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Abstract

The present study focused on the test materials and curriculum policies, as well as the

perspectives of the testers and moderators, to examine how the English language test for

secondary education examinations in Nepal is developed, what principles and criteria govern

test production, and what factors impact this process. Participants were selected using a

purposive sampling method. The findings indicated a range of circumspection, compliance,

and context-aware methods, demonstrating the continuation of questionable test design

procedures and practices. These replies backed ritualized design approaches that downplay

test validity and reliability worries and hide the fundamental principles of the educational

system by categorizing students into achievers and failures. Importantly, the findings revealed

the need to scrutinize the test design itself. Future research is also recommended based on

factors and stakeholders.

Keywords: language test design, high-stakes testing, external examinations, Nepal, testing

across societies
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Chapter 1

Introduction

1.1 Background

With the foundation of the School Leaving Certificate Board in 1934, the tradition of public

exams officially started in Nepal. Internal assessment, a form of classroom-based evaluation,

was first proposed by the National Educational System Plan (Ministry of Education, 1971).

The National Education Plan 1971-1976 was created for developing knowledge-based and

technical education. This strategy was comprehensive and viewed education as a dynamic

force that produces human capital for nation building. In the late 1980s, the Nepali

government reinstituted CAS (Continuous Evaluation Method) as a classroom-based

assessment system in the elementary school grades. The Curriculum Development Centre

(CDC), a division of Nepal's Ministry of Education (MOE) in charge of creating the

curriculum, producing and dispersing textbooks, teachers' manuals, and other relevant

resources, included a brief section on assessment (CDC, 2007, p. 57).

On the other hand, public exams are often taken outside of a classroom setting and are

summative. Public tests may be given to evaluate each student at several levels, such as the

national, regional, district, resource center, and/or school levels. These tests are typically

administered by external organizations, such as the government or independent/autonomous

bodies. Public exams are used to select and advance pupils to the next grade or educational

level and certify learning, but they seldom offer feedback on classroom teaching-learning or

the educational system.

The exams are based on conventional testing theory, with insufficient item and testing

procedure uniformity. However, the majority of these assessments revealed elements relating

to the instructor, the school, and the students that affected student learning. Although

assessment policies emphasize the value of all four language skills—listening, speaking,

reading, and writing, it has rarely been practiced in our classroom setting and evaluation

system. Therefore, the evaluation system was abandoned once the redesigned curriculum was

implemented at the school level in the early 1980s because it eliminated the internal

assessment system from classroom instruction.

The Constitution of Nepal (2016) amended the existing education policy highlighting the

significance of access to education as a fundamental human right. Consequently, the then
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government, revised the Amendment Bill to support free education policy (Bajracharya,

2016). This coverage started free education up to secondary level in school. Similar to this,

all measures pertaining to education must be in line with the nation's interests and overall

educational aims. Most notably, the Education Policy 2016 has given instructional assessment

a special priority. In order to ensure the improvement of education quality at all levels, it is

stated that the exam system would change. It also mentions the necessity of implementing

appropriate and effective exam structure or straggles, as well as the requirement that

successful assessment processes be ingrained within the educational system.

Aside from school-based assessments, pupils in the mainstream education system are

required to take three national public examinations at the end of Years 8, 10, and 12. The

results of these exams decide which schools or universities students will attend and whether

they will be eligible for quotas at home or abroad . Thousands of Nepalese students apply for

a relatively limited number of primary spots in higher education in metropolitan regions,

district towns and international educational institutions. Only a few will secure their seats.

Additionally, tests are extensively used in the labor market, both in the public and

commercial sectors. They sit recruitment exams for a few hundred posts in the bureaucracy,

the financial industry, and basic and secondary schools, all in the hopes of securing a

permanent career and a stable future.

Despite significant improvements in the educational field over the past few years, particularly

in terms of student enrollment and gender parity, educational evaluation as a mechanism for

guaranteeing high standards of education and learning achievement has not received enough

attention. This lack of interest in assessment directly relates to the teaching and learning of

the English language.

1.2 Problem statement

Hamid (2010) sees English proficiency as fundamental for human capital development and

the nation's economic growth. However, English language teaching and learning vary

depending on the institution type. Although English education in Nepal began in 1854 A.D.,

it was not introduced as a compulsory subject from Year 1 to Year 12. Still, English as a

subject is less prioritized until Grade 6 in many community schools.

On the other hand, English medium instruction has been established in most private schools.

Officially, communicative language teaching (CLT) has been designated as the primary

technique for enhancing students' functional English competence. However, neither
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school-based nor public examinations adhere to a communicative strategy. Despite the testing

prevalence, there is a concern about whether or not students gain communicative ability in

this important language. More significantly, many have no idea how these English

assessments are created, delivered, and verified. However, the results of these examinations

determine who "achieve" and "fail" in the school and job markets.

Nepal adopted communicative language teaching (CLT) as a language teaching methodology

at the basic and secondary levels in 2007 (Curriculum Development Center, 2020). It is

expected that the assessment methods embedded in the CLT approach will be used by

individuals and institutions. However, measurement specialists have identified several

weaknesses of the single high-stakes test. One single high-stakes test is unable to help

students, educators, or schools in making important educational decisions (Ritt, 2016).

Students are being treated with a one-size-fits-all education approach, which is causing

unreliable test scores (Popham, 2015). According to the new research by American

Educational Research Association (2000), “Assessment experts oppose high-stakes testing

because using a single indicator of competence to make important decisions about individuals

or schools violates the professional standards of the measurement community.”

Other critics are concerned that the unintended effects of high-stakes testing lead to

“perverse” (Ryan, 2004) and “corrupt” educational practices (Jones, 2007; Jones & Hargrove,

2003; Nichols & Berlinger, 2007), while Pedulla et al. (2003) argue that the pressure of doing

well on a test seriously compromises instructional practice. Where the high-stakes test is in

practice, the teachers put considerable importance on the contents that are tested, and the

students’ achievement in the maximum test score because the test results are associated with

the national test results (Harlen, 2009). As a result, most of the teaching time is devoted to

preparing the students for the test or doing the testing. The quality of teaching decreases if the

teacher spends a lot of school time preparing students for tests.

As a result, there is a deep mistrust of tests and of testers. It is observed that a great deal of

language testing is of very poor quality and they have a harmful effect on teaching and

learning, and often fail to measure accurately whatever it is they are intended to measure.

Furthermore, international education or assessment scholarship says virtually little about tests

and testing in Nepal. Research into education is not a priority for this low-income country,

which must prioritize more important requirements like poverty reduction, health, and the

economy.
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1.3 Aims and Objectives

Given the importance of testing in Nepalese culture, it is vital to question who designs these

high-stakes exams, how they are developed, what ideas and criteria lead them, and how the

public perceives these exams. This study provides us with insight into the procedures of test

creation and evaluation in the Nepalese education system.

I investigated the design of the English Paper for the School Education Examination (SEE)

examination, which students take at the conclusion of Year 10. The outcomes of this last

school test decide pupils' admittance to further education institutions. Moreover, the result

distinguishes student’s from their ability to use English in Nepal. Those students who are

proficient in using English will opt for higher education in ‘A’ class schools in the country or

they may opt for study abroad and those who lag behind struggles in every facet of career.

For example, people get rejected from access to education in a sophisticated college or

university or job interview because their English language proficiency was less than the

selected candidate. This further aids to decide the potential of a student in the educational and

job market. In recent years, more than a hundred thousand students have taken this public test

each year. According to THT Online (2021), nearly 5,17,000 students in 2021.

The goal of the study is to add to the body of knowledge on testing across nations in a global

context (Ashadi & Rice 2016; Cheng, 2008; Ramanathan, 2008; Rose, 2015; Ross, 2008;

Sasaki, 2008). The study used the perspective of important assessment actors, such as

education officials and test developers, to better understand the nature of the assessment

process and the factors that influence the design and administration of the English exam.

Based on my findings, I contend that in countries such as Nepal, test design may have taken

the shape of traditional rites done in accordance with implicit principles that go unchallenged.

Professional requirements and ethical norms linked with testing (e.g., Downing & Haladyan,

2006) may seem insignificant in the context of such commonplace social behaviour. It is

worth noting that neither scholarly nor popular criticism has been leveled at this

rationalization of testing. Taking into account these considerations, the present study

addresses the following questions:

RQ 1: How is the English test designed and developed?
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RQ 2: To what extent does the test reflect the goal of English curriculum policy for this level

of education?

RQ 3: What factors influence test design?

1.4 Significance of the study

Assessment is an essential component of English learning and instruction. It is defined as

"any act of analyzing information regarding student performance gathered by any of a variety

of sources" (Brown & Hirschfeld, 2008). The power of tests, particularly those with high

stakes, encourages test takers and educational institutions to alter their educational practices

and tactics in order to excel in examinations, notwithstanding their negative consequences

(Shohamy, 2016). It is a test that provides a clear image of the student's ability and identifies

the student's strong and weak areas in language teaching and learning. As a result, teaching

and assessment are inextricably linked, and one is meaningless without the other. Nobody can

deny the value of evaluation and testing in language instruction programs.

Language testing is commonly acknowledged as providing helpful inputs to instructors in

order for them to be aware of the effect of their teaching, as well as some insight into whether

they should continue to teach in the same manner or modify it in order to make their teaching

more successful (Khaniya, 2005; Wu, 2015). Assessment is the most crucial part of the

teaching and learning process since it affects all aspects of teaching and learning. An

assessment allows a teacher to receive feedback on his or her instruction and the students'

learning. It establishes language teaching objectives and monitors both instructors' and

students' progress toward those objectives. It is obvious that learning is achievable with the

assistance of instructors, classmates, parents, and their children.

It is obvious that learning is achievable with the assistance of instructors, classmates, and

parents, as well as their ongoing assessment of what has already been taught, what may be

acquired, and what must wait to be learnt. As a result, evaluation is a continuous process in

language classes. The instructor employs a variety of assessment methods, including

formative and summative evaluations. After receiving some education, the instructor

constantly looks for accomplishment. The emphasis is transferred to the learning process, in

which evaluation occurs continually and formatively while the student is still learning

(Stiggins, 2002).

105



The current study is undertaken to understand how the high-stakes English test for the SEE

examination is designed and developed in relation to relevant curriculum policy. As

previously noted, students must pass the SEE examination with a higher grade (e.g. A) to be

eligible for further studies. Based on the Curriculum Development Center, (2020), the

achievement of a higher grade means test-takers have achieved several competencies in

English that are useful for international communication, academic and vocational purposes

(Curriculum Development Center, (2020). Nonetheless, as mentioned before, English is not

necessarily informed by the curriculum policy because not all four skills are tested. This

mismatch between official curriculum and assessment policy on the one hand and the stakes

attached to the test on the other calls for an investigation into the processes of test design and

the factors affecting the design.
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Chapter 2

Literature Review

2.1 Basic considerations in test design

Language assessment is not an abstract process; it requires a goal and context to work.

Language evaluations are used to elicit information about people's communicative language

abilities in order to make correct and legitimate interpretations based on scores for a variety

of objectives (Bachman, 1990). All assessments should be of high quality, emphasizing the

importance of good design (Alderson, Clapham, & Wall, 1995; Fulcher, 2010).

