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ABSTRACT
This paper examines how Business English students and alumni at Ho Chi Minh City University of Foreign Languages and Information Technology (HUFLIT) perceive alternative assessment, specifically role-plays, portfolios, and projects, and its relevance to workplace requirements. A two-phase mixed-methods case study was conducted, with a convergent design in the second phase. A preliminary survey of 98 alumni explored their retrospective views of university assessment. Subsequently, 350 senior students in seven Business Communication classes were assessed through role-plays, portfolios, and projects over 12 weeks; data were collected through a post-implementation survey, semi-structured interviews with ten students, and structured classroom observations. Most alumni (76.5%) answered ‘a little bit’ when asked how applicable their university assessment was to real work, although the item’s response options may have favored this answer, and they favored presentations, projects, and interviews. Students reported high satisfaction (84% completely satisfied), interviewed students reported perceived gains in communication confidence, teamwork, problem-solving, and independent learning, and observations indicated sustained engagement. Because the study relied on perception data, had no control group or pre-/post-test performance measures, and did not include employers, the findings indicate positive perceptions rather than demonstrated improvements in competence or employability. The study offers preliminary, context-specific support for wider use of alternative assessment in Business English courses and highlights the need for performance-based and employer-informed evaluation.
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TÓM TẮT
Bài báo này tìm hiểu nhận thức của sinh viên và cựu sinh viên chuyên ngành Tiếng Anh Thương mại tại Trường Đại học Ngoại ngữ – Tin học TP.HCM (HUFLIT) về các phương pháp đánh giá thay thế, cụ thể là đóng vai, hồ sơ học tập và dự án, cũng như mức độ phù hợp của chúng với yêu cầu nơi làm việc. Nghiên cứu sử dụng thiết kế nghiên cứu tình huống theo phương pháp hỗn hợp gồm hai giai đoạn, trong đó giai đoạn thứ hai áp dụng thiết kế song song. Khảo sát sơ bộ 98 cựu sinh viên nhằm tìm hiểu đánh giá hồi cứu của họ về hình thức kiểm tra, đánh giá ở bậc đại học. Sau đó, 350 sinh viên năm cuối thuộc bảy lớp Giao tiếp Kinh doanh được đánh giá bằng đóng vai, hồ sơ học tập và dự án trong 12 tuần; dữ liệu được thu thập qua khảo sát sau triển khai, phỏng vấn bán cấu trúc mười sinh viên và quan sát lớp học có cấu trúc. Phần lớn cựu sinh viên (76,5%) chọn mức “một chút” khi được hỏi các hình thức đánh giá ở đại học có thể ứng dụng vào công việc thực tế đến mức nào, dù các phương án trả lời của câu hỏi này có thể đã hướng người trả lời vào lựa chọn đó; cựu sinh viên ưu tiên thuyết trình, dự án và phỏng vấn. Sinh viên thể hiện mức độ hài lòng cao (84% hoàn toàn hài lòng); các sinh viên được phỏng vấn cho biết họ cảm nhận sự tiến bộ về sự tự tin trong giao tiếp, làm việc nhóm, giải quyết vấn đề và tự học; kết quả quan sát cho thấy sinh viên tham gia tích cực và duy trì sự tham gia. Do nghiên cứu dựa trên dữ liệu nhận thức, không có nhóm đối chứng, không có kiểm tra trước – sau và không khảo sát nhà tuyển dụng, các kết quả phản ánh nhận thức tích cực chứ chưa chứng minh sự cải thiện năng lực hay khả năng có việc làm. Nghiên cứu cung cấp bằng chứng sơ bộ, mang tính bối cảnh, ủng hộ việc mở rộng áp dụng đánh giá thay thế trong các học phần Tiếng Anh Thương mại và chỉ ra nhu cầu đánh giá dựa trên kết quả thực hiện và ý kiến nhà tuyển dụng trong các nghiên cứu tiếp theo.
Từ khóa: đánh giá thay thế; đánh giá xác thực; Tiếng Anh Thương mại; tiếng Anh chuyên ngành (ESP); khả năng có việc làm; nghiên cứu phương pháp hỗn hợp.
1. INTRODUCTION
1.1. Problem Statement
Vietnam’s labor market has long faced a mismatch between graduates’ qualifications and employers’ requirements. The World Bank’s Vietnam Development Report 2014 found that, although Vietnamese workers have strong foundational literacy and numeracy, many firms report difficulty recruiting workers with the skills they need, including job-specific technical skills and cognitive and behavioral skills such as problem-solving, critical thinking, teamwork, and communication [1]. A contributing factor is the limited practical orientation of higher education [1]: a study of Vietnamese students, recent graduates, and employers found that a centrally controlled curriculum, traditional teaching methods, and student passivity hindered skill development at university and were seen as a major barrier to graduates’ transition to the workplace [2]. This theory–practice gap may be particularly evident in English for Specific Purposes (ESP) and Business English education, where traditional assessment practices, such as written examinations, multiple-choice tests, and memorization-based activities, tend to focus on the recall of knowledge rather than on the ability to perform authentic workplace tasks; such practices give students few opportunities to develop and demonstrate competencies in communication, teamwork, negotiation, critical thinking, and problem-solving.
The issue is particularly relevant to Business English students at the Ho Chi Minh City University of Foreign Languages and Information Technology (HUFLIT). Although many students have relatively strong English proficiency, they may find it difficult to transfer language knowledge to professional situations such as negotiations, presentations, customer service, and workplace problem-solving. Alternative assessment methods, such as role-plays, portfolios, presentations, and projects, give students opportunities to use language in realistic contexts. Examining how students and graduates experience these methods is therefore a useful first step towards strengthening the practical orientation of Business English education.
1.2. Purposes and Research Questions
