessment approaches, such as formative assessment, peer evaluation, and portfolio-based assessment, have been proposed as more effective mechanisms for integrating assessment into the learning process (Badem, 2025; Muhonen et al., 2025). These approaches emphasize continuous feedback, learner participation, and contextualized performance, thereby aligning assessment with constructivist learning principles.
Empirical evidence supports the effectiveness of such approaches. For instance, formative and classroom-integrated assessment practices have been shown to enhance student engagement and promote deeper learning experiences beyond traditional examination formats (Sanford & Snow, 2026). Similarly, process-oriented classroom evaluation, including behavioral observation and real-time feedback, provides more comprehensive insights into student learning and instructional effectiveness (Yu et al., 2026). In addition, experiential and interactive learning environments have been found to significantly improve higher-order competencies, including communication, creativity, and analytical skills (Chopra, 2025). These findings collectively suggest that alternative assessment approaches are not merely evaluative tools but transformative pedagogical mechanisms that shape learning processes and outcomes.
A critical mechanism through which alternative assessment influences learning outcomes is student engagement. Engagement is widely conceptualized as a multidimensional construct encompassing behavioral participation, emotional involvement, and cognitive investment in learning activities (Mele et al., 2025). It plays a central role in determining academic success, as engaged students are more likely to actively participate, persist in learning tasks, and achieve higher performance outcomes. Conversely, limited engagement has been consistently associated with reduced academic achievement and diminished learning effectiveness, particularly in technology-mediated and virtual learning environments (Rabby et al., 2025). Recent research further highlights that engagement is shaped by interactive, feedback-rich, and student-centered learning environments, reinforcing the importance of integrating assessment practices that actively involve learners.
At the same time, the ultimate goal of English language education, communicative competence, has evolved into a multidimensional construct encompassing linguistic proficiency, intercultural awareness, adaptability, and strategic communication skills. Contemporary frameworks conceptualize perceived communicative competence as a combination of knowledge, attitudes, and skills that enable individuals to interact effectively in diverse contexts (Ertay & Gilanlioglu, 2024). In an increasingly globalized world, intercultural communication competence has become a fundamental requirement for academic, professional, and social success, with deficiencies in such competence often leading to failure in cross-cultural interactions and professional environments (Sarwari et al., 2024). Moreover, communication competence extends beyond language proficiency to include empathy, adaptability, and the ability to tailor communication to different audiences and contexts (Fuller et al., 2021), as well as the ability to operate effectively in technology-mediated environments (Koponen et al., 2025).
Despite the recognized importance of alternative assessment, student engagement, and perceived communicative competence, existing research remains fragmented. Prior studies have typically examined these constructs in isolation, focusing either on assessment practices, engagement dynamics, or communication outcomes, without integrating them into a comprehensive theoretical model (Ahmed et al., 2026; Rahmanu & Molnár, 2026; Sieveke et al., 2026; Xu et al., 2026). Furthermore, there is a notable lack of empirical research applying advanced analytical techniques such as Partial Least Squares Structural Equation Modeling (PLS-SEM) to examine these relationships in ESL contexts, particularly in emerging economies such as Vietnam where educational transformation is ongoing. In addition, contemporary educational trends, including digital transformation, AI integration, and active learning methodologies, further underscore the need to rethink assessment practices. Technologies such as AI-driven learning systems and interactive tools are reshaping student engagement and learning experiences (Mele et al., 2025), while active learning approaches and gamified assessment have been shown to significantly enhance engagement and academic performance compared to traditional examination methods (Roig et al., 2026). Similarly, alternative grading approaches, such as upgrading and learner-centered evaluation, have been found to reduce anxiety and shift students’ focus toward meaningful learning rather than performance metrics (Burns et al., 2026). These developments highlight the urgency of developing integrated frameworks that capture the complex interplay between assessment, engagement, and learning outcomes in modern educational contexts.
To address these gaps, the present study develops and empirically tests a comprehensive research model examining the interconnected roles of classroom-based alternative assessment, student engagement, and perceived communicative competence. By integrating insights from constructivist learning theory, engagement research, and communication competence frameworks, this study contributes to the literature in three key ways. First, it advances theoretical understanding by linking assessment practices, student engagement, and communicative outcomes within an integrated framework. Second, it provides empirical evidence from an emerging ESL context using advanced analytical methods (PLS-SEM). Third, it offers practical implications for educators and policymakers seeking to reform assessment practices to better align with the demands of 21st-century language education.
2. Literature Review
2.1. Classroom-Based and Alternative Assessment in ESL Contexts
The shift from traditional, examination-driven assessment toward classroom-based and alternative assessment (CLB) represents a fundamental transformation in contemporary education, particularly in ESL contexts where communicative competence is a primary learning objective. Traditional assessment approaches, characterized by standardized testing and summative evaluation (Burns et al., 2026; Lee & Jeon, 2024; Sanford & Snow, 2026), have been widely criticized for their limited ability to capture the dynamic, contextual, and interactional nature of language learning. These approaches often prioritize memorization and discrete linguistic knowledge, thereby neglecting higher-order competencies such as communication, collaboration, and real-world language use. In response to these limitations, classroom-based assessment has emerged as a learner-centered paradigm that integrates assessment into the teaching–learning process (Lee & Jeon, 2024). CLB emphasizes continuous feedback, contextualized performance, and authentic learning tasks, enabling teachers to monitor student progress and adapt instruction accordingly (Sanford & Snow, 2026). Within this paradigm, alternative assessment methods, including formative assessment, peer assessment, and portfolio-based assessment, play a central role in fostering active learning and meaningful engagement.
Although technology-mediated assessment is increasingly important in contemporary ESL education, the present study focuses on the pedagogical foundations of classroom-based alternative assessment rather than on a specific technological platform. The CLB construct captures formative, interactive, process-oriented, and authentic assessment practices, including continuous feedback, peer evaluation, portfolios, and classroom discussions. These practices can be implemented through conventional classroom activities or supported by digital platforms such as learning management systems, e-portfolios, online discussion forums, automated quizzes, and AI-assisted feedback tools. Future research should extend the present framework by explicitly measuring technology-mediated assessment practices and examining whether digital readiness or AI-supported feedback strengthens the relationships among alternative assessment, engagement, and perceived communicative competence.
Empirical evidence consistently demonstrates the pedagogical value of alternative assessment approaches. For instance, formative assessment practices that incorporate continuous feedback and reinforcing activities have been shown to enhance student engagement and deepen learning beyond traditional examination formats (Sanford & Snow, 2026). Similarly, process-oriented evaluation systems enable teachers to capture real-time behavioral indicators of learning, thereby improving both instructional quality and student outcomes (Yu et al., 2026). These findings align with broader research on experiential learning, which highlights the importance of integrating real-world tasks and authentic experiences into educational environments to enhance higher-order competencies such as communication, creativity, and problem-solving (Chopra, 2025).
Furthermore, recent developments in educational technology and digital pedagogy have reinforced the importance of alternative assessment. The integration of interactive tools, game-based systems, and AI-driven learning environments has enabled more immediate feedback, adaptive learning, and inclusive participation, all of which contribute to improved learning experiences and outcomes (Priante & Tsekouras, 2025). At the same time, innovative assessment formats, such as gamified evaluation and escape-room-based assessment, have demonstrated significant improvements in student performance and engagement compared to traditional testing methods (Chopra, 2025). These advancements underscore the evolving role of assessment as a dynamic and integral component of the learning process rather than a static measure of performance. Despite these benefits, the adoption of classroom-based alternative assessment remains uneven, particularly in emerging ESL contexts where institutional structures and cultural norms continue to favor examination-oriented systems. This tension highlights the need for empirical research that examines how alternative assessment practices operate within specific educational contexts and how they influence key learning outcomes such as engagement and perceived communicative competence.