According to Hughes (2003), the first stage in language test design is to define the problem

(purpose) based on information about the nature of the test, its objectives, the constructs

(abilities) it wants to assess, its impact, ethical considerations, and limits in conducting the

test. The next stage is the creation of specifications ('specs') by establishing standards

concerning test content, structure, length, media, and procedures to elicit test-takers'

performance. The specifications include explanations of the performance criterion level(s) as

well as scoring processes for evaluating test-takers' language use. The third stage involves

writing and reviewing test items based on the test criteria so that the test accurately portrays

the problem. The moderated questions are trialed and the results are analyzed in the next

three steps to verify reliability, task complexity, and representativeness, as well as to

minimize unforeseen difficulties. Following the completion of the study, the next stage is to

calibrate rating scales, which give samples and reference points for scorers. The final version

of the test is confirmed at the conclusion of this procedure.

Although the testing literature is replete with theoretical discussions of test design, reviews,

and validation (as seen by the references given previously), there is a lack of attention on how

high-stakes language exams are actually constructed, particularly in developing cultures.

Tests used in external examinations at various stages of schooling in these civilizations are of

special importance. Although public examinations in English and other courses have been

utilized in Nepal for decades, there has been little study on how these tests are created, what

learning or success is targeted for evaluation, and what repercussions these tests may have for

students and their families, the education system, and society at large.
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2.2 Understanding high-stakes testing across societies

As Cheng and Curtis (2004) point out, the design of tests can heavily influence the nature and

goals of education in many parts of the world. The test is no longer 'an obedient servant' but

rather 'a leader' of pedagogy, with a critical and influential role in shaping curricula and

educational policies. Policymakers continue to exploit the power of exams to influence their

local educational systems, regulate curricula, and enforce (or encourage) new textbooks and

teaching techniques in many areas of the world. One of the aims of assessment is to make

policy judgments based on test findings (Cheng & Curtis, 2004).

The use of test data (i.e., results) to influence policy choices is a key trend in education in the

twenty-first century. This development is linked to a new governance model in which

educational standards and their outcomes are compared according to notes of Hamilton,

Maddox, & Addey, 2015; Hardy, 2015; Kamens, 2013. Test results serve as a measure of the

quality of instructors' and students' work in this new institutional framework (Lingard, 2011;

Wu, 2012). Thus, conceptions of audit culture, reference societies, and comparisons of one

school system with another, all based on test results, now substantially influence educational

discourses (Lingard, 2011; Smith, 2016).

The international 'horse race' (Kamens, 2013) among nations to demonstrate educational

quality has been made possible by global education players such as the Organization for

Economic Cooperation and Development (OECD) through international examinations, most

notably the Programme for International Student Assessment (PISA), which evaluates

students' reading, numeracy, and applied abilities (Meyer and Benavot 2013; OECD 2016).

PISA statistics are used to assess educational quality and the degree of 'human capital' in

participating nations. Bloem (2015) Large-scale international evaluations put national

governments under pressure to alter their education systems and match them with

international examinations like the PISA. In the United States, the Bush Administration

enacted the No Child Left Behind (NCLB) Act in 2001, which elevated high-stakes testing to

the forefront of governance and data-driven accountability (Hursh, 2007). In order to enhance

accountability in its education system, Australia implemented the National Assessment

Program – Literacy and Numeracy (NAPLAN) in 2008 (Klenowski and Wyatt-Smith 2012;

Wu 2015). East Asian nations such as China, Japan, and South Korea fared well on PISA as a

result of educational reforms and a "strong dependence on standardized assessments at the

national level" (Allen, 2016; Gu, 2014; Kwon, Lee, & Shin, 2017; Poole, 2016).
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The worldwide trend of data-driven accountability emerges differently in low-income and

emerging economies. Many of these nations do not participate in international evaluations,

but they do have national standardized tests as part of their educational systems. Davies

(2016) described the high stakes nature of the Nepalese School Education Examination (SEE)

test, which was held at the conclusion of Year 10. The examination results affect whether or

not students may apply for higher study and what type of work they will have in the future.

Jilani (2009) both reported similar high-stakes examinations in Iran and Pakistan,

respectively. These studies indicate that test data are important in the lives of test takers and

schools, which are held accountable for student achievement in public examinations.

While high-stakes exams are employed across countries to create data for key

socio-educational choices, they are often criticized; in particular, they are viewed as

constraining pedagogy that becomes concentrated on the tests, which is seen in several

jurisdictions, including the United States (Au, 2009), Australia (Klenowski and Wyatt-Smith,

2012), China (Gu, 2014), Bangladesh (Das et al., 2014), Korea (Kwon, Lee, and Shin, 2017),

Japan (Allen, 2016), Nepal (Davies, 2016), (Balwanz, 2016). Because high test scores are

regarded as quality indicators, instructors and schools are under pressure to enhance test data

(Klenowski & Wyatt-Smith, 2012), potentially raising validity difficulties in test design

(Harris and Brown 2016). According to Harris and Brown (2016), when scores are utilized as

a key source of accountability and as an indication of quality, society may value grades more

than test ethics or testing principles such as validity and reliability. This emphasizes the need

to understand test design in an audit culture where test data dominates educational choices.

Given the power of tests and their social repercussions, critical language testing researchers

contend that high-stakes tests must be scrutinized in order to investigate "the uses [or,

misuses] and consequences of tests in education and society" (Shohamy, 2016). The first step

in understanding testing culture across nations is to understand how tests are constructed.

This knowledge is critical because policy decisions may be hampered if tests "fail to assess

precisely whatever it is they are designed to evaluate" (Hughes 2003, p. 2). The failure might

be traced to a "misunderstanding of the nature of language testing and language test

creation," which resulted in "tests that do not suit the special demands of the test users"

(Bachman & Palmer, 1996, 7). As a result, policy choices based on the results of a poorly

constructed test may be deceptive. However, there is a lack of knowledge on how high-stakes

examinations are developed across civilizations, as demonstrated by Nepal for instance.
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2.3 Testing in Nepalese schools

In Nepal, mainstream education is organized into three stages: primary, secondary, and

university. Lower secondary (Grades 7–8), secondary (Grades 9–10), and upper secondary

(Grades 11–12) education are the three levels of secondary education. Students must pass a

nationwide public examination conducted each year at the end of each level. The last two

public examinations, School Education Examination [SEE] and School Leaving Certificate

Examination [SLCE] are the most essential. Students can only continue on to upper

secondary school if they pass the SEE. The SEE examination is much more essential for

pupils since their subject scores and GPAs decide where they will attend college. Students are

examined in all disciplines, including English, at the SEE. The current research looks into the

design of the English test in the SEE.

2.4. Curriculum and assessment policies for English

In line with the spirit of the new National Education Act (Ministry of Education, Science and

Technology, 2019), the secondary English curriculum adopted learner-centered approaches to

develop students’ communicative competence (Curriculum Development Center, 2020).

Thus, one of the fundamental aims of the curriculum is to help students acquire competence

in four [English] language skills, i.e. listening, speaking, reading, and writing (Curriculum

Development Centre, p. 36). The main objectives of the curriculum can be understood from

the following extract:

“English is taught as a compulsory subject not only in school but also in almost all

the undergraduate programmes at the university level. English has also been adopted

as the medium of instruction in many schools and most higher education programmes.

Efforts have been made to incorporate recent trends and undercurrents in the field of

language learning and teaching and all four language skills are adequately

addressed. Strong grammatical foundation is also given due consideration and the

learners are expected to be able to communicate in the English language with

confidence (Curriculum Development Center, (2020, p.1).”

There has been a shift from traditional, grammar-based language instruction to a ‘skill-based’

approach to develop learners’ ‘real-life’ functional skills so that they can access ‘higher

education’ and ‘local and global employment.". The current English language policies in

Nepal, therefore, have been influenced by the nation’s desire for economic development
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through English language education (Seargeant and Elizabeth, 2011). Accordingly, the

authorities have adopted Communicative Language Teaching (CLT) for English language

teaching and devised CLT-based textbooks for primary and secondary education.

However, it is often argued that the assessment system is partly responsible for the failure to

achieve the desired English language teaching and learning outcomes (Ali & Walker, 2014;

Hamid & Baldauf, 2008). This justifies the need to examine whether the assessment

processes, including test design, administration, and evaluation, are consistent with English

language policies, and how those engaged in developing these tests make sense of their work.

At the higher secondary level, students are usually assessed by means of: (a) continuous

assessment; (b) internal examination; and (c) public examination.

More informal, continuous assessment is carried out throughout the year by means of class

tests and homework. An internal examination is organized by individual institutions to

monitor students’ progress towards the SEE examination. For the public examination, and

following the guidelines for test design provided by the national curriculum authority, the

National Examination Board (NEB), each education board invites selected teachers from

higher secondary colleges to write test papers. Once the invited teachers have submitted their

test papers to the Controller of Examinations of the relevant education board, the board

invites another group of teachers to moderate the papers. The Controller of Examinations

receives multiple sets of the moderated test papers. She or he can decide which one to use and

which one to save as a reserve piece of paper. Kabir (2008) claims that the selection process

of test writers and moderators is not fair, as teachers who maintain good relations with the

education board officials are often given the opportunity to write test papers.

Finally, the public examination is administered throughout the country simultaneously on the

same days by seven education boards located across the country, including Morang,

Dhanusha, Kathmandu, Kaski, Rupandehi, Surkhet, and Kailali. Higher secondary college

teachers work as test invigilators. After the administration of the test, the scripts are packed

and sealed and sent off to the Office of the Controller of Examinations in each education

board. The board then invites examiners from higher secondary level English teachers from

across the country. Although both internal and external assessments are expected to

contribute towards students’ final GPAs, in practice their GPAs are determined exclusively by

their subject grades on the SEE external examination.
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2.5 Teaching artifacts

The subject of English is taught using an official textbook called Our English for Grades

VIII, IX, and X, which is written by subject experts commissioned by the Curriculum

Development Center (CDC). The textbook prioritizes developing learners’ four skills in

English ‘with a new focus on Communicative Language Teaching incorporating tasks and

activities with contextual grammar and related vocabulary, providing opportunities for

language skills practice in order to foster competence in reading, writing, listening and

speaking skills. Although the classroom teaching learning practice focuses more on reading

and writing skills, it emphasizes the presentation of four skills by incorporating reading,

writing, listening, and speaking skills as well as cultural elements required for developing

learners’ intercultural communicative competence, creativity, and critical interpretation. In

some contexts, such as Hong Kong, it has been reported that textbooks play a major role in

aligning tests with curriculum policies (Leung & Andrews, 2012). However, evidence from

other contexts suggests that such a role for textbooks cannot be generalized. For example, in

research from M. Rahman et al. highlighted contextual complexities including the lack of

skilled teachers and technological support needed for implementing CLT tasks presented in

the textbook (2018). These contextual challenges may have implications for the assessment

of the English subject.

2.6 English Language Education in Nepal

Different factors played a crucial role in the establishment of English language education in

Nepal since the country has no visible colonial legacy. Notwithstanding, As Mulmi (2017)

notes in his article, "Even though Nepal had never been officially colonized by the English,

there was some sort of colonial legacy" (p.2). Consequently, the historical backdrop of Nepal

and the historical backdrop of the English language in Nepal go hand in hand.