Although alternative assessment has been widely discussed in general education, limited research has examined it in Vietnamese Business English programs, particularly in Business Communication courses. Traditional formats such as multiple-choice tests, short-answer questions, and essays tend to reward recall rather than the application of language in professional situations. This study therefore introduced role-plays, portfolios, and projects as the assessment of a Business Communication course at HUFLIT and examined how students and alumni perceive such assessment in relation to learning and workplace demands.
Because the study collected perception data rather than performance or employer data, it does not aim to establish causal effects on competence or employability. Rather, it explores whether alternative assessment is perceived as more relevant to professional practice than traditional testing, as a basis for further evaluation. The study addresses the following research questions:
1. To what extent do alumni perceive that their university assessment experiences prepared them for workplace requirements? 
2. How do Business English students perceive the contribution of alternative assessment to their learning and professional skill development?
2. LITERATURE REVIEW
Over recent decades, educational assessment has broadened from traditional testing towards approaches commonly grouped under the umbrella term alternative assessment. Alternative assessment is defined mainly by contrast with conventional selected-response or short-answer tests: students construct responses, perform tasks, or create products that are judged against explicit criteria [3], [4]. Several related concepts are often used interchangeably, although they have different defining characteristics [5]. Performance-based assessment refers to the format of a task: students demonstrate a skill through an observable performance or product [6]. Authentic assessment refers to the fidelity of a task to real-world practice; a task is authentic to the extent that its context, content, and criteria resemble those of the target professional situation [7], [8]. Formative assessment refers to the purpose rather than the format of assessment: evidence of learning is used to give feedback and to adjust teaching and learning [9]. A role-play may therefore be performance-based without being authentic, and any such task may be used formatively or summatively. In this study, alternative assessment refers to three task types (role-plays, portfolios, and projects) that are performance-based in format, designed to approximate Business English workplace tasks, and used both formatively (through feedback) and summatively (through weighted grades; see Table 1).
In English for Specific Purposes (ESP), such assessment is particularly relevant because ESP courses aim to develop learners’ ability to use language for professional tasks rather than to recall linguistic knowledge [10]. Role-plays, portfolios, presentations, case studies, and projects allow learners to demonstrate communicative competence in context and are consistent with the task-based nature of ESP. The following sections review three arguments commonly advanced in favor of these methods.
2.1. Fairness and Learning Styles
One argument is that alternative assessment offers students more varied ways to demonstrate learning. Drawing on Gardner’s theory of multiple intelligences [11], proponents suggest that presentations, portfolios, role-plays, and group projects allow students with different strengths to show their competence, whereas written examinations favor memorization and writing. This argument should be treated with caution, as empirical support for matching instruction or assessment to individual ‘learning styles’ is weak [12]; the stronger claim is that a range of task types samples a wider range of the competencies a course intends to develop. Projects illustrate this: they require students to apply knowledge individually or collaboratively to produce reports, presentations, videos, or business plans, emphasizing problem-solving, creativity, and teamwork [13]. In ESP courses, projects can simulate workplace tasks and give students responsibility for planning and managing their own work.
2.2. Stimulation and Creativity
A second argument is that alternative assessment promotes higher-order thinking. Whereas recall-oriented tests rarely require analysis or synthesis, role-plays, projects, and portfolios require students to analyze situations, collaborate, and create solutions [13], [14], and they are often linked to the ‘4Cs’ of critical thinking, communication, collaboration, and creativity. Portfolios, in particular, are purposeful collections of student work accompanied by self-reflection and evaluation that document progress over time [15]. Because they capture learning as a process rather than a single performance, portfolios can support reflection and self-directed learning.
2.3. Realistic Applications in Working Environments
A third argument concerns transfer to the workplace. Role-play asks learners to imagine themselves in a specified situation and respond appropriately, and it has been associated with the development of critical thinking, communication, and decision-making [14]. In Business English, role-plays can simulate negotiations, customer service, meetings, and conflict resolution. Portfolios can encourage reflection on one’s own work [15], and projects require task management and cooperation [13]. However, much of the supporting evidence is based on teacher accounts or learner perceptions rather than measured performance, and few studies have examined Business English programs in Vietnam or included graduates who have entered the workplace. Moreover, the authenticity of such tasks varies, and their workplace relevance cannot be assumed without input from the workplace itself [8]. The present study addresses part of this gap by combining the views of current students and alumni, while acknowledging that it does not measure performance or include employers.