2.2. Student Engagement in Contemporary Learning Environments
Student engagement has become a central construct in educational research, reflecting its critical role in shaping learning processes and outcomes (Byers et al., 2024). Engagement is commonly conceptualized as a multidimensional construct encompassing behavioral participation, emotional involvement, and cognitive investment in learning activities (Carey, 2013). This multidimensionality highlights that engagement is not merely about participation but also about the depth of learners’ involvement and their commitment to learning.
The importance of engagement is particularly evident in language learning contexts, where active participation and interaction are essential for developing perceived communicative competence. Research indicates that engagement is closely linked to students’ motivation, persistence, and academic performance. For example, studies have shown that limited engagement in learning environments, especially in technology-mediated contexts, can significantly reduce academic performance and learning effectiveness (Rabby et al., 2025). Conversely, interactive and feedback-rich learning environments have been found to enhance students’ cognitive and emotional involvement, leading to improved learning outcomes.
Recent research further elaborates the mechanisms through which engagement operates in contemporary educational settings. Advances in digital learning technologies, including AI-driven tools and educational robots, have demonstrated the potential to enhance engagement by providing personalized, interactive, and multisensory learning experiences. These technologies can simultaneously influence cognitive, emotional, and behavioral dimensions of engagement, thereby creating more holistic and effective learning environments (Sahlender et al., 2024). Similarly, human-centered approaches to educational innovation emphasize the importance of student agency, participation, and co-creation in shaping meaningful learning experiences (O’Brien et al., 2026).
Moreover, engagement is not only an individual-level phenomenon but also a socially constructed process influenced by classroom interactions, instructional practices, and institutional contexts. Research on classroom interactions highlights the importance of communicative participation, collaborative learning, and teacher–student interaction in fostering engagement and supporting language acquisition (Badem, 2025; Kozaklı Ülger et al., 2026). Additionally, co-creation and participatory learning approaches have been shown to enhance students’ sense of belonging, motivation, and commitment to learning, thereby reinforcing engagement as a key driver of educational success (O’Brien et al., 2026).
Within this broader context, classroom-based alternative assessment can be understood as a critical mechanism for shaping student engagement. By providing continuous feedback, promoting interaction, and emphasizing authentic tasks, alternative assessment practices create conditions that encourage active participation and deeper involvement in learning. This perspective suggests that engagement is not merely an outcome but an integral component of the assessment–learning nexus.
2.3. Perceived communicative competence as a Core Outcome in ESL Education
Communicative competence has long been recognized as a central objective of English language education, reflecting learners’ ability to use language effectively in real-world contexts (Cloudia Ho, 2020). Unlike traditional measures of language proficiency that focus primarily on grammatical accuracy and vocabulary knowledge, communicative competence encompasses a broader set of capabilities, including sociolinguistic appropriateness, discourse management, strategic communication, and intercultural awareness (Ertay & Gilanlioglu, 2024).
The present study focuses specifically on perceived communicative competence, which refers to students’ self-evaluated confidence and perceived ability to communicate effectively in English. This distinction is important because students’ perceptions may influence their willingness to participate, interact, and engage in communicative activities, but they do not necessarily reflect objectively demonstrated linguistic performance. Accordingly, the empirical construct examined in this study should be interpreted as perceived communicative competence rather than as an objective measure of English proficiency.
2.4. Linking Alternative Assessment, Engagement, and Perceived communicative competence
The preceding discussions highlight that classroom-based alternative assessment, student engagement, and perceived communicative competence are deeply interconnected within the ESL learning process. Alternative assessment practices provide the structural and pedagogical conditions for active learning, engagement reflects the degree of learner involvement and investment, and perceived communicative competence represents the ultimate outcome of language education. Rather than treating these constructs as isolated components, contemporary educational research increasingly emphasizes their integration within a holistic learning framework. Alternative assessment practices, by emphasizing feedback, interaction, and authenticity, create learning environments that encourage engagement and support the development of perceived communicative competence. Engagement, in turn, reflects the extent to which learners actively participate in and benefit from these environments, while perceived communicative competence captures the effectiveness of learning in achieving real-world communication outcomes. Despite the theoretical alignment among these constructs, empirical research integrating them into a unified framework remains limited, particularly in ESL contexts within emerging economies. This gap is further compounded by the lack of studies employing advanced analytical techniques such as PLS-SEM to examine the relationships among assessment practices, engagement, and communication outcomes. To address these gaps, the present study focuses specifically on perceived communicative competence, which refers to students’ self-evaluated confidence and perceived ability to communicate effectively in English. This distinction is important because students’ perceptions may influence their willingness to participate, interact, and engage in communicative activities, but they do not necessarily represent objectively demonstrated linguistic performance. Accordingly, the empirical construct examined in this study should be interpreted as perceived communicative competence rather than as an objective measure of English proficiency. Based on the literature reviewed, the following hypotheses are proposed:
H1: Classroom-based alternative assessment is positively associated with student engagement.
H2: Classroom-based alternative assessment is positively associated with perceived communicative competence.
H3: Student engagement is positively associated with perceived communicative competence. 
The research model is presented in Figure 1.
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3. Methodology
3.1 Research Design
This study adopts a quantitative research design to examine the relationships among classroom-based alternative assessment, student engagement, and perceived communicative competence in ESL contexts. A cross-sectional survey method was employed, as it is widely used in educational and behavioral research to capture students’ perceptions and experiences in natural learning environments. Given the complexity of the proposed model and the predictive orientation of the study, Partial Least Squares Structural Equation Modeling (PLS-SEM) was selected as the primary analytical technique. PLS-SEM is particularly suitable for exploratory and prediction-oriented research, as well as for models involving multiple latent constructs and complex relationships.
3.2 Sample and Minimum Sample Size
The target population of this study consists of undergraduate students enrolled in English-related courses at universities in Ho Chi Minh City, Vietnam. These students represent an appropriate sample because they are directly exposed to classroom-based assessment practices and are actively engaged in ESL learning environments. Following established guidelines for PLS-SEM, the minimum sample size was determined using the “10-times rule”, which suggests that the sample size should be at least ten times the maximum number of structural paths pointing at any construct in the model. In the present study, the maximum number of arrows pointing to a construct is two (from CLB and STE to PCC), resulting in a minimum sample size of 20. However, this rule is considered conservative. To ensure statistical power and robustness, this study follows more rigorous recommendations suggesting a minimum sample size of 200 for SEM-based analysis. Accordingly, a total of 450 questionnaires were distributed, and 412 valid responses were retained after data screening, exceeding recommended thresholds and ensuring sufficient statistical power for PLS-SEM analysis.
3.3 Data Collection Procedure
Data were collected using a structured questionnaire administered to students in ESL courses. The survey was distributed both online and offline to increase response rates and ensure diverse participation. Prior to the main data collection, a pilot test with 30 students was conducted to assess the clarity, reliability, and validity of the measurement items. Participation was voluntary, and respondents were assured of anonymity and confidentiality. Screening questions were used to ensure that participants had prior experience with English courses and classroom-based assessment practices. All constructs were measured using a 7-point Likert scale ranging from: (1) Strongly disagree → (7) Strongly agree. The use of a 7-point scale is recommended in SEM research as it provides greater variance, improves measurement sensitivity, and enhances reliability. All measurement items were adapted and refined from prior validated studies on classroom-based assessment, student engagement, and perceived communicative competence, with modifications to fit the ESL context.
3.4 Measurement Items
Table 1. Measurement items
	Constructs
	Definition
	Items
	References