However, the impact of English in Nepal has not been felt in terms of its usefulness (Poudel,

2016). English entered Nepal as a lingua franca in the seventeenth century (1661) when

European missionaries first settled in Nepal to train Nepalese people to work for them in the

country and abroad (Shrestha, 2014). Then, the rulers involved in trade used English widely

while exchanging goods and services with Tibet and North India (Hodgson, 1864; Morris,

1963 as referred to in Giri, 2011).
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The former state leader, Junga Bahadur Rana, commanded English language training in

Nepal. English instruction was also perceived as a hot topic around here. The language

entered Nepal through correspondence with the English-speaking individuals who settled in

India. The elites demanded a return to English training for their youths. Also, he transferred

Nepalese youth to the English fortified force. These youthful people should bear eight years

of formal training in English. It played a huge part in the spread of the English language in

Nepal.

One further defining moment throughout the entire actuality of English training is Junga

Bahadur's visit to Britain. He was profoundly impacted by English instruction in Britain.

Accordingly, he laid out Darbar School in 1853 after his visit. He believed that the western

system of English training would help his youngsters keep up with the norm and support their

position (Vir, 1988 as pertained to in Poudel 2016). It was the first government-run English

medium academy in Nepal (Shrestha, 2014). For the Rana family, it was distinctly for the

Rana family, as the Ranas considered an informed existence to be a peril to their control

(Caddell, 2007).

The first tertiary educational association in Nepal was Tri Chandra School, which was

established in 1918. In this academy, the language of instruction was English. Its provocation

was to forestall scholars from traveling to another country. His retired design was to keep the

Nepalese from getting revolutionary studies that could be useful for them. Tri-Chandra

School was an annex of Patna College, India. It acquired a class and evaluation frame from

that point; accordingly, there was an immediate impact of the British Indian system of

education on the Nepalese system.

In 1950, a new educational policy on language was formed, considering the recommendation

of the Nepal National Educational Planning Commission (NNEPC). The report of the

NNEPC unequivocally upheld Nepali as the medium of instruction for lessons with an end to

achieving public integration. The report championed the use of the Nepali language in all

spheres of life. As a result, English is tutored as a subject. Nonetheless, NNEPC proposed an

instructional approach, National Education System Plan (NESP, 1971), by following Hugh B.

Wood's view and practice in his country. The policy suggested the use of Nepali as it is

spoken in administration, education, and the media, whereas English is a mandatory subject

in seminaries.
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Currently, English is considered the way to overcome the rigors and losses of one's own life.

According to Kachru, B., Kachru, Y. & Nelson (2006), “In most South Asian countries,

English is viewed as a language of power and as the simplest means of profitable uplift and

upward social mobility (p. 90).” It led to the establishment of numerous private seminaries

and modalities and made English necessary in the Nepalese class. Although there have been

numerous programs and practice positions, English has mingled with Nepalese life in such a

way that it seems nearly insolvable to detach from their lives due to its long history. As

Kachru (2005) opines that Nepalese learners don't learn English to communicate in their

motherland but they learn to communicate in their work or study abroad. Thus, from the time

of the commencement of English education, English was learned for the purpose of

professional development (Shrestha, 2014).

2.7 The education system in Nepal

The political transition of 1960 ushered in a brand new urgency to the need for an appropriate

education system in Nepal. It is evident that the fulfillment of the system is notably based on

the ability to generate considerable prospects for this. This briefly explains the records of the

prevailing plan of the National Education System that regards education as a sustainable

investment in human resources for the improvement of the country.

The contemporary Nepali education system advanced after introducing an egalitarian

education system under the National Education System Plan in 1971. The education sector

commenced flourishing after the establishment of the National Education Plan, the education

sector commenced flourishing. Despite severe political setbacks over the decades, access to

education has increased significantly. National Education System Plan (NESP, 1971) may be

taken into consideration as a chief reform withinside the records of education in Nepal. The

system has delivered structural reform in terms of the institutions, regulation framework and

assessment. According to the policy, internal assessments and periodic examinations will be

held in close coordination. Passing terminal examinations will be held at the end of each

level, and admission to the next higher level will be contingent upon passing them. After the

School Leaving Certificate examination, higher education entrance tests will be held, and

opportunities for higher education will be given strictly based on merit as shown in the tests.

However, the advent of the federal government system within the country in 2015 set back

the educational administration. Not all local governments are purposeful and Nepal's
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education system is still administered under the preceding system wherein the Ministry of

Education (MoE) adjudicates five Regional Educational Directorates. These five regional

educational directories include district education offices and resource centres to enforce

policies at the local level. The Federal Ministry of Education (MoE) is liable for developing

standard instructional guidelines and directives for the country. But, it's unclear how precisely

the position of the MoE will evolve within the federal system. The MoE is likewise

responsible for curriculum and textbook improvement, instructor education and recruitment,

and conceptualizing and administering the nationwide school education exam through the

National Examination Board (NEB).

Nevertheless, the brand new education system of Nepal, introduced in 2016, brings three

stages of schooling: compulsory basic education, secondary education, and tertiary education.

Basic education consists of grades one to eight. The secondary schooling system is split into

levels: lower secondary schooling, which incorporates grades nine and ten. And higher

secondary schooling includes grades eleven and twelve. Under the contemporary system,

those degrees had been unified right into a 4-year secondary schooling cycle. Both stages

finish with a local exam and a country-wide exam. Formative and summative assessments

will be used to assess students' learning.

The antique nationwide School Leaving Certificate (SLC) Examination held at the end of

grade 10 will be held on the local degree and has been renamed into Secondary Education

Examination (SEE). The SEE board organizes, manages, and oversees the final board test,

including the announcement of the results (Curriculum Development Centre, 2016).

Nationally, there will be one very last nationwide school-leaving examination at the end of

grade 12. In other words, the students take the Basic Level Examination (BLE) at the end of

grade eight and then, the Secondary Education Examination (SEE) at the end of grade ten.

After completing the twelve standards, the school students obtain the school-leaving

certificate administered by the National Examination Board (NEB). Tertiary schooling is

commonly undertaken at a university, a technical or a non-public institution.

The National Examinations Board Nepal, additionally called NEB, is the board liable for

engaging in examinations of grades XI and XII, in addition to grade 10, in Nepal. Previously,

the examinations of grades XI and XII had been carried out through the Higher Secondary

Education Board (HSEB) and the exam of grade 10 through the School Leaving Certificate

(SLC) board, but as in keeping with the 8th amendment of the Education Act 2016, achieved
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recently, the obligation was assigned to NEB. Due to the amendment, every other alternative

that took place changed to classifying our instructional levels into two categories, i.e., basic

(Grade 1 to 8) and secondary (Grade nine to 12), as opposed to four.

Previously, SLC was a success, the crowning glory of Grade 10 and regarded as a national

exam. The Examination Controller's Office managed the exam. However, the Grade 10 exam

has now been converted to be managed through local offices. It might be on the provincial or

local level. HSEB converted into NEB in keeping with the 8th amendment to the Education

Act, 1971. Biratnagar, Janakpur, Kathmandu, Pokhara, Butwal, Surkhet, Dhangadi, and five

sectoral offices (Lahan, Hetauda, Dang, Kohalpur, and Dadeldhura) (NEB, 2016) administer

these high-stakes examinations.

There are alternative boards: the Council for Technical Education and Vocational Education

(CTEVT) and the Madrasa Board Nepal. CTEVT is a self-reliant framework under the MoE.

It oversees and quality controls technical and vocational schools and colleges. It sets

curricula, checking out the necessities and capabilities required in specific occupations. The

most popular packages are short-term certificate programs, formal secondary level programs,

and diploma and technician certificate programs. On the other hand, the Madrasa Education

Board in Nepal develops a curriculum on cultural education and additionally integrates

obligatory guides of general education: science, mathematics, English, and Nepali. However,

more than half of the 2000 madrasa establishments in Nepal have not been registered yet

(Aljazeera, 2018).

2.8 Education Policy

The country's nationwide reconstruction in 1971 introduced an egalitarian education system

to counteract an elite based education system with the purpose of serving the needs and goals

of Nepal. The fundamental purpose of education has become to satisfy the manpower needs

for improvement through the spread of knowledge-based and technical education. And thus,

the National Education Plan 1971-76 was formulated. Little development has been made till

now. The youths of Nepal have some educational possibilities and process markets in contrast

to the former generation.

Even though Nepal transitioned to a partyless panchayat system in 1960, releasing itself from

the previous democratic system. The education sector operated through local directorates till

2016 whilst the presently purposeful National Education Policy was amended. This policy is
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overarching in terms of goals and objectives and conceives education as a lively force to

generate human assets for nation-building. Moreover, the Education Policy of Nepal's

amended constitution in 2016 emphasizes that access to education is a primary human right.

So, the government revised the education system plan within the Amendment Bill to promote

a free education policy (The Himalayan Times, 2016). But it is relevant to public schools

only. According to this coverage, a pupil can get free education until a secondary degree.

Similarly, any instructional initiatives have to be aligned with the wider instructional goals

and slender interests of the country. The policy additionally consists of the integration of all

ranges of schooling (primary, secondary, vocational and technical and tertiary), curriculum

update, use of Information and Communication Technology (ICT) in all instructional

projects, enhancements of teacher education and teacher education programs, and concord

amongst all stakeholders.

The cornerstone of the policy is to promote education at all local levels. Most importantly, the

Education Policy 2016 has placed a specific emphasis on instructional assessment. It

explicitly states that the system of exams will be changed to ensure the quality enhancement

of education at all levels—it is essential to put into effect suitable and powerful exam

structures or strategies, and it additionally mentions that successful assessment processes

have to be embedded within the educational system.

Assessment influences the students' learning the most. It plays a vital role in the learning and

teaching process in any realm of education. The endorsement and execution of suitable

evaluation strategies and their impactful implementation can perpetuate the improvement of

English language proficiency. The language curriculum goals and objectives manual for the

assessment system. Hence, the assessment process should align with the curriculum goals and

objectives. In addition, an education system should have the requisite mechanisms to

construct the intended English language assessment system to achieve the goals and

objectives endorsed in the English language curriculum of Nepal.

In several cases, assessment is used interchangeably with tests. Brown and Lee (2015) state

"test" as a deliberately tailored tool comprising rating scales to systematically grade an

individual's expertise in a particular learning area indicated through standardized

performance. However, assessment isn't always constrained to tests. It focuses on the

expertise, skills, attitudes, and ideals of individual learners. In other words, it is an eclectic

procedure that contains numerous devices to differentiate the students' learning development.
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Assessment amplifies students' learning through feedback, and permits powerful interactions

among the academics and the students; such interactions inform students approximately their

strengths, and weaknesses and, additionally, help them use appropriate learning approaches.

Despite the tremendous gravity of assessment in deciding on the English language learning

of students, only a trivial extent of exploration has been conducted on English language

assessment in Nepal. In any case, this observation has examined a modest bunch of given

papers from the databases of Google Scholar, Springer, Academia, and ResearchGate.

Articles have been investigated, coming into watchwords and afterwards, having been

selected through checking and perusing the abstract, the advent, and discussion. Incorporation

and avoidance measures have been carried out to select the most suitable and urgent articles.