3. RESEARCH METHODOLOGY
3.1. Research Design and Methodology

This study employed a two-phase mixed-methods case study design [16] to examine the implementation of alternative assessment in Business English education at HUFLIT. The study had two phases: (1) a preliminary survey of 98 alumni of the Faculty of Foreign Languages (FFL), which explored their retrospective views of university assessment and informed the design of the intervention; and (2) a 12-week implementation in which role-plays, portfolios, and projects constituted the entire course assessment (Table 1) for 350 senior students in seven Business Communication classes. Because the alumni survey (Phase 1) preceded and informed the intervention, the convergent design applies to Phase 2 only: in Phase 2, quantitative data (the student questionnaire) and qualitative data (interviews and structured observations) were collected and analyzed separately and then compared to identify convergence and divergence. The survey contributed to the intervention in general terms only: alumni’s preference for performance-based over traditional methods and their limited perception of applicability supported replacing traditional tests with performance-based tasks, and their interest in projects and presentations is reflected in the project task. It did not determine the role-play and portfolio components, which carry much of the course grade (Table 1): alumni rarely chose role-plays (about 2%; Section 4.1) and were not offered portfolios as an option. Role-plays and portfolios were instead included because the literature reviewed in Section 2 associates role-plays with workplace communication and decision-making and portfolios with reflection and self-directed learning. As a one-group design without a control group or pre-/post-test, the study explores perceptions and engagement rather than estimating causal effects on learning outcomes.