	Classroom-Based Alternative Assessment (CLB) 
	CLB reflects formative, interactive, and authentic assessment practices aligned with classroom-based assessment literature
	CLB1. Assessment activities are integrated into classroom learning tasks.
	Sanford & Snow (2026)
	
	
	CLB2. I receive continuous feedback during English learning activities.
	

	
	
	CLB3. My teacher uses various assessment methods (e.g., peer, portfolio, discussion).
	

	
	
	CLB4. Assessment focuses on my learning process rather than only final results.
	

	
	
	CLB5. Classroom assessment helps me understand my strengths and weaknesses.
	

	Student Engagement (STE)
	STE reflects behavioral, emotional, and cognitive engagement dimensions
	STE1. I actively participate in English classroom activities.
	Mele et al. (2025)
	
	
	STE2. I feel interested in learning English during class.
	

	
	
	STE3. I am motivated to complete English learning tasks.
	

	
	
	STE4. I pay attention during English lessons.
	

	
	
	STE5. I enjoy interacting with classmates in English.
	

	Perceived communicative competence (PCC)
	Perceived communicative competence (PCC) refers to students’ self-evaluated confidence and perceived ability to express ideas, participate in discussions, respond appropriately in conversations, and use English in real-life situations. The construct captures learners’ subjective evaluations of their communicative capability rather than objectively assessed linguistic performance.
	PCC1. I can express my ideas clearly in English.
	Ertay & Gilanlioglu (2024)
	
	
	PCC2. I feel confident communicating in English.
	

	
	
	PCC3. I can participate in discussions using English.
	

	
	
	PCC4. I can understand and respond appropriately in conversations.
	

	
	
	PCC5. I can use English effectively in real-life situations.
	


The present CLB scale captures the pedagogical foundations of classroom-based alternative assessment and does not directly operationalize technology-mediated or AI-supported assessment practices.
3.5 Common Method Bias (CMB)
Given that all data were collected from a single source using self-reported measures, potential common method bias (CMB) was addressed through both procedural and statistical remedies.
Procedural Remedies (Kock, 2015)
· Anonymity and confidentiality were assured to reduce evaluation apprehension
· Items were carefully worded to avoid ambiguity
· Different constructs were separated conceptually in the questionnaire
Statistical Remedies
First, Harman’s single-factor test was conducted, and the first factor accounted for less than 50% of the total variance, indicating that CMB is unlikely to be a serious concern (Harman, 1976). Second, full collinearity assessment (VIF) was performed in Table 3, with all VIF values below the threshold of 3.3, further confirming the absence of common method bias (Thi Viet & Nguyen, 2025).
4. Results, Discussion, Implications
4.1 Results
4.1.1 Sample Characteristics
A total of 412 valid responses were retained for analysis in Table 2. The demographic profile indicates a relatively balanced distribution across gender, academic levels, and majors, ensuring adequate representation of students with different levels of exposure to ESL learning environments. Female respondents accounted for the majority (56.3%), followed by males (40.8%), while a small proportion identified as other (2.9%). In terms of academic level, most respondents were in their second (30.1%) and third years (33.0%), suggesting sufficient experience with classroom-based assessment practices. Regarding academic majors, Business Administration (37.9%) and English Studies (34.5%) represented the largest groups. Additionally, a substantial proportion of students reported frequent use of English in class, with 64.1% indicating “often” or “very often,” reflecting a communicative learning environment suitable for this study.
Table 2. Demographic Profile of Respondents (N = 412)
	Category
	Item
	Frequency (n)
	Percentage (%)

	Gender
	Male
	168
	40.8

	
	Female
	232
	56.3

	
	Other
	12
	2.9

	Year of Study
	1st Year
	80
	19.4

	
	2nd Year
	124
	30.1

	
	3rd Year
	136
	33.0

	
	4th Year
	72
	17.5

	Major
	Business Administration
	156
	37.9

	
	English Studies
	142
	34.5

	
	Others
	114
	27.6

	Frequency of English Use in Class
	Rarely
	36
	8.7

	
	Sometimes
	112
	27.2

	
	Often
	168
	40.8

	
	Very often
	96
	23.3


4.1.2 Measurement model assessment
Table 3 presents the results of convergent validity and internal consistency assessment for all constructs, including classroom-based alternative assessment (CLB), student engagement (STE), and perceived communicative competence (PCC). Overall, the results demonstrate that all constructs meet the recommended thresholds for reliability and validity. First, the indicator loadings range from 0.704 to 0.868, exceeding the minimum acceptable threshold of 0.70 (Hair et al., 2019), thereby confirming satisfactory indicator reliability. Although CLB5 exhibits a relatively lower loading (0.704), it remains acceptable and contributes to content validity. In terms of internal consistency, Cronbach’s alpha values range from 0.838 (CLB) to 0.887 (PCC), exceeding the recommended threshold of 0.70, indicating strong reliability. Similarly, composite reliability values (rho_a and rho_c) for all constructs exceed 0.80, further confirming the robustness of the measurement model. Specifically, rho_c values range from 0.885 to 0.917, demonstrating high internal consistency across constructs. Convergent validity is assessed using the Average Variance Extracted (AVE), with all constructs exceeding the threshold of 0.50 (Ferrell et al., 2019). The AVE values are 0.607 for CLB, 0.686 for STE, and 0.690 for PCC, indicating that each construct explains more than half of the variance of its indicators. This confirms that the measurement items adequately represent their respective latent constructs.