The Web crawler Google turned into a frequent browser to look for articles diagnosed in the

references of the assessed articles for additional investigation.

According to this point of view and specifics amassed from the formerly cited approaches,

the concentration first provides a concise definition of the education system of Nepal as

endured through the communique of the most recent education plan for Nepal. Third, The

unresolved circumstance of English in Nepal has been tested sequentially. Fourth, look into

various factors of English language assessment in Nepal. For example, the difficulty of

association among instructional application goals and assessment methodology, modifications

of assessment methods, modern assessment rehearses, washback impacts, assessment

proficiency, and validity and reliability features in the assessment regarding the applicable

variables that affect the practice and picks of evaluation. Finally, the review winds up with

numerous placements, primarily based on the ramifications of language assessment and

education in Nepal.

2.9 Assessment principles in Nepalese curricula: the foundations of meaningful

assessment

A curriculum is a set of guidelines that focus and steer classroom instruction and evaluation.

For example, instructors must teach a travel unit if it is mandated by an English curriculum.

Following the instruction, students should devote time to improving their travelog skills. If

travelogue is highlighted in the curriculum, it should also be evaluated in the classroom. The

amount of knowledge and competence necessary to satisfy the unit's criteria is determined via
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assessments. Curriculum, curriculum-embedded assessment, and instruction are all aligned in

this method.

English is the second language of Nepal, and it is taught in all schools (CDC, 2006).

Similarly, the National Education Commission papers, as well as several regional and

national seminars and workshops, have placed a greater focus on making English a

compulsory subject in all Nepalese schools. They go on to say that it should be taught from

the very beginning of a child's education. As a result, this curriculum has been created for

elementary level (Grades 1-5) education in Nepal to meet the immediate requirements of

Nepalese children and lay the groundwork for their future studies in and via English. Also, it

tries to help students develop a broad range of communicative abilities. Listening, reading,

speaking, and writing is the main focus of this curriculum.

A brief part on assessment was included in the Curriculum Development Centre (CDC), a

unit of Nepal's Ministry of Education (MOE) responsible for establishing the curriculum,

printing and distributing textbooks, teachers' guides, and other related resources (CDC, 2006,

p. 57). Continuous evaluation of each child's achievement of curriculum items in all four

skills is most suitable in the lower grades. Formal tests for Grade 5 (and possibly Grade 4)

can include (a) simple, familiar conversation (b) response to aural stimulus (listening activity)

and an engaging reading/writing test with new material but familiar methods, vocabulary, and

language that assesses the students' ability to read and understand simple sentences and write

neatly and correctly.

In Nepal, the practice of public examinations formally began with the establishment of the

SLC Board in 1934. NESP (MOE, 1971) introduced classroom-based assessment, known as

internal assessment. However, the assessment system was discontinued after the

implementation of the revised curriculum at the school level in the early 1980s, as it dropped

the system of internal assessment from school education. The government of Nepal

reintroduced CAS (Continuous Assessment System) in the primary grades of school

education as a classroom-based assessment system in the late 1980s. Classroom-Based

Assessment (CBA) conducted by classroom teachers is an integral part of teaching-learning

and assesses each student. It facilitates student learning through regular feedback, and,

therefore, it is formative. On the other hand, public examinations are generally detached from

the classroom, and they are summative. Public examinations are conducted at various levels,

including national, regional, district, resource centre, and/or school levels to assess each
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student, mostly by external agencies such as government or independent/ autonomous

agencies. Public examinations serve the purpose of selection and promotion of students for

the next grade or level of education and certification of learning, which generally does not

provide feedback to classroom teaching-learning or the education system.

The tests are based on a traditional testing theory with inadequate standardization of items

and a testing process. However, most of these assessments identified teacher, school, and

student-related factors influencing student learning. Although the curriculum stressed the

importance of all four language skills: listening, speaking, reading, and writing, the Primary

English Curriculum did not include assessment policies. Without a defined assessment,

Teachers at this level would naturally choose whichever evaluation processes suit them best,

for the benefit of students' effective learning, which is aided by assessment (Shepard, 2000).

The typical test items consist of matching, true/false, short answer questions, filling in the

blanks with the given clues, letter writing or essay writing, and rearranging words to make

sentences. These test items categorically indicate the traditional approach to assessment

focusing on discrete test items.

However, the basic level English curriculum (grades 6–8) incorporates both formative and

summative assessment methods (Curriculum Development Centre, 2012). The curriculum

refers to formative assessment as continuous assessment system (CAS) and claims that CAS

has a lot of potential to help students achieve a lot of features. CAS, for example, assists

students in identifying their strengths and limitations. Furthermore, CAS enables educators to

evaluate pupils in a cost-effective and time-efficient manner. Most significantly, CAS aids

instructors in identifying the psychosocial effects of assessments on students, allowing them

to create measures to assist pupils to overcome the negative side effects of examination. The

summative assessment at this level involves a final examination where the students at the end

of grade 8 sit for the public examination called the Basic Education Examination (BEE). The

written test, which encompasses reading and writing abilities, serves as the basis for the final

examination. Grammar is incorporated in the writing section. Although the curriculum

integrates all four skills, the English test in the BEE excludes listening and speaking tests; the

The test includes only reading and writing proficiency along with test items on grammar and

vocabulary.

The students of grades 9 and 10 are given the next level of the National English Curriculum,

which culminates in the most popular public examination known as the Secondary Education
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Examination (SEE). This curriculum is implemented through a set of contents such as

learning outcomes, functions, and language points that are delivered to the students through a

textbook known as Our English, which is developed based on various themes, such as

universal etiquette, festivals, pastimes and hobbies, adolescence, travel, and tourism

(Curriculum Development Center, 2020).

The assessment methods stated in the curriculum include class participation, formative

assessment, summative assessment, and public examination. The distribution of marks is also

stated in the curriculum, indicating an uneven priority. The marks allocated for listening and

speaking are 16 (8 marks for each skill), whereas 75 marks (40 marks for reading, 24 marks

for writing and 11 marks for grammar) have been allocated for reading and writing skills.

Listening and speaking skills, however, have been scrapped from the SEE. Most importantly,

listening and speaking marks can be given internally.

The higher secondary English curriculum focuses on teaching and learning English as a

skill-based subject so that the learners develop competence in the language to successfully

communicate in real-life situations (Curriculum Development Center, 2020). Consequently,

learner-centered approaches to develop students’ communicative competence were prioritized

in the higher secondary English curriculum, and initiatives were taken to integrate all four

English language skills: listening, speaking, reading, and writing, as well as the other

components of language: grammar and vocabulary (Curriculum Development Center, 2020).

This curriculum is delivered to the students through content and language integrated teaching

(Curriculum Development Center, 2020). The contents of the curriculum has been developed

as a textbook known as 'English'. Language development and literature are the two aspects of

the book. The language development area contains a variety of current issue-based local and

global topic texts aimed at improving intensive reading abilities and fostering proficiency in

grammar, vocabulary, speaking, and writing in various forms.

The literature department contains genre-based literary works for both intensive and

extensive reading, allowing students to distinguish distinct features of the texts and practice

creative writing. The book is based on a range of themes, such as education and humanity,

communication, media and society, life and love, and health and exercise. The English

assessment scheme at the higher secondary level includes continuous assessment in the

classroom, internal examinations, and the public examinations known as the School Leaving

Certificate Examination (SLCE).
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Overall, assessment is an integral aspect of English language instruction at the

post-secondary level in Nepal. Assessment in tertiary public sector English foundation

courses has likewise been enslaved by a rigid system. There is also a rigid system of

assessing English learners' proficiency, similar to pre-university practices. Private

universities, on the other hand, have a slightly different procedure. Teachers in private

colleges employ several formative classroom assessment tools. However, feedback is less

emphasized.

2.10 Reforms in English language assessment

Since its founding in Nepal in 1934 (1991 BS), the SEE board, formerly known as the School

Leaving Certificate (SLC) board, has modified the evaluation systems of English language

courses multiple times, notably the letter grading in 2014. In 2000 (2057 BS), the SLC

examination board introduced English listening and speaking abilities into the test system,

and the testing centers used secondary English instructors to administer the test (Santwona

Memorial Academy, 2013).

To treat assessment as an integral part of learning, the continuous assessment system (CAS)

was introduced as a concrete initiative of School-Based Assessment (SBA), which has been

widely practiced in the basic school system of Nepal (National Curriculum Framework,

2007). The assessment methods integrated into the SBA policy include class tests, classwork,

homework, class assignments, achievement tests, and summative tests. However, the NCF

(2009) reported that SBA was not successfully implemented. It has been continuously

recorded that very few schools implemented SBA due to extra load teachers, a shortage of

trained teachers, a complex type of recording system for SBA results, and a lack of close

monitoring and mentoring system (Chongbang, 2021).

When the National Curriculum Framework was revised in 2009, continuous assessment

system (CAS), which was re-emphasized in the basic education curriculum, was introduced

in the secondary education of Nepal. Class tests, portfolios, classwork, observation, practical

work, and homework as assessment methods were recommended in the curriculum. However,

CAS implementation has raised questions too because it is being implemented without

effective teacher training and a lack of an adequate teacher's manual.

The report entitled “Reflecting Stakeholders’ Experiences with Classroom Assessment

Practice in the Complex Contexts of the School System in Nepal” presents mixed outcomes
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of CAS policy (Nepalese Journal of Educational Assessment, 2021). The study collected data

from students, teachers, headteachers, and parents. Of headteachers, they are not familiar

with CAS let alone their effort to encourage other teachers to implement it although they are

the school level leaders, supervisors, and mentors (Nepalese Journal of Educational

Assessment, 2021).

The study reported that the headteachers and teachers perceived a lack of training as a barrier

to carrying out CAS in practice. Similarly, the research participants, headteachers, and

teachers, shared the experience of having received no monitoring from concerned authorities

regarding the implementation of CAS. Likewise, the case study recorded that teachers had

not heard about CAS, which signifies very rare or no talk about CAS and its practice in

schools while students are engaged more for the exam than for the study and learning from

the lessons.

In addition, the research findings of Wagle, Luitel, and Krogh (2019) suggest that policy

guidelines are not being followed by schools. However, the interesting fact is that, according

to the anecdote, the internal test is conducted every Friday and the teacher registers the

students' marks. The study also demonstrates that students like CAS practices. The main

reasons why students favor CAS, as reported by the teachers, include the effectiveness of

CAS in improving students’ learning.

Moreover, the teachers also took the socio-economic dimensions of the students into

cognizance while conducting the CAS. The challenges the headteachers and the other

teachers shared concerning the implementation of CAS include absenteeism; the passivity of

students; inadequate training and support; fragmented collaboration among stakeholders;

shortage of classroom teachers in the schools; high teaching load of the teachers; large class

size; financial constraints; lack of time to check homework and tests; lack of a CAS manual;

and lack of monitoring.

At present, in basic and secondary education, formative and summative assessments, as well

as internal and external assessments, are used to measure students' learning achievement as

required by this curriculum (National Curriculum Framework, 2019). Based on the subject,

both theoretical and practical evaluations are carried out. Students' learning outcomes are

tested, evaluated, and certified through regular and ongoing assessments, school-level

assessments, and public examinations. From grades 1-7, school-based assessment is widely
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used, while in grades 8, 10, and 12, students are required to appear in high-stakes tests or

public examinations.