3.2. Twelve-Week Implementation

Role-plays simulated workplace situations such as negotiations, customer service, and problem-solving; portfolios required students to compile their learning products and reflect on their progress; and projects required individual or group tasks applying Business English to authentic workplace contexts. Each project culminated in a group presentation of its outcomes, which is why ‘presentation’ appears among the project criteria in Table 1 and why students identified group presentations as one of the course methods (Section 4.2.1). Table 1 shows the schedule, the main rubric criteria, and the weighting of each task. Each task was scored by the researcher with an analytic rubric based on the criteria listed in Table 1. Rubrics were shared with students in advance, and feedback was given after each task so that students could improve subsequent performances and portfolio entries. Rubric scores were used for grading and were not analyzed as an outcome measure in this study.

	Weeks
	Assessment
	Main focus
	Weight

	1–2
	Role-play
	Communication, accuracy, task completion
	10%

	3–5
	Portfolio
	Content, language, organization, reflection
	20%

	6–8
	Role-play
	Interaction, fluency, problem-solving
	15%

	9–11
	Project
	Teamwork, creativity, presentation
	25%

	12
	Project + Portfolio
	Overall performance, reflection
	30%



Table 1. Assessment schedule, rubric criteria, and weighting
3.3. Participants and Sampling

Ninety-eight alumni were recruited through convenience and voluntary self-selection sampling: a Google Form was distributed through HUFLIT’s Facebook network with staff assistance. Because no complete alumni sampling frame was available, the response rate could not be determined, and graduation year was not used as a sampling criterion; self-selection bias is therefore possible. The 350 students were all senior Business English students enrolled in the researcher’s seven Business Communication classes (convenience sampling); participation in the research survey and interviews was voluntary (see Section 3.6 for consent and anonymity procedures). The alumni and student groups are non-equivalent in educational experience and workplace exposure and are therefore not compared directly; any contrasts drawn between them are tentative.

3.4. Research Instruments and Data Collection

Four researcher-designed instruments were used (full items in the Appendix). The alumni questionnaire (five items) asked which assessment methods were most useful for work, how applicable university assessment had been to real work, how satisfied alumni were with ESP assessment at HUFLIT, which methods should be used in ESP courses, and whether they had been retrained by their employer. The student questionnaire (five items), administered anonymously via Google Forms through the classes’ Zalo groups and completed during the final class session, after course grades had been released (the Week 12 project presentations and portfolios were delivered and marked earlier in Week 12, so grades for all tasks in Table 1 were available before that session), asked which methods were useful for graduates, which competence areas students preferred to be assessed on, which methods had been used in the course (an awareness check), how satisfied they were with the course assessment, and which methods should be used in the course. Items were categorical questions (single-response, except student Q3, which allowed multiple responses) so that the surveys could be completed quickly and analyzed descriptively.
The items were drafted by the researcher on the basis of the assessment types used at the FFL and the course learning outcomes, and they were not subjected to formal psychometric validation. Because each construct was measured by a single categorical item rather than a multi-item scale, internal-consistency reliability could not be estimated; the questionnaires are therefore treated as descriptive indicators of perception rather than validated measures.
Semi-structured interviews were conducted with ten students, randomly selected from those who volunteered, using four questions on satisfaction, perceived learning, comparison with traditional assessment, and difficulties; responses were audio-recorded with the interviewees’ consent and transcribed anonymously (S1–S10). The interviews also took place after course grades had been released. Structured observations were conducted by the researcher throughout the 12 weeks using a checklist covering four dimensions: students’ reactions, attitudes, participation, and progress, on which the researcher took notes during class sessions; the checklist served as a structured note-taking record, and no numerical scores were assigned.