Table 3: Convergent validity, Internal consistency assessment
	Constructs
	Items
	Loadings
	Cronbach's alpha
	Composite reliability (rho_a)
	Composite reliability (rho_c)
	Average variance extracted (AVE)
	VIF

	CLB
	CLB1
	0.794
	0.838
	0.840
	0.885
	0.607
	1.919

	 
	CLB2
	0.771
	 
	 
	 
	 
	1.804

	 
	CLB3
	0.796
	 
	 
	 
	 
	1.926

	 
	CLB4
	0.825
	 
	 
	 
	 
	2.120

	 
	CLB5
	0.704
	 
	 
	 
	 
	1.304

	PCC
	PCC1
	0.861
	0.887
	0.889
	0.917
	0.690
	2.620

	 
	PCC2
	0.829
	 
	 
	 
	 
	2.283

	 
	PCC3
	0.865
	 
	 
	 
	 
	2.524

	 
	PCC4
	0.829
	 
	 
	 
	 
	2.191

	 
	PCC5
	0.766
	 
	 
	 
	 
	1.739

	STE
	STE1
	0.776
	0.885
	0.886
	0.916
	0.686
	1.758

	 
	STE2
	0.828
	 
	 
	 
	 
	2.131

	 
	STE3
	0.845
	 
	 
	 
	 
	2.712

	 
	STE4
	0.868
	 
	 
	 
	 
	2.827

	 
	STE5
	0.821
	 
	 
	 
	 
	2.109



Discriminant validity was assessed using the Heterotrait–Monotrait ratio (HTMT), as presented in Table 4. The HTMT values among all constructs are below the conservative threshold of 0.80 (Ab Hamid et al., 2017), indicating satisfactory discriminant validity. Specifically, the HTMT value between CLB and PCC is 0.648, between CLB and STE is 0.767, and between STE and PCC is 0.766. All values are well below the threshold, suggesting that each construct is empirically distinct and captures unique aspects of the conceptual model. These findings confirm that classroom-based alternative assessment, student engagement, and perceived communicative competence are not only theoretically distinct but also empirically separable constructs. Therefore, the measurement model satisfies the requirements for discriminant validity.

Table 4. Discriminant validity (HTMT 0.80)
	
	CLB 
	PCC 
	STE 

	CLB 
	
	
	

	PCC
	0.648 
	
	

	STE 
	0.767 
	0.766 
	



4.1.3 Structural model assessment
Table 5 presents the results of the structural model, including path coefficients, t-values, p-values, and confidence intervals obtained from the bootstrapping procedure (5,000 resamples). Overall, the structural model demonstrates strong explanatory power, with all hypothesized relationships being positive and statistically significant. The results provide robust empirical support for the proposed relationships among classroom-based alternative assessment (CLB), student engagement (STE), and perceived communicative competence (PCC). First, the effect of classroom-based alternative assessment on student engagement is positive and highly significant (β = 0.677, t = 19.988, p < 0.001). The confidence interval [0.607; 0.741] does not include zero, further confirming the robustness of the relationship. This result indicates that classroom-based alternative assessment is positively associated with students’ active participation, motivation, and involvement in ESL learning activities. Among all relationships, this path exhibits the strongest effect size, highlighting the central role of assessment practices in shaping engagement. Second, classroom-based alternative assessment also has a direct and statistically significant effect on perceived communicative competence (β = 0.201, t = 3.872, p < 0.001). Although the magnitude of this relationship is smaller compared to other paths, the confidence interval [0.098; 0.300] confirms its significance. This finding suggests that alternative assessment practices are positively associated with perceived communicative competence by providing authentic, feedback-rich learning experiences that reflect real-world language use. Third, student engagement has a strong and significant effect on perceived communicative competence (β = 0.542, t = 11.057, p < 0.001), with a confidence interval of [0.444; 0.637]. This result demonstrates that higher levels of engagement, manifested through active participation, motivation, and interaction, are associated with improved communicative abilities. The magnitude of this relationship indicates that engagement is an important predictor of perceived communicative competence in ESL contexts. Taken together, the findings confirm that classroom-based alternative assessment not only is positively associated with perceived communicative competence but also is strongly associated with student engagement, which in turn is closely associated with communicative outcomes. All hypotheses (H1, H2, and H3) are therefore supported.
Table 5. Structural model results
	Hypothesis
	Path
	Original sample (O)
	Sample mean (M)
	Standard deviation (STDEV)
	T statistics (|O/STDEV|)
	P values
	2.50%
	97.50%
	Remarks