With the exclusion of listening and speaking skills tests from public examination, partial

assessment reform from grammar-translation oriented tests to skill-focused assessment has

occurred in English language assessment in Nepal ever since the communicative language

teaching (CLT) approach was introduced in 2000 (Rana and Rana, 2019; National

Curriculum, 2007, National Curriculum, 2019).

Despite several notable gains in Nepal's education sector, such as increased school enrollment

and better gender parity, necessary attention to evaluation techniques is still lacking. In

reality, in this low-income nation, allocating enough funds for education and investing in

educational research is secondary, since poverty alleviation and safeguarding health and

security have been prioritized in the government's development strategy. Assessment reform,

however, is a complicated process that is often difficult to undertake, according to research

(Cheng & Curtis, 2010). Although some Asian nations have conducted studies on various

aspects of examination systems (Kwon et al., 2017; Qi, 2007; Qian and Cumming, 2017),

Nepal has a dearth of research.

2.11 Current assessment practices: a mismatch between policy and operation

National assessments, public examinations, and school-based assessments are the three types

of assessments used in Nepal (ADB, 2017; Poudel, 2016). The National Assessment of

Student Achievement (NASA) is a national assessment program used to provide policy input

in Nepal. Public examinations are student certification programs that are conducted externally

after Grades 8, 10, and 12 by examination offices located at various levels. The school-based

assessment (SBA), which is used at the micro-level, is considered crucial. In addition, the

policy has reemphasized the importance of implementing CAS more effectively in

educational settings. In the assessment policy, it was envisaged that student assessment would

be changed into CAS and that feedback from CAS would be used to create and implement

educational programs and that learners would be competent enough to fit into society (CDC,

2007).

During its pilot phase, the Basic and Primary Education Project II (BPEP II) used the

Continuous Assessment System (CAS), which included teacher training and the development

of various assessment methodologies. Despite these efforts, neither the general assessment of
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students nor the evaluation of the educational system based on students' assessments was

determined to be beneficial. As a result, CAS was shown to be ineffective (CDC, 2007, p.

26). The student evaluation system has not been designed as an essential component of

teaching-learning activities, nor has it been linked to the intellectual level, interest, pace, or

requirements of the students. For the general growth of education, systematic programs for

assessing students, teachers, schools, and curricula have yet to be implemented (CDC, 2007,

pp. 27-28). The procedure of evaluating teachers, schools, and the entire educational system

based on students' learning success has not been proven.

The need for a comprehensive and fair test system for assessing pupils has been emphasized

by educators and assessment professionals. The examination should be focused on meeting

curricular objectives, enhancing teaching/learning activities, and giving feedback for national

assessment policy development. It has been consistently said that Nepal's current assessment

system is ineffective and undervalued as a critical component of teaching and learning. The

majority of schools do not employ a formative assessment strategy. The assessment system

relies solely on examinations, which has resulted in a slew of errors. Learning is not aided by

classroom activities, homework, project work, or extracurricular activities.

From the primary level to the university, Nepal has demonstrated the utilization of a typical

high-stakes summative evaluation system (MOE, 2016). A high-stakes testing system exists

in every grade level from elementary through the end of the school year in all schools (i.e.,

public, technical, Sanskrit, and private educational systems), where students must pass every

grade level exam to advance to the next level. This means that in Nepal, practically every

grade level exam is a necessity for advancement to the next grade. Because these exams are

high-stakes, pupils begin to feel exam-related pressure as early as preschool. Beginning in the

2016 academic year, however, efforts were made to soften the high-stakes evaluation system

in Grade 10.

The present evaluation system is ineffective, and learning facilitation has not been realized

intrinsically. Similarly, formative assessment has not been widely used and established as a

learning assessment (National Curriculum Framework, 2007). An assessment approach has

been established based on the examination point of view. The assessment does not take into

consideration homework, class assignments, extracurricular activities, social activities, or

other things. The assessment could not be tailored to the intellectual level, pace, interest, or

needs of the pupils (National Curriculum Framework, 2007).
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Concerning classroom-based assessment, there is a policy provision to implement a

Continuous Assessment System (CAS) in the primary grades of Nepalese schools, which has

now been extended to grade seven. However, in practice, some schools have been using CAS

as a non-testing device while others have been using a combination of non-testing CAS,

trimester and final examination, and some schools have only been using various types of tests

for deciding students' grades and promotion. One of the weaknesses found in the practices of

CAS in Nepalese schools is the detachment of assessment from classroom teaching-learning;

as a result, the use of assessment for formative purposes is minimal. In this regard,

"assessment results have hardly been used in the teaching-learning process; rather it has been

a ritual of filling out the forms in many schools" (Poudel, et al., 2015). In Nepal, public

examinations have been conducted at the national level for grades 10, 11, and 12—which

mostly assess the lower order skills using test items that are mostly not standardized. The

recent practice of grade 8 district level examinations is just a ritual in most cases.

The overall measurement approach in Nepal is test-oriented since examinations are

ritualistically implemented here (National Curriculum Framework, 2007). The new formative

assessment practice, with its true purpose of facilitating learning by influencing pedagogical

methodology, and materials used in teaching and learning, is hard to implement in Nepal for

various reasons, which are discussed and explained below. Ineffective assessment methods

focusing mainly on rote learning and grammar-focused are prevailing in the testing and

assessment culture in Nepal's English language teaching and learning (National Education

Policy, 2016). Therefore, they risk the validity of the assessment, an essential quality criterion

of assessment. There is a gap between what is “intended to be taught and what is measured."

Therefore, the assessment practices are unable to examine if the learners are genuinely

acquiring communicative competence, a goal of learning English set in the curricula, to

function effectively in real-life contexts.

Nepal adopted communicative language teaching (CLT) as a language teaching methodology

at the basic and secondary levels in 2007 (National Curriculum, 2019). It is expected that the

assessment methods embedded in the CLT approach will be used by individuals and

institutions. However, measurement specialists have identified several weaknesses of the

single high-stakes test. One single high-stakes test is unable to help students, educators, or

schools in making important educational decisions (Ritt, 2016). Students are being treated

with a one-size-fits-all education approach, which is causing unreliable test scores (Popham,
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2015). Assessment experts oppose high-stakes testing because using a single indicator of

competence to make important decisions about individuals or schools violates the

professional standards of the measurement community (AERA, 2000). Other critics are

concerned that the unintended effects of high-stakes testing lead to “perverse” (Ryan, 2004)

and “corrupt” educational practices (Jones, & Hargrove, 2003; Nichols & Berlinger, 2005),

while Pedulla et al. (2003) argue that the pressure of doing well on a test seriously

compromises instructional practice. Where the high-stakes test is in practice, the teachers put

considerable importance on the contents that are tested, and the students’ achievement in the

maximum test score because the test results are associated with the national test results

(Harlen, 2007). As a result, most of the teaching time is devoted to preparing the students for

the test or doing the testing. The quality of teaching decreases if the teacher spends a lot of

school time preparing students for tests.

Alarming is the fact that these widely used English high-stakes tests exclude two essential

language skills from the tests: listening and speaking. At present, continuous assessment,

internal examinations, and public examinations are used to assess students in Nepal at the

basic and secondary levels. Continuous assessment using tests and homework is held in the

classroom during the lessons while the individual institutions conduct the internal

examinations and the public examinations are administered by the educational boards

mentioned above. Although the literature on assessment in the English foundation courses is

not available, I, as the teacher of this level, report that assessment methods at this level

include both summative and formative procedures, which are, in fact, blended with the

eventual summative purpose, which is grading. Common assessment procedures include

quizzes, tests, presentations, assignments, and interviews.

Because of the test-oriented culture, feedback, mostly associated with formative assessment,

has hardly received adequate attention from researchers in Nepal. Feedback refers to the

information regarding the gap between students’ performance in the assessment task and the

intended learning outcomes (Black & Wiliam, 1998). Need-based detailed feedback helps

learners minimize their lack of content understanding and also boosts their motivation in

learning (Islam & Bt Stapa, 2019). Hyland (2006) maintains that teachers may enjoy the rare

opportunity of exercising significant tasks in the classroom by providing the students with

feedback.
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2.12 Overview of Nepalese practices on Students' Assessment

Assessment is a critical tool for determining whether or not an education system is providing

the desired outcomes for students, the economy, and society. The information obtained about

students' achievements gives a chance to improve student learning. Furthermore, the input

from the evaluation findings motivates all key stakeholders to define and modify their

responsibilities in order to improve student learning. As a result, one of the primary functions

of assessment is to hold the educational system accountable for the learning of children.

Three forms of evaluation are used in diverse educational systems, each with a different

purpose. Classroom-Based Assessment (CBA) by classroom teachers is an important aspect

of teaching and learning since it evaluates each student. It is formative in nature since it

supports student learning through constant feedback. Public examinations may be held at

various levels, including national, regional, district, resource centre, and/or school levels,

with the goal of assessing each student, and are usually administered by an external agency,

such as the government or an independent/autonomous agency. Public examinations are often

held outside of the classroom and are summative in nature. On the other hand, the primary

goal of large-scale national assessments is to provide policymakers, program planners, and

implementers with system-level information. However, the ultimate goal of system reform is

to increase student learning. Since the formation of the Education Review Office (ERO) in

2010, Nepal has launched a systematic practice of national assessment and has completed two

rounds of student assessment using large samples of schools and students.

With the inception of the SLC Board in 1934, public examination procedures in Nepal

effectively began. Classroom-based assessment, also known as an internal assessment, was

introduced in the National Education System Plan (NESP) (MOE, 1971). However, the

evaluation system that discontinued the installation of a revamped school curriculum in the

early 1980s removed the system of internal assessment from school teaching. In the late

1980s, the Nepalese government reinstated CEM (Continuous Evaluation Method) as a

classroom-based assessment system in the elementary grades of school instruction. In

addition, Nepal initiated large-scale national examinations of student success in various

grades in the mid-1990s, although not on a regular basis. Since 1995, the Nepalese

government's Ministry of Education (BPEP/DOE) has commissioned a variety of student

accomplishment evaluations.
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From 1995 through 2011, the Nepalese government's Ministry of Education/BPEP/DOE

commissioned a variety of examinations of students' learning at various grade levels. BPEP

(1995, 1997), EDSC (1997), BPEP (1998), EDSC (1999), CERID (1999), EDSC (2001,

2003), CERSOD (2001), EDSC (2008), Fulbright (2008), and EDSC (2011) administered

student assessments from 1995 through 2011. (see: Ministry of Education & UNESCO Office

in Kathmandu, 2015; EDSC, 2011). There was a lack of institutional setup and a regular

system of national evaluation because these assessments were commissioned by the

MOE/BPEP/DOE and carried out mostly by external entities. The tests were based on classic

testing theory, with insufficient item and testing procedure uniformity in relatively small

sample numbers. However, the majority of these evaluations highlighted teacher, school, and

student-related variables that influence student learning.