3.5. Data Analysis
Questionnaire data were analyzed using descriptive statistics (frequencies and percentages). Interview transcripts and observation notes were analyzed using thematic analysis [17], with recurring codes grouped into themes concerning satisfaction, perceived skill development, comparison with traditional testing, and difficulties. Integration took place at the interpretation stage: for each research question, survey results, interview themes, and observation records were compared to identify where they converged or diverged (Section 5). Divergent cases, such as students reporting difficulties, are reported explicitly.
3.6. Ethical Considerations
Participation in all parts of the study was voluntary. The first page of the student questionnaire explained the purpose of the study, stated that participation was voluntary and would not affect course grades, and asked students to confirm their consent before continuing; alumni likewise took part voluntarily, and submitting the form was treated as consent. Both questionnaires were anonymous: no names, student IDs, or email addresses were collected. The student survey was opened in the final class session only after course grades had been released, so responses could not affect grades; the full response (350 of 350) reflects the fact that the survey was completed during class time. Nevertheless, because the survey was administered by the course teacher, some students may have felt obliged to take part, and this is acknowledged as a limitation (Section 6). Interviewees gave informed consent for audio recording and for the use of their anonymized transcripts, in which they are identified only by codes (S1–S10). The anonymized transcripts and the observation checklist are available from the author on request. Formal institutional ethical approval was not required for this study at HUFLIT; the consent and anonymity procedures described above were nevertheless followed.
4. FINDINGS 
4.1. Pre-implementation alumni survey
Alumni Question 1 asked which assessment method was most useful for graduates’ knowledge and skills at work. Alternative methods (individual presentations, group presentations, interviews, projects, and role-plays) accounted for 90.8% of responses, compared with 9.2% for traditional methods (essays and multiple-choice tests) (Figure 1). Individual presentations were chosen most often (29%), followed by interviews and group presentations (20% each) and projects (19%), whereas role-plays and essays were rarely chosen. Portfolios were not among the options in this item or in Question 4 (Appendix A1), so the alumni data do not show how alumni viewed them.


                                  [image: ] 
Figure 1. Assessment methods alumni considered most useful for work

Question 2 asked how applicable the assessment that alumni had experienced was to real work. Only 17.3% chose ‘completely satisfied’, 76.5% answered ‘a little bit’, and 6.1% ‘not at all’. These figures should be interpreted with caution because of the response options. The question asked about applicability, but its highest option (‘completely satisfied’) refers to satisfaction rather than applicability, and the three-point scale offered nothing between ‘a little bit’ and ‘completely’. Respondents who regarded their assessment as largely but not fully applicable may therefore have chosen ‘a little bit’, so the 76.5% figure is partly an artifact of the scale. The results suggest that most alumni did not regard their university assessment as fully applicable to work, but they do not show how applicable it was or which aspects were lacking.
Question 3 asked about satisfaction with assessment in ESP subjects at HUFLIT: 21.4% rated it excellent, 72.4% fair, and 6.1% poor (Figure 2), a pattern consistent with Question 2.
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[bookmark: _Toc113453117]Figure 2. Alumni satisfaction with assessment in ESP subjects at HUFLIT
Question 4 asked which methods should be applied in ESP subjects to help graduates adapt to work. Alternative methods accounted for 89.8% of responses: individual presentations (27.6%), projects (26.5%), interviews (19.4%), group presentations (14.3%), and role-plays (2.0%); essays and multiple-choice tests accounted for 5.1% each (Figure 3). The low preference for role-plays is notable and is discussed in Section 5.
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[bookmark: _Toc113453118]Figure 3. Assessment methods alumni recommended for ESP subjects
Question 5 asked whether alumni had been retrained by their employer after recruitment: 61 respondents (62.2%) answered yes and 37 (37.8%) no (Figure 4). This result should be interpreted cautiously, because induction training is common practice regardless of graduates’ preparedness; the item does not show that graduates lacked the required competencies.
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[bookmark: _Toc113453121]Figure 4. Retraining by employers after recruitment
4.2. Post-implementation findings
4.2.1. Student survey findings