	H1
	CLB -> STE
	0.677
	0.677
	0.034
	19.988
	0.000
	0.607
	0.741
	Supported

	H2
	CLB -> PCC
	0.201
	0.201
	0.052
	3.872
	0.000
	0.098
	0.300
	Supported

	H3
	STE -> PCC
	0.542
	0.543
	0.049
	11.057
	0.000
	0.444
	0.637
	Supported



Table 6 presents the coefficient of determination (R²) and predictive relevance (Q²) for the endogenous constructs, namely perceived communicative competence (PCC) and student engagement (STE). The R² values indicate the explanatory power of the structural model. Specifically, the R² value for PCC is 0.482, suggesting that 48.2% of the variance in PCC is explained by classroom-based alternative assessment (CLB) and student engagement (STE). According to commonly accepted benchmarks, this value can be interpreted as moderate explanatory power, indicating that the model provides substantial insight into the determinants of PCC in ESL contexts. Similarly, the R² value for student engagement (STE) is 0.458, meaning that 45.8% of the variance in engagement is explained by classroom-based alternative assessment. This result also reflects moderate explanatory capability, highlighting the strong role of assessment practices in shaping student engagement within classroom environments. In addition to explanatory power, the predictive relevance of the model was assessed using the Stone–Geisser Q² value obtained through the blindfolding procedure. The Q² value for PCC (PCC) is 0.328, while the Q² value for student engagement (STE) is 0.305. Both values are well above zero, indicating that the model has strong predictive relevance for both endogenous constructs (Stone, 1974). More importantly, Q² values above 0.25 are generally considered to indicate medium to high predictive accuracy, suggesting that the model is not only explanatory but also capable of predicting out-of-sample observations effectively. This reinforces the robustness and practical applicability of the proposed model in ESL educational settings.

Table 6. R-square and Q square
	 
	R-square
	SSO
	SSE
	Q² (=1-SSE/SSO)