The Education Review Office (ERO) was established in 2010 as part of the School Sector

Reform Plan (SSRP, 2009-2016) (MOE, 2009). ERO's primary duty is to undertake

large-scale system-level assessments on a regular basis. ERO has been administering the

National Assessment of Student Achievement (NASA) for various grades since its inception

(Office, n.d.). It undertook two nationwide evaluations of student achievement for grade eight

in 2011 and 2013 (Office, n.d.), as well as one national assessment of each in grades five and

three in 2012 and 2013. (Office, n.d.). The second round of National assessments for students

in grades three and five is also going to be completed, with data processing ongoing. Each of

the previous assessments was based on a broad sample of schools and students from Nepal's

diverse ecological zones and development areas. As stated in the preceding section, the

primary goal of Classroom-Based Assessment (CBA) is to increase student learning or

performance by enhancing the teaching-learning process. Whereas public tests are used to

select and promote pupils to the next grade or level of the They are used to certify learning

and not give feedback on classroom instruction, learning, or the education system.

Similarly, the primary goal of periodic evaluation of student achievements is to give policy

input to the education system as well as to create evidence-based data for tracking progress

over time. In terms of classroom-based assessment, there is a policy provision in Nepalese

schools to use the Continuous Assessment System (CAS), which has now been extended to

grade seven. In practice, however, some schools have used CAS as a non-testing method,

while others have used a combination of non-testing CAS, trimester and final examinations,
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and still, others have simply used various forms of tests to determine students' grades and

advancement.

One of the flaws of CAS methods in Nepalese schools is the separation of assessment from

classroom teaching and learning; as a result, the use of assessment for formative purposes is

negligible. In this sense, "evaluation findings have seldom been utilised in the

teaching-learning process; rather, in many schools, it has become a ritual of filling out forms"

(Poudel, et al., 2015). In Nepal, public examinations have been held at the national level for

grades 10, 11, and 12—which mostly examine lower-order abilities using non-standardized

test problems. In most situations, the current practice of grade 8 district-level tests is only

ceremonial. Since the establishment of ERO in 2010, some type of systematic and regular

practice in large-scale national evaluation has begun.

2.13 Washback effect

Regarding the intertwined relationship between washback and teaching/learning, it is critical

to investigate the effects of washback induced by English language assessment techniques in

Nepal. Because of Nepal's test-dominant assessment culture, high-stakes testing causes awful

washback effects that impact English language education and learners. For one reason, the

washback effects impact students' exam preparation. This learner attitude jeopardizes the

attainment of curricular goals and objectives because students will focus on just those aspects

of curriculum information that are included in the examinations. In reality,

historical-grammatical exam procedures are frequently replicated in the guise of

communicative testing.

Another severe issue is that students will focus solely on scoring high on the test, forgetting

the curriculum's primary purpose of learning communicative competence in the target

language. And, in order to do this, students in Nepal are pushed to engage in rote learning and

memorizing, which eventually leads to surface learning. Students' desire to get top scores at

whatever cost encourages them to pursue alternate channels such as enrolling in private

tuition for an extensive focus on test preparation, purchasing guide books with suggested

examination questions and answers, and attending coaching facilities that instruct students on

how to perform well in public tests.

Negative washback effects of exams are also investigated at the tertiary level in Nepal; the

study suggests that negative washback affects students' learning and emphasizes the
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significance of teacher training. Aside from the basic linear causal link between washback

and teaching, washback has sociopolitical, economic, and psychological consequences (Al

Amin & Greenwood, 2018a, 2018b).

Examinations in Nepal have a significant influence on instructors, students, parents, and

society as a whole. Students and parents become keen on scoring high on the English

examinations, perceiving test results as "gatekeeping devices" (McNamara, 2000, p. 74).

They are also impacted by societal pressure since Nepalese society evaluates students'

achievements based on their performance in public examinations (Bhattrai, 2019). Based on

this information, we can infer the power of tests and examinations in Nepal.

Furthermore, the washback effects are exacerbated by governments' political agendas since

exhibiting increased passing rates through standardized examinations is a typical practice in

order to meet their electoral goal of improving education in the country. This practice has

ramifications for English language instruction in Nepal since English teachers frequently feel

forced to prepare students for the test. We contend that unless and until a conscientious

pragmatic strategy of assessment toward the meaningful development of communicative

competence in English is developed and implemented promptly, negative washback will

continue to have a negative impact on English instruction and learning in Nepal.
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Chapter 3

Research Design and Methodology

This chapter details the research approach that was used. The procedures and approaches

used to conduct a study are collectively referred to as the methodology. The notion of

Hitchcock and Hughes is iterated by Cohen et al. (2018, p. 3), who state that a researcher's

"epistemological assumptions" are influenced by his or her "ontological positions," which in

turn escort the "methodological considerations" that in turn guide "instrumentation and data

collection." The examination of the researcher's philosophical views and methodological

approaches is what happens throughout this chapter.

3.1 Philosophical positioning of the Present Research

This study operates on the ontological premise that there are "many realities" and that reality

is relative (Cohen et al., 2018; Creswell & Creswell, 2018; Denzin & Lincoln, 2018).

According to Lincoln and Guba (as stated in Mackey and Gass, 2012, p. 182), the ontology of

qualitative research is predicated on the notions that "reality is relative" and "it is

co-constructed via social interaction." In contrast to positivistic research, this research does

not assert that its conclusions are universal or broadly generalizable.

It is appropriate to use the ontological stance for this research because it addresses the ethical

complexities of language testing and evaluation and because ethical concerns are inherently

contextual and relative (Fulcher, 1999; Hamp-Lyons, 2000; Rahman, 2017; Vladi, 2015). It

can also be supported by the fact that ethics is primarily decided by a group or society in

order to control the social and cognitive behaviors of its members. Additionally, a society's

ethical foundations are strongly anchored in its sociocultural values and the traditions that its

people connect with. Despite the fact that moral conundrums arise everywhere, communities

establish a particular set of ethical standards and ideals to guide members' conduct at a

particular period. Even if moral standards and values evolve over time (Colnerud, 2006).

There are ethical conundrums in every civilization because the origin and ontogeny of ethical

difficulties are always like a vibrant movement that is challenging to comprehend in its

whole.
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Similar to this, the researcher's epistemological viewpoint encompasses the fact that

knowledge is both personal and socially related. the creation of knowledge as an individual,

societal, and relative process. In order to better grasp the issue at hand, individuals' lived

experiences must be understood and interpreted, which is a process that is embodied in the

creation of knowledge. Qualitative research is described as being epistemologically

"subjectivist" by Lincoln and Guba (as reported in Macbeth and Gass, 2012, p. 182) and that

"research findings are formed via the interplay of researchers and their participants."

3.2 Research Design

Through this research, I wanted to explore the curriculum, testing procedures and classroom

teaching learning practices. I followed a qualitative approach because the focus is on qualities

in the curriculum, its practices in classroom teaching and learning and testing. So, the

outcome is best understood contextually. Also, this method takes a variety and number of

forms depending on the project at hand, and there’s a number of tools available in its toolkit

such as interviewing, discussing with participants, taking notes, analyzing documents, textual

analysis, or drawing from related publications. And obviously all these methods provide

holistic insights. To interpret specifically, first, the qualitative method focuses on lived

experience in context; what are people doing, and saying, both verbally or in writing. It

included participants' attitudes, behaviors, and practices. Second, it demonstrates the pattern

of events along with their consequences, and unfolds the process. Third, it helps to combine

disparate data and makes it easily accessible later on to a larger audience. Most importantly, I

believe qualitative research helps to solve contextual problems by providing vivid

explanations and lived evidence.

As I adopted a qualitative approach, I visited Curriculum Development Center, National

Examination Board, Ministry of Education, Education Review Office and among others to

identify required documents for analysis and find participants. According to the suggestions

received from officials, I went to several schools and observed classroom teaching learning

and assessment systems. I talked to the teachers and based on their interest collected their

email to invite for an interview. In addition, I also collected former English test papers for

analysis. Online journals like Google Scholar, Taylor and Francis etc. were frequently used to

select similar research papers for references. Moreover, the researcher sent an email to

potential participants to obtain permission for an interview and assumed that their honest,
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accurate and unbiased responses were valued and maintained confidentiality for such

significant research work.

The qualitative data was gathered in two stages. The first part entailed an analysis of

curricular policy documents and test papers, which disclosed the nature of the test, including

the structure and competencies measured by the test. In the second step, test developers were

interviewed to determine why the exam was developed in the manner that it was.

3.3 Participants

Different stakeholders directly involved in the English language testing process were

involved as the participants from whom the data for this research were collected. I sent an

interview invitation email to 15 potential participants out of 30 from different schools.

Finally, I received a positive response from 10 teachers. Therefore, I purposely selected them

based on their paper setting and moderating experience in secondary level. Following that I

interviewed five SEE English test setters and four test moderators from the National

Examination Board (NEB) to learn how test questions are prepared and regulated, how test

content representativeness is handled, and what variables impact test writers and moderators

in their work. We used purposive sampling to discover respondents who had experience with

a certain occurrence while choosing participants (Creswell and Clark 2011). In the local

education system, the test design process consists of only two stages: writing the test paper

and moderating it. As a result, purposive sampling assisted me in selecting experts at both

rounds. Given that only a few teachers from government institutions are accepted for the

tests, two rather small groups of participants from four government colleges were selected.

Table 1: Profiles of the participants.

Participants Teaching experience (years) Paper-setting experience

(years)

Professional

Qualification/Training

S1

S2

15

20

6

5

None

None
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S3

S4

S5

M1

M2

M3

M4

17

18

21

24

25

16

22

13

10

15

12

14

8

9

None

None

None

None

None

None

None

Table 1 shows the participant profiles. To safeguard the participants' identities, the paper

setters were designated as S1, S2, S3, S4 and S5 while the moderators were designated as

M1, M2, M3 and M4. Despite having more than 10 years of teaching experience and at least

five years of experience setting and moderating test papers, none of the participants had

professional qualifications or training in testing or test creation. Before entering the English

teaching profession, they had all studied English literature as part of their undergraduate and

postgraduate studies. They only got brief in-service training related to classroom pedagogies

from Teachers Service Commission, Nepal.

3.4 Site selection and sampling

Perry (2011, p. 57) asserts that “purposeful sampling is the paradigm that is most commonly

used in applied linguistic research”. In line with this trend of sampling, the site and the

sample in this study were selected purposely based on accessibility and convenience. Besides,

to the extent possible, attempts were made to involve the information-rich informants based

on my anticipation and experience. The data were collected from the different test

constructors available in the Kathmandu valley only. Additionally, the Controller of NEB was

also requested for a brief interview but his ideas were not included in the data analysis

procedure. As to the site, Office of National Examination Board, Madhyapur Thimi,

Bhaktapur, Nepal, Curriculum Development Center, Bhaktapur, Nepal, Education Review
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Office, Nepal, Center for Education and Human Resource Development (CEHRD), Ministry

of Education, Nepal, where required documents and participants were available were visited

as often as needed.

Concerning English test paper analysis, altogether 21 question papers, three each from seven

provinces from the past three years were selected as sample question papers purposely. The

question papers were taken as samples mainly in terms of the latest curriculum.