Student Question 1 asked which methods are useful for graduates’ knowledge and skills. Group presentations and projects were each chosen by 25% of respondents, role-plays by 24%, portfolios by 15%, individual presentations by 4%, and interviews by 1%; multiple-choice tests were chosen by 4% and essays by no one (Figure 5; single response, total n = 350). Alternative methods therefore accounted for about 94% of responses and traditional methods for 4% (each percentage in Figure 5 is rounded to the nearest whole number, so the displayed values sum to 98% rather than 100%). Students chose role-plays far more often than alumni did in alumni Question 1 (24% vs. about 2%); no such contrast is possible for portfolios, which were not offered to alumni (Appendix A1). Because the two groups are non-equivalent (Section 3.3), this contrast is tentative, but it may suggest that students’ preferences were shaped by recent exposure to role-plays.
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[bookmark: _Toc113453126]Figure 5. Assessment methods students considered useful for graduates’ knowledge and skills
Question 2 asked which competence area students most would like to be assessed on. Real-situation problem-solving was chosen by 197 of 350 respondents (56.3%), knowledge by 66 (18.9%), practical skills by 56 (16.0%), and other social skills by 31 (8.9%) (Figure 6). About four in five students thus prioritized the application of skills over knowledge, which is consistent with, but does not by itself demonstrate, a preference for performance-based assessment.
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[bookmark: _Toc113453129]Figure 6. Competence areas students would most like to be assessed on
Question 3 checked whether students could identify the assessment methods used in the course; all 350 respondents correctly identified role-plays, group presentations (delivered as part of the project task; see Section 3.2), projects, and portfolios (Figure 7; multiple responses allowed). This confirms exposure to and awareness of the methods, not their effectiveness.
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[bookmark: _Toc113453131]Figure 7. Assessment methods students identified as used in the Business Communication course
Question 4 asked about satisfaction with the course assessment: 294 respondents (84%) were completely satisfied, 56 (16%) a little satisfied, and none not satisfied (Figure 8). The item offered nothing between ‘a little bit’ and ‘completely satisfied’ (Appendix A2), so students who were largely but not fully satisfied may have chosen the top category, and the 84% figure may therefore be inflated. These figures indicate high satisfaction, but satisfaction may also reflect enjoyment of the activities, the grading load, or the relationship with the teacher, who also administered the survey; it should not be equated with learning gains.
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[bookmark: _Toc113453132]    Figure 8. Student satisfaction with the course assessment
Question 5 asked which methods should be used in the course. Group presentations were chosen by 97 respondents (27.7%), projects by 94 (26.9%), portfolios by 88 (25.1%), role-plays by 41 (11.7%), and individual presentations by 30 (8.6%); no one chose essays, multiple-choice tests, or interviews (Figure 9; total n = 350). Although 24% of students rated role-plays as useful for graduates in Question 1, fewer recommended them for the course, possibly because performing in front of the class was perceived as demanding (see Section 4.2.2).
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[bookmark: _Toc113453133]Figure 9. Assessment methods students recommended for the Business Communication course
4.2.2. Interview findings
Interview responses (anonymized transcripts are available from the author on request) were broadly consistent with the survey in direction. Asked how satisfied they were with the alternative assessment methods, three interviewees were extremely satisfied, four satisfied, and three fairly satisfied; none were dissatisfied. The share of extremely satisfied interviewees (three of ten) was lower than the 84% who chose ‘completely satisfied’ in the survey; this may reflect the response options of Question 4 (Section 4.2.1), although ten interviews cannot show this.
Asked what they had learned, all ten reported practical gains: greater confidence in business communication; problem-solving when dealing with customers, supervisors, colleagues, and partners; pair-work and teamwork; and more independent preparation. Several said the tasks resembled real working situations. These are self-reported perceptions of development and were not verified against rubric scores or other performance measures.
When asked to compare alternative and traditional assessments, all ten preferred alternative assessments for Business Communication and suggested extending it to other ESP courses. Because the interviewer was also their teacher, this unanimity may partly reflect social desirability.
Two interviewees reported difficulties: one had limited IT skills and struggled to design presentation slides, and another felt anxious when presenting to a large class. These cases indicate that alternative assessments may disadvantage students with limited digital skills or high speaking anxiety unless additional support is provided. The other eight reported no difficulties.
[bookmark: _Toc113453419]4.2.3. Classroom observation findings
Observation notes (checklist available from the author on request) indicated that most students in the seven classes engaged actively and enthusiastically with the tasks throughout the 12 weeks. A small number of students initially worried about their ability to perform the tasks but became more comfortable after the first few weeks, and the observer did not record any student falling behind, although a single observer could not follow every student closely in seven classes of about 50 students. Because the observations were made by the teacher-researcher without a second observer, and because early enthusiasm may partly reflect the novelty of the format, these records are treated as indicative of engagement rather than of learning gains.
5. DISCUSSION 
Regarding RQ1, most alumni did not regard the assessment they had experienced as fully applicable to work, although the response options of the relevant item limit how precisely this can be interpreted (Section 4.1), and they favored presentations, projects, and interviews. These retrospective perceptions are useful, but they cannot establish what employers require or how competent graduates actually are at work. The low alumni preference for role-plays (about 2% in Questions 1 and 4) cannot be explained from these data, because the survey did not ask for reasons. Alumni may have had little experience of role-plays, or may regard presentations and interviews as closer to recognizable workplace events than classroom simulations; both explanations are tentative. In either case, the substantial weight given to role-plays in the course (25% of the grade; Table 1) was not based on alumni preferences. The finding that 62.2% were retrained by employers is ambiguous, since induction training is common regardless of preparedness. Claims that alternative assessment meets employers’ requirements therefore remain to be tested with employer or recruiter data. Within these limits, the study extends previous work by bringing together the perspectives of current Business English students and alumni at a Vietnamese university and by describing a complete assessment scheme (Table 1) that other ESP teachers can adapt and evaluate.
Integrating the data sources shows considerable convergence. Survey responses (high satisfaction and strong endorsement of alternative methods), interview accounts of perceived gains in confidence, teamwork, and problem-solving, and observation records of sustained engagement all point to positive student perceptions of role-plays, portfolios, and projects. These results answer RQ2: surveyed students were satisfied with alternative assessment and endorsed it, and interviewed students perceived it as contributing to their learning and professional skill development; because the student questionnaire had no item on learning gains, this last point rests on the ten interviews. They are consistent with reports that alternative assessment in business and foreign language classes is well received by students [4], that role-play supports communication and critical thinking [14], and that project-based tasks stimulate learner engagement [13].
However, these findings show perceived rather than measured benefits. The study had no control group, no pre-/post-test, and no analysis of rubric scores, so improvements in competence cannot be inferred. Several alternative explanations are plausible. First, a novelty effect may have increased enthusiasm if these formats were unfamiliar to students, although the study did not collect data on students’ earlier assessment experience. Second, because the teacher designed the intervention, assessed the students, administered the survey, and conducted the interviews and observations, social desirability and observer bias may have inflated positive responses. Third, satisfaction may reflect features such as group work, continuous rather than high-stakes assessment, or perceived ease of obtaining good grades rather than learning itself. Fourth, students’ preferences may follow exposure: they selected role-plays more often than alumni did (24% vs. about 2%). This contrast is tentative, because the groups are non-equivalent (Section 3.3) and the study has no data on how often alumni had experienced role-plays; it does not extend to portfolios, which were not offered to alumni. The data also diverge in places. Role-plays were rated useful by 24% of students but recommended for the course by only 11.7%, and interviewees mentioned speaking anxiety and limited IT skills, indicating that the methods are not equally accessible to all learners. This supports the view that authenticity and fairness depend on task design and support rather than on task type alone [8].
6. CONCLUSION, LIMITATIONS, AND RECOMMENDATIONS
This study examined Business English students’ and alumni’s perceptions of alternative assessment at HUFLIT. Most alumni did not perceive university assessment as fully applicable to their work (a finding qualified by the wording of the response options) and favored presentations, projects, and interviews. After a 12-week course assessed entirely through role-plays, portfolios, and projects, students reported high satisfaction, interviewed students reported perceived gains in communication confidence, teamwork, problem-solving, and independent learning, and observations indicated sustained engagement. These results suggest that alternative assessment is acceptable to students and perceived as relevant to professional practice in ESP courses; they do not demonstrate that it improves measured competence, workplace performance, or employability.