	PCC
	0.482
	2060
	1383.481
	0.328

	STE
	0.458
	2060
	1431.379
	0.305



4.2 Discussion
This study set out to examine how CLB, STE, and PCC are interconnected in ESL learning environments. The findings provide strong empirical support for all proposed relationships and offer several important insights into the role of assessment practices in shaping learning outcomes.
4.2.1 The Association between Classroom-Based Alternative Assessment and Student Engagement
The results reveal that classroom-based alternative assessment has a strong and significant effect on student engagement (β = 0.677), indicating that assessment practices embedded within classroom activities substantially enhance students’ active participation, motivation, and involvement. This finding underscores the central role of assessment as a pedagogical tool rather than merely an evaluative mechanism. This result is consistent with prior research suggesting that formative and process-oriented assessment approaches foster deeper engagement by providing continuous feedback and encouraging active learning behaviors (Sanford & Snow, 2026). Similarly, classroom-based evaluation systems that emphasize real-time interaction and behavioral observation have been shown to promote greater student involvement and responsiveness in learning environments (Yu et al., 2026). The present findings extend this line of research by providing quantitative evidence, using PLS-SEM, that classroom-based alternative assessment is a key driver of engagement in ESL contexts. Moreover, the magnitude of this relationship aligns with emerging studies on interactive and technology-enhanced learning environments, which highlight that engagement is strongly influenced by feedback-rich, participatory, and student-centered instructional practices (Mele et al., 2025). This suggests that alternative assessment practices function as an important mechanism through which such environments are operationalized in classroom settings.
4.2.2 The Association between Alternative Assessment and Perceived Communicative Competence
The findings also demonstrate that classroom-based alternative assessment has a direct and significant effect on perceived communicative competence (β = 0.201). Although this effect is smaller than its influence on engagement, it remains statistically meaningful and theoretically important. This result supports the argument that assessment practices grounded in authentic, real-world tasks contribute directly to the development of communicative abilities. Previous studies have emphasized that experiential and interactive learning environments enhance communication-related competencies by allowing students to apply language in practical contexts (Sanford & Snow, 2026). Similarly, research on active learning and innovative assessment methods, such as gamified evaluation, has shown that such approaches improve both performance and engagement compared to traditional testing (Roig et al., 2026). Furthermore, alternative assessment approaches align closely with contemporary conceptualizations of perceived communicative competence, which emphasize not only linguistic proficiency but also adaptability, contextual awareness, and real-world communication skills (Ertay & Gilanlioglu, 2024). By integrating assessment into authentic classroom activities, these approaches create opportunities for students to practice and refine their communicative abilities in meaningful contexts.
4.2.3 The Association between Student Engagement and Perceived Communicative Competence
The results indicate that student engagement has a strong and significant effect on perceived communicative competence (β = 0.542), highlighting the importance of active participation and involvement in language learning processes. This finding reinforces the widely accepted view that engagement is a critical determinant of learning outcomes. This result is consistent with prior studies showing that higher levels of engagement are associated with improved academic performance and learning effectiveness. For instance, research on virtual learning environments has demonstrated that limited engagement leads to reduced academic outcomes, while active participation enhances learning success (Rabby et al., 2025). Similarly, studies on AI-supported and interactive learning systems emphasize that engagement—across cognitive, emotional, and behavioral dimensions, plays a key role in shaping learning experiences and outcomes (Mele et al., 2025). In the context of ESL education, engagement is particularly important because language learning inherently requires interaction, communication, and practice. The present findings suggest that students who are more engaged in classroom activities are better able to develop perceived communicative competence, as they have more opportunities to use language, receive feedback, and refine their skills.
4.3 Implications
4.3.1 Theoretical contributions
This study offers several important theoretical contributions to the literature on ESL education and assessment-driven learning. First, this study advances classroom-based assessment theory by reconceptualizing classroom-based alternative assessment (CLB) as a learning-enabling mechanism rather than a measurement tool. While prior studies have predominantly treated assessment as an evaluative outcome-oriented process, this study demonstrates that assessment practices embedded within classroom activities are associated with learning behaviors and outcomes. By providing evidence of statistically significant relationships on both engagement and perceived communicative competence, the study shifts the theoretical role of assessment from passive evaluation to active learning facilitation. Second, this study contributes to the student engagement literature by extending its role beyond general academic performance into language-specific outcomes, particularly perceived communicative competence. While prior research has acknowledged engagement as a predictor of academic success, limited attention has been given to its role in being associated with perceived communication abilities in ESL contexts. The findings provide empirical evidence that engagement is not only associated with learning participation but also closely linked to the development of communicative capabilities. Third, this study enriches the conceptualization of perceived communicative competence by embedding it within an assessment–learning framework. Existing literature has primarily focused on defining perceived communicative competence in terms of linguistic and intercultural dimensions, with limited exploration of how pedagogical and assessment practices contribute to its development. This study addresses this gap by demonstrating that perceived communicative competence is positively associated with classroom-based assessment practices that emphasize authenticity, interaction, and feedback. Fourth, this study contributes methodologically by applying a prediction-oriented PLS-SEM approach with predictive relevance (Q²) in ESL research. Compared to traditional explanatory models, this approach highlights the predictive capability of assessment-driven learning models, thereby aligning with the increasing emphasis on predictive analytics in educational research. Finally, by providing empirical evidence from an emerging ESL context, this study extends the generalizability of assessment and engagement theories beyond Western educational settings, offering insights into how assessment practices operate in transitioning educational systems.