3.5 Instruments

The qualitative study's data was gathered in two ways: (a) through the analysis of official

documents, such as the official textbook (English), the National Curriculum (2019), former

and current exam papers; and (b) through semi-structured interview. The interview guide was

created using Hughes's (2003) test development framework, which was previously

mentioned. The interviews yielded information on: (a) the paper setters' and moderators'

impressions of the exam; (b) how they compose and moderate test items; (c) how they tie

exam questions to the curriculum in terms of predictive value; and (d) what influences their

work. While the documentary data provided information about the test's goals, format, and

tasks, as well as assisted in the investigation of the tests relationship to the curriculum, the

interviews provided in-depth information on specific factors that influenced the test design

that could not be determined solely from documentary evidence.

3.6 Data collection

The task of collecting the data for the present study comprised a stepwise procedure as

specified below:

Step I

1. Contacting the participants and taking their consent in advance.

2. Seeking permission for observing the examination centers, observing the test

administration with the help of the observation checklist and maintaining field notes.

3. Conducting informal interviews with test constructors.

4. Collecting past three years’ English question papers of seven provinces

136



Step II

1. Contacting the different groups of stakeholders as specified above and conducting

semi-structured in-depth interviews with them separately.

The procedure is delineated in the following paragraphs.

To gather interview data (Silverman 2016), the researcher first went to numerous government

schools and colleges in Kathmandu, Nepal's commercial city, explained the purpose and

process of the research, took permission to observe exam centers and invited paper setters

and moderators to take part in the study. She then requested them to give her permission to

carry out the interview. After taking the permission from the participants, the researcher sent

a questionnaire to prepare for the interview. Only those teachers who had prior experience

creating and moderating SEE question papers were contacted. Before the data was collected,

the respondents were given all of the information they needed regarding the study, and their

written agreement was obtained corresponding via email (See Appendix A). The researcher

assured them of the confidentiality in terms of research of ethics regarding the information

obtained through the interview. Then, the researcher started the interview and asked them to

speak without any hesitations, fear or anxiety because some information can also be kept off

the record which would not be shared in the paper. Moreover, Interviews were undertaken in

English, based on the choices of the participants and recorded utilizing an iPhone.

The national English curriculum was examined for information on the English Paper's

curriculum objectives. The test guidelines in the prologue to English were also looked at to

acquire a better understanding of the test format, techniques, target skills, and other important

test design instructions.
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Chapter 4

Data Analysis

4.1 Data analysis procedure

The qualitative data methodologies and analysis recommended by Richards were used in both

the document and interview data analysis (2003). The systematically qualitative data

analyzed and interpreted descriptively in a narrative style and a few data analyzed and

interpreted are demonstrated by using simple statistical tools like tables.

I employed document analysis, an effective and efficient qualitative research method, as a

plan for gathering secondary data. The study's title was determined after a thorough

examination and analysis of the materials published between 1971 and 2019. These materials

provided expertise and a wide range of facts, which helped to contextualize the research

within its field. It has also tackled the problem of how poorly the English language is

evaluated in Nepalese public exams. Materials that can be discovered in books, libraries,

government offices, e-libraries, and internet search engines include public records, private

documents, and physical proof. The information was acquired from sources including official

Ministry of Education Curriculum Development Center releases and online news sources.

The information was acquired from official reports from the Curriculum Development

Center, Ministry of Education, National Examination Board, as well as various independent

publications, journals, research papers, and books pertaining to assessment techniques,

policies, and practices. It has looked into the factors contributing to the fall in English

language testing. The study provides a thorough description of English language evaluation

in Nepal, along with an analysis of its issues and procedures.

The policy documents were carefully reviewed to comprehend how the test reflects curricular

objectives. Examining former exam papers, sample test questions from the SEE, test formats,

and assignment descriptions were all part of the analysis of the materials. Through the

analysis of the materials, the researcher identified the connection between the exam, official

curriculum and classroom teaching learning practices.

According to Richards' (2003) methodology, the interviews were transcribed, and participants

had access to examine them. The interview was reviewed numerous times in order to further

confirm the findings, and initial coding was done to find emerging themes and important
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codes (Shank 2006). Later, these themes and codes (derived inductively from the raw data as

well as in light of pertinent literature on testing and test design more generally, including in

Nepal), were carefully examined in order to allow the original codes to be modified in light

of what is now known about English language learning policy, practice, and problem.

The information from the interview was also used to analyze the conclusions drawn from the

documents. The interpretation of the interviews was also influenced by assumptions made

during the document analysis. The interview data analysis, for instance, sought to examine

the elements that may compromise validity as well as other technical and professional aspects

of large-scale test design when the document analysis suggested that the test may have

validity issues. Four dominant themes in regard to test development methods were found as a

result of these analytical approaches.

One of these was related to questioning the degree to which the policy promoted

communicative competence, while the other three were related to practical issues. These

include a tendency for test developers to maintain current, dominant testing practices (known

as "Conventionalism"), evidence of a compliant disposition on their part (known as

"compliance"), and a propensity to interpret concerns about corruption and context (known as

"context"). These themes helped create the "image" Richards (2003) refers to in the data.

4.2 Ethical Considerations

Research ethics are of the utmost significance. Given that Zahavi (2019), in his words,

correctly alludes to van Manen's thesis that "phenomenological descriptions convey a moral

weight," this research in particular regarded such questions seriously with significant

relevance (p.125). I made a serious effort to complete my job in this research by completely

adhering to the ethical guidelines and procedures. When and wherever necessary throughout

the task, I make every attempt to eliminate prejudice and any sort of preconceived

assumptions, known as "bracketing" in research (Koul, 2009; Langdridge, 2007). Participants

were treated with respect, their written consent or agreement through email correspondence

was obtained in advance to participate in the study, and their privacy was not at all violated.

In addition, I am aware that the information collected from participants should not be used for

any other purposes than those that have been made public.
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Thus, during the conduct of this study, complete anonymity, uniqueness, secrecy, fairness,

compliance with national and international laws, respect for the preservation of subjects'

privacy and dignity, etc., were taken into consideration as the ethical criteria. The protection

of the material was more important than it would have been in any other study since this one,

in my opinion, is a very "sensitive" research that looks into very private topics related to

public exams. I made the decision to transcribe the data in hard copies and store them in a

private location where they are out of the reach of others in order to safeguard the data more

effectively. Overall, I made an effort to follow ethical concepts such autonomy,

non-maleficence, beneficence, fairness, faithfulness, and propriety when collecting data and

reporting it.

4.3 Delimitations

The following were the study's limitations:

1. There are many aspects of English language testing that need to be addressed, but

only the three most important ones—test design, curriculum, and variables that affect

test design—were included in the research.

2. The participants were all connected to institutions located in the Kathmandu valley.

3. Only Secondary level English language examinations were taken into consideration.

4. The statistical methods employed in the study were confined to the level of specific

numbers because the study was created using a qualitative paradigm.

5. The level of validity of the results and conclusions depends solely on my strict

commitment to the theoretical underpinnings of testing and assessment, the breadth of

the information gathered through interviews, and the careful analysis of the data.

6. A wise balance has been reached between how much or how little clear the reporting

should be, taking into account the "high sensitivity" of the study, in regions where the

readership may demand deeper detail.
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Chapter 5

Findings

The results show a significant gap between the curriculum's goals of fostering communicative

competence in connection to English language learning and testing in Nepal and the degree to

which this was made possible by the instructions provided to test creators and their actual

practices. This section goes into further detail on each of the four major themes.

Principled policy: communicative proficiency

The SEE English test measures how much communicative competence students have attained

at the conclusion of secondary studies (Years 9–10), based on the national curriculum goals

and the objectives listed in the textbook's preface. In other words, the test should gauge how

well students can communicate in academic and professional contexts using the four abilities

of listening, reading, writing, and speaking using English.

However, only reading and writing abilities were really evaluated, and the topics that were

evaluated didn't really relate to communication in real life. The NEB's requirements provide

broad guidelines for paper setters on how to structure the exam, what kinds of test items to

include, and how to display items to students, among other test-related topics (e.g., multiple

choice questions and gap-filling). A sample test paper is given to test authors to use as a

guide. However, there are no explicit guidelines about how to sample, write, ensure

representativeness, or use criteria for performance levels or scoring methods.

Most importantly, the construct (ability) that the exam aims to evaluate is not clearly defined.

The NEB sample test paper and the recommendations are problematic since they are not

supported by the evaluation of communication skills. The sample exam is designed to

evaluate only reading and writing abilities; listening and speaking abilities are not evaluated.

As a result, there are issues with the curriculum's objectives and how assessments should be

conducted, even at the national level. This raises doubts about the test's reliability for the

nation's educational, social, and economic objectives.

Conventional Culture in practice

The interviewees reported that in writing test items, they usually sample content from the

textbook, Our English, for this level of education. One interviewee mentioned that as test
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writers, they also consulted test items or prompts from previous test papers used in different

education boards. As S1 explained: We have to refer to and examine the earlier questions... to

see the common passages [texts for reading comprehension]... To understand the pattern and

what the exact focus points of the earlier board questions are. The paper setters’ reliance on

items from previous years’ tests has resulted in the repetition of items over the years across

education boards. Table 2 provides examples of how five topics were repeated in the SEE

English test over the years in the assessment of reading skill through activities such as fill in

the blanks, match the following and answer the given questions. In addition, Table 2 shows

that the subject of Past and Present has been brought up four times by the various educational

bodies. Other subjects have also been brought up, but not as frequently. As was already

mentioned, Nepal frequently repeats exam questions. It has only lately come to some people's

attention that the purpose of developing communicative competence and pedagogy may be

impacted by content repetition.

Table 2. Repetition of test content across education boards and years

Topics I wandered

Lonely as a

Cloud

The Chimney

Sweeper

Past and Present Habit

Cultivation

Memoirs of my

visit to France

Educatio

n Boards

and Years

Province 1:

2074 Province

2: 2075

Bagmati: 2075

Gandaki:

2074, 2075

Sudurpaschim

: 2075

Karnali Province:

2074

Sudurpaschim:2074

Province 1: 2075

Province 5: 2075

Bagmati: 2074

Province 5:

2075

Province 1 2075

Gandaki: 2075

Bagmati: 2078

The paper setters' conventional approach of consulting things from prior years may have

resulted from the fact that they lacked formal training in creating new items. S2 offers

perceptions on how test items are created by unskilled paper setters:

“In our nation, we learn by practice. Certainly, skilled question writers might come up with

something more valuable. The repeated use of test items was also claimed to be caused by

students' anxieties about the exams.”

The following excerpt will help you understand this culture of repetition:
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S3: Yes, we have to ask the same questions again. Because, you know, every time we

attempted to create a fresh question paper [without repetition], all the students at the time

grumbled that the test's material was not from the curriculum.

An illness, that's for sure and certain professors, setters, and moderators can be like that; thus,

you must be restricted to the previous question papers.

New things are not welcomed by students, as S1 and S5 indicates. Their rote learning style

necessitates predictable questions with simple solutions. The educational outcome, according

to Maniruzzaman and Hoque (2010), is that certain students—especially the poorer

candidates—tend to spend a lot of time memorizing such answers (to previous test questions).