Several limitations should be acknowledged. First, the evidence consists of perceptions and teacher observations; no pre-/post-test, comparison of performance scores, or independent measure of skill development was used, and there was no control group, so effects cannot be attributed to alternative assessment. The evidence for perceived learning gains comes only from ten interviews conducted by the teacher, as the student questionnaire had no item on gains. Second, no employers or recruiters participated, and alumni views cannot substitute for employer requirements or measures of workplace competence. Third, the questionnaires were short, researcher-designed, single-item instruments without formal validation, and the observation checklist was used by a single observer as a note-taking record. In addition, the three-point response options of alumni Q2 and student Q4 were imperfect: the highest option of alumni Q2 (‘completely satisfied’) referred to satisfaction rather than applicability, and neither scale offered an option between ‘a little bit’ and ‘completely’. This may have pushed alumni towards ‘a little bit’ on Q2 and students towards ‘completely satisfied’ on Q4, which may have inflated the 84% figure, and it limits the interpretation of both items. Fourth, the teacher-researcher role created potential researcher, observer, and social desirability bias; although the student survey was anonymous and opened only after grades had been released, students may still have felt obliged to participate or to respond positively. Fifth, convenience and self-selection sampling at a single university limit generalizability, and the alumni and student groups were non-equivalent. Finally, the study covered only selected methods over one semester and could not examine long-term effects.