4.3.2 Managerial implications
The findings provide several actionable implications for ESL educators, curriculum designers, and university administrators. First, classroom-based alternative assessment should be embedded systematically into course design rather than implemented as occasional supplementary activities. Departments can require each English-related course to include a balanced assessment portfolio comprising diagnostic tasks, formative feedback activities, peer assessment, reflective exercises, and authentic communicative tasks such as presentations, role-plays, simulations, and group discussions. Second, universities can use existing learning management systems, such as Moodle, to operationalize alternative assessment efficiently. For example, the Moodle Quiz function can be used for low-stakes diagnostic assessment, the assignment function can support audio or video submissions, the workshop module can facilitate structured peer assessment, and discussion forums can capture students’ participation in collaborative learning tasks (Appendix A). Digital portfolios can also allow students to document their progress over time by uploading revised written work, presentation recordings, and reflective notes. Third, departments should adopt a standardized communicative assessment rubric to ensure consistency across courses and instructors. The rubric should assess clarity of expression, fluency, linguistic accuracy, interaction, contextual appropriateness, and students’ ability to use feedback for improvement (Appendix B). A shared rubric can reduce inconsistency in grading while preserving the authentic and formative nature of alternative assessment. Fourth, institutions should provide targeted professional development rather than general training. Workshops should focus on designing authentic ESL tasks, using Moodle modules for peer review and portfolio assessment, providing rubric-based feedback, and applying AI-supported tools responsibly. Where AI-assisted feedback tools are introduced, institutions should establish clear guidelines regarding transparency, academic integrity, data privacy, and the teacher’s role in verifying automated recommendations. Finally, implementation should follow a staged approach. Departments may begin with one or two pilot courses, monitor student participation and teacher workload, refine the rubric and Moodle workflow, and gradually scale the model across the curriculum. This approach can help institutions balance pedagogical innovation with feasibility and quality assurance.
Appendix A and Appendix B are proposed implementation tools derived from the study findings and the broader literature. Their effectiveness should be evaluated through future pilot studies before institution-wide adoption.
5. Conclusion, Limitations and Future research directions
5.1 Conclusion
This study examined the relationships among classroom-based alternative assessment, student engagement, and perceived communicative competence in an English language learning context. The findings indicate that classroom-based alternative assessment is positively associated with student engagement and perceived communicative competence. Student engagement is also positively associated with perceived communicative competence, highlighting the relevance of participation and interaction in language learning environments. These findings suggest that formative, interactive, and authentic assessment practices may support more engaging classroom environments and may be associated with students’ confidence in using English for communication. The model demonstrates satisfactory explanatory power and cross-validated predictive relevance. However, because the study relies on cross-sectional survey data and self-reported measures, the findings should not be interpreted as definitive evidence that alternative assessment causes improvements in objectively assessed linguistic performance. The study contributes to the literature by integrating classroom-based alternative assessment, student engagement, and perceived communicative competence within a unified framework. The proposed Moodle-based implementation framework and departmental rubric illustrate how institutions may translate these insights into classroom practice. Future longitudinal, experimental, and mixed-method research should combine students’ perceptions with objective performance indicators and explicitly examine technology-mediated assessment practices.
5.2 Limitations and Future research directions
Despite its contributions, this study is subject to several limitations that should be acknowledged. First, the study adopts a cross-sectional research design, which limits the ability to infer causal relationships among the constructs. Although the findings provide strong evidence of significant associations, future research could employ longitudinal or experimental designs to better capture causal dynamics and changes over time. Second, perceived communicative competence was measured using students’ self-reported perceptions. Accordingly, the construct should be interpreted as perceived communicative competence rather than as an objective measure of linguistic performance. Although students’ self-evaluations are valuable for understanding confidence, participation, and perceived readiness to communicate, they may not fully reflect demonstrated language proficiency. Future studies should triangulate self-reported perceptions with objective indicators, such as speaking-test scores, presentation grades, teacher evaluations, structured classroom observations, or rubric-based assessments of role-play and discussion performance. Such triangulation would provide a more comprehensive assessment of perceived communicative competence and strengthen construct validity. Third, the study focuses on university students in a specific geographical context (Vietnam), which may limit the generalizability of the findings to other educational settings or cultural contexts. Future research could replicate the model in different countries, educational levels (e.g., secondary education), or institutional environments to validate and extend the findings. Fourth, although the model demonstrates strong explanatory and predictive capabilities, it focuses on a limited set of constructs. Future research could extend the model by incorporating additional variables, such as technological readiness, learning motivation, or instructional design factors, to provide a more comprehensive understanding of ESL learning processes. Finally, given the increasing integration of digital technologies in education, future studies could explore how technology-enhanced assessment practices, such as AI-based feedback systems or online collaborative platforms, interact with classroom-based assessment to influence engagement and perceived communicative competence.
Appendix A: Proposed Moodle integration framework

	Assessment stage
	Moodle tool
	ESL activity
	Evidence collected
	Feedback method

	Diagnostic assessment
	Quiz or Questionnaire
	Short vocabulary, listening, and self-assessment tasks at the beginning of the course
	Baseline scores and learning needs
	Automated feedback and teacher guidance

	Formative speaking practice
	Assignment with audio or video submission
	Individual presentation, role-play, or oral reflection
	Recorded speaking performance
	Teacher rubric and audio feedback

	Peer assessment
	Workshop module
	Students review classmates’ presentations or written responses
	Peer ratings and qualitative comments
	Structured peer-review rubric

	Portfolio assessment
	Assignment, Database, or e-portfolio link
	Students upload revised writing, speaking recordings, and reflective notes
	Evidence of progress over time
	Periodic teacher feedback

	Collaborative discussion
	Forum or group activity
	Debate, case discussion, or problem-solving task
	Participation frequency and response quality
	Teacher comments and peer interaction

	Reflective learning
	Journal, Feedback, or Assignment
	Students identify strengths, weaknesses, and improvement goals
	Reflective entries
	Individualized recommendations

	AI-supported extension
	Approved AI feedback tool integrated with institutional guidelines
	Grammar suggestions, speaking rehearsal, or feedback comparison
	Drafts, revisions, and reflection logs
	Teacher verification and ethical-use guidance



Appendix B. Proposed Departmental Rubric for Authentic Communicative Assessment
	Criterion
	Weight
	Excellent
	Competent
	Developing
	Needs Improvement

	Clarity and organization of ideas
	20%
	Ideas are consistently clear, logically structured, and easy to follow.
	Ideas are generally clear and logically organized, with minor inconsistencies.
	Meaning is understandable but organization is uneven or occasionally unclear.
	Ideas are difficult to follow because of limited clarity or organization.

	Fluency
	20%
	Communication is sustained smoothly with minimal hesitation.
	Communication is generally sustained, with occasional hesitation that does not impede meaning.
	Frequent hesitation sometimes interrupts communication.
	Hesitation substantially limits communication.

	Linguistic accuracy and range
	15%
	Grammar and vocabulary are accurate, varied, and appropriate to the task.
	Minor errors are present but do not interfere with meaning.
	Errors occasionally affect clarity or limit expression.
	Frequent errors substantially impede understanding.

	Interaction and responsiveness
	20%
	Responds appropriately, asks relevant questions, and actively maintains interaction.
	Responds appropriately and participates consistently in interaction.
	Responds to prompts but shows limited ability to maintain interaction.
	Provides minimal responses or struggles to sustain interaction.

	Contextual appropriateness
	15%
	Language is consistently appropriate for the audience, purpose, and context.
	Language is generally appropriate, with minor inconsistencies.
	Some language choices are unsuitable for the context.
	Language choices frequently do not fit the audience or purpose.

	Reflection and use of feedback
	10%
	Demonstrates clear improvement by applying feedback and identifying specific development goals.
	Uses feedback appropriately and identifies relevant improvement areas.
	Applies feedback inconsistently or identifies only general improvement areas.
	Shows limited evidence of using feedback or reflecting on performance.


Recommended application: Departments may embed this rubric into Moodle assignments, workshop peer-review activities, speaking assessments, presentations, simulations, and role-play tasks. Teachers may adapt the descriptors to match course level while retaining the same core assessment dimensions.
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