For practice, Business English assessment should include authentic tasks such as customer service, negotiations, meetings, and presentations, scored with transparent analytic rubrics covering both language and professional competencies and accompanied by regular formative feedback. Support should be provided for students with limited digital skills or high speaking anxiety, and lecturers would benefit from training in authentic task design, rubric development, and rater consistency. For research, future studies should (a) compare rubric-based performance before and after implementation, ideally against a comparison group; (b) use validated multi-item instruments with reported reliability and more than one rater or observer; and (c) survey employers or recruiters, or analyze internship evaluations, to establish workplace requirements and graduates’ actual performance.
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APPENDIX. RESEARCH INSTRUMENTS (ENGLISH VERSIONS)
A1. Alumni questionnaire (single response; n = 98)
Q1. In your point of view, which method of testing and assessment is the most useful for graduates (knowledge and skills) when going to work? (Essays; Multiple choice; Interviews; Role-plays; Individual presentation; Group presentation; Projects)
Q2. To what extent can the current methods of testing and assessment be applied in real life? (Not at all; A little bit; Completely satisfied)
Q3. Are you satisfied with the methods of testing and assessment in English for Specific Purposes subjects at HUFLIT? (Poor; Fair; Excellent)
Q4. Which types of testing and assessment should be applied in ESP subjects so that graduates can adapt to real working environments? (Options as in Q1)
Q5. Were you trained again by your company after being recruited? (Yes; No)
A2. Student questionnaire (n = 350; Q1, Q2, Q4, and Q5 single response; Q3 multiple responses allowed)
Q1. In your point of view, which method of testing and assessment is useful for graduates (knowledge and skills)? (Essays; Multiple choice; Interview; Role-plays; Individual presentation; Group presentation; Projects; Portfolios)
Q2. Which field would you most like to be tested and assessed on? (Knowledge; Practice skills; Real-situation problem-solving skills; Other social skills)
Q3. Which types of testing and assessment did your teacher apply for in the Business Communication (Bizcom) course? (Options as in Q1)
Q4. Are you satisfied with the current testing and assessment methods for Business Communication? (Not at all; A little bit; Completely satisfied)
Q5. From your point of view, which method of testing and assessment should be applied in Business Communication? (Options as in Q1)
A3. Interview protocol
(1) How satisfied are you with the alternative assessment methods for this subject? (2) What did you learn from these alternative methods? (3) How do the alternative methods compare with traditional testing for this subject? (4) What difficulties, if any, did you experience with these methods?
A4. Observation checklist
Dimensions: reactions, attitudes, participation, and progress, noted by the researcher for each class throughout the 12 weeks (note-taking record; no numerical scores were assigned). The full checklist is available from the author on request.
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