It was not deemed bad because the moderators themselves enjoyed repeating things and

actively encouraged it. Despite the fact that repetition reduces the sample size, calls into

question its validity, and has a detrimental impact on pedagogy (Hughes 2003), M2 was of

the opinion that repetition was not a concern, particularly if items were repeated across

boards. However, Maniruzzaman and Hoque's (2010) study, which found that teachers "skip

subjects and lessons that may not be assessed" and "narrow down the syllabus, and teach their

pupils the selected topics to be tested in the examination," reveals the detrimental impacts of

repetition (68). This has a wider resonance with comparable activities in connection to more

generalized standard testing procedures in other cultural contexts (cf. Au [2009]; Gu [2014];

Jilani [2009]; Hursh [2007]; Klenowski and Wyatt-Smith [2012]).

Another element that encourages test item repetition is the assurance of high grades.

Education stakeholders appeared to be more focused on grades than learning effectiveness or

academic success. S4 offered information on this element: (-) Our attitude (-) Our inclination

to get good grades (-) and our stereotypical thinking, etc. S5 nodded in agreement, pointing

out that while writing exam questions, one must replicate the questions from other boards.

This force comes from both students and other stakeholders. In other words, they take the

students' interests into account.

Most importantly, the interview indicated that there was no standardized holistic or analytical

grading system used when assessing student test assignments, indicating a cautious approach

to testing methods. Furthermore, despite obvious problems with validity and reliability, it was

routine practice for examiners to provide test task scores based on an overall impression. The
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marking guide for the SEE test paper provides a difficulty because the supplied instructions

are ambiguous and insufficient to guarantee proper marking, in short.

Compliant disposition

In addition, both test creators and moderators provided a variety of complementing instances

of compliance—doing what they were seen to be instructed. The moderators' lack of a

decisive role during the moderation process was exposed by the participants. They noted that

realistically speaking, their responsibility was restricted to confirming that the test authors

adhered to the established exam structure (i.e. sample question paper provided by the NEB).

Moreover, they are told to verify the test papers for any spelling and grammar mistakes. They

endorsed the test questions as they were supplied by the paper setters practically without

making any significant changes and sent them to the Controller of Examinations, who would

choose which version of the moderated test questions should be used. It was unheard of in the

nation to trial the test paper or to produce proof for an accurate interpretation of the test and

test results.

The English test does not accurately reflect what it was designed to measure. Assessment of

speaking and listening abilities was not offered. The activities that are given have little

relevance for communication in the actual world, even when evaluating reading and writing

abilities. The majority of the participants agreed with this remark, noting that the test did not

reflect curricular aims.

According to S1, the objectives are not met because we are just evaluating two talents, hence

it is not operating properly. However, S1 was required to create a non-representative test

paper as a paper setter for the SEE exam. He said that the test sample and the related

guidelines were written in a way that they did not accurately reflect the curriculum, but there

was nothing he could have done to respond otherwise, and he was following instructions. As

S2 clarified that they actually have very little scope. The setters are instructed. They do

everything under their authority’s instructions. So they have no opinion about their role they

do as per instructions through the guidelines and the model test.

The exam's lack of representativeness might be linked to its unclear objectives for the SEE

English test. According to Kucuk and Walters (2009), the lack of representation "may be

caused by a lack of clear, well-defined objectives, as clear objectives help test writers

establish which language points to weight on achievement exams and help instructors decide
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what should be taught." The moderators shared the powerlessness of the study authors in

assuring test representativeness. They are unable to alter exam questions to better reflect the

curriculum's objectives. Their task was restricted to fixing minor, technical faults, and they

had to rely on the orders they received from the board authorities: M3 states that there aren't

any rules.The first thing the board authority wants from them is any type of surface-level

spelling and grammatical errors in the exam questions.

According to M4, even the authorities didn't care whether the test accurately reflected the

curriculum. It is possible that covert socio-political and economic factors contributed to this

compliant method to testing representativeness. According to Bachman (1990), "language

testing happens in a social and educational framework, and the applications of language

exams are generally dictated by political requirements" (291).

Contextual Practice

It is sometimes argued that speaking and listening skills are not assessed for "practical

reasons" (Islam et al., 2001, 235), which include issues with resources, logistics, and

competence for testing more than a million students throughout the nation every year. The

exam is not a good representation of the curriculum, particularly in terms of content, which is

a major concern. However, there were also reports of other contextual elements, such as

corruption:

The Education Ministry and the NEB people assume that if they introduce listening and

speaking in their assessment system, then it will become a scope for the teachers to victimize

students. Even though the curriculum recommends that listening and speaking should be

taught and these should be evaluated, NEB people stressed that if we introduce listening and

speaking in our testing system then the teachers will make money using these tests.

M2 discusses moral and professional matters from the viewpoints of the nation's educational

authority. Although placing blame on teachers might be perceived as a political ploy to avoid

accountability for providing the tools and knowledge required for educational assessment,

there may be some validity to the claim that children may be the victims of instructors' partial

evaluations and self-serving desires. For instance, it has been stated that unethical actions

driven by financial gain have occurred in connection with private tuition (Hamid et al., 2009).
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Other contextual factors, such as school congestion and problems with access to high-quality

education, particularly in rural places, seemed to have a significant impact on the paper

setters' choices:

According to S2, the educational institutions in Nepal are overburdened with students, lack

distinct examination centers, and must take into account the interests of students who live in

distant places while students who live in urban regions have better educational opportunities.

However, those who live in rural regions constantly fall behind, so in order to achieve a

balance, they select questions that take into account and keep in mind the very level of

comprehension of people who live in the rural area.

Due to pedagogical disadvantages, students in rural Nepal frequently perform poorly in

school. Because of this, the question writers tried to give them an easy way out by repeating

answers. Material limits connected to test materials and texts were found to be significant in

further exploring why paper setters repeated elements from prior papers, leading to an

emphasis on textual portions that students were previously familiar with: S2 states that

occasionally questions are chosen at random but that most are chosen from prior questions.

Some test questions come from many boards. They produce it because they emphasize

particular sections. S3 further clarified the rationale behind the paper setters' sampling of

"certain portions." There aren't many reading passages in the textbook that are instructive

enough to be used as samples for writing assignments with appropriate requirements.

Because there are so few sentences, the English document is quite straightforward. Limited

passages (-) They have to repeat such portions in order to provide us with information.

Because of this, even while it was understood that they severely restricted the potential of the

tests, certain, frequently significant, contextual concerns nevertheless had an impact.
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Chapter 6

Discussion

Declaring the issue (goal) of the test is the crucial first step in the design of a language test

(Docherty and Corkill 2005). The English test paper I examined in this article, however, does

not explicitly identify or reflect any aim, even in connection to the core objective of

communicative competence; in fact, there is no clear explanation of the construct that the test

measures. Furthermore, there are no particular instructions for writing the exam or guarantees

of its representativeness in the official standards. Test requirements, in the words of Fulcher

and Davidson (2007), "give us the logic behind the different choices that we make". The

NEB's recommendations provide basic instructions, details on the exam type, test strategies,

and a sample question paper. These are the sources that the test writers used to create the

exam. The test's design is constrained at two crucial points: when test items are written and

when they are moderated. Test objectives and writing requirements are never explicitly stated

during the procedure. Fulcher (2010) asserts, however, that "creating test content is not

generally the beginning point of test design" (93), and that doing so without a distinct test

objective would lead to "design confusion," which would ultimately lead to "validity chaos"

(96). Similarly, because the moderated things are not tested, the stages after item authoring

and moderation are also neglected. Similar to the phases after item composition and

moderation, construct validity, content validity, and criterion-related validity of the test have

not been established and the moderated items have not been trialed or evaluated to determine

test reliability.

As I stated, the test does not accurately reflect the curriculum because it excludes assessment

of listening and speaking skills. The lack of specific objectives is accompanied by the

dominance of cautious test specification methodologies. According to test rules and a sample

NEB paper, there is no provision for evaluating speaking and listening abilities, and paper

setters find it difficult to deviate from the prescribed format. This lack of test preparation was

influenced by worries about student answers, and the ensuing cautious techniques made sure

that items were repeated throughout educational boards and years. These worries were

exacerbated by students' social pressure to get excellent marks.

Compliant methods for using relevant guidelines and example papers also helped to keep

harmful practices in place. Test writers just gave in to what they saw as demands that they
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continue to create tests in the same manner. The same applied to the moderators, who

perceived their task as being technical in nature due to comparable demands.

These problems were made worse by worries about corruption and pedagogical distrust of

instructors. Authorities seem to believe that the inclusion of listening and speaking

assessments will give instructors more room to financially exploit their kids.

It's crucial to keep in mind that this might be a political ploy to withhold the necessary

funding and knowledge for evaluating these talents. The decision-makers who created the

exam were affected by the test's limitations, the weak economy, and the inadequate English

teaching and learning facilities in Nepal. Since the exam does not test what it should in regard

to the purpose of the curriculum, it may be argued that the test lacks validity. The test's

resultant non-representativeness has issues for fairness and validity. The lack of a distinct test

concept might be considered as indicative of Nepal’s educational practices. Assessment

appears to be seen as a 'ritual' that is assumed to be true and does not require professional or

theoretical reason. Given how testing has been conducted in the nation for decades, what the

exam assesses appears obvious and doesn't require any explanation. The continuation of

present test design approaches as well as the test quality have been significantly impacted by

these conservative, compliant, and context-dependent practices. Additionally, the high stakes

aspect of such exams is equally acknowledged as it is in other emerging environments

(Davies 2016; Jilani 2009; Safari 2016).

From the standpoint of educational or linguistic testing and evaluation, this current method of

test design, delivery, and application is outstanding. The fundamental criteria for test writing

and revision may not be met by an exam that decides the futures of millions of pupils

(Downing and Haladyna 2006). The exam is inconsistent with neither the national

curriculum's objective for English language proficiency nor the present English language

education policy, which aims to improve students' communication skills for use in both

school and the workplace. However, there are high expectations for English in Nepal in terms

of building human capital and taking part in the global economy. If the development of

high-stakes tests described in this article is representative of testing in other emerging

contexts (see, for instance, Cheng [2008]; Ramanathan [2008]; Ross [2008]), it might be

inferred that test development in certain countries is limited. more than a routine, ritualistic

exercise that has nothing in common with outstanding practice and does little to encourage

students to engage in language acquisition in a more productive, engaging, and responsive
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manner, despite the fact that this is encouraged as being crucial to participating in a more

extensive global context. This also echoes with the limiting impacts of the "ritual" of

high-stakes testing in other contexts, indicating larger performative logics related to

international competition to promote educational excellence (Kamens, 2013). Since the

Nepalese educational system has been performing this "ritual" for so long, it has created

implicit societal norms and regulations around the "what" and "how" of testing as well as

other methods that may be used.

How this educational process of producing competition in education on a societal scale

continues largely uncontested may be explained by testing as a ritualistic activity. Although

the issue of education frequently appears in print, digital, and electronic media, requests for a

critical analysis of the factors that determine a student's success or failure in school are rarely

made; this stands in stark contrast to criticisms of similar examinations in Western cultures

(Allen 2016; Au 2009; Hursh 2007; Klenowski and Wyatt-Smith 2012).

Contrarily, the ritualistic methods of identifying success and failure described here appear to

be regarded as 'functioning' for a variety of social stakeholders. The nationwide celebration of

the testing routine and test results reflects this. The nation-wide school-leaving examinations

are conducted on the very same days with a festive atmosphere. Numerous parents and family

members swarm the school grounds while the children carry out this "custom." After a few

months, all national newspapers announce the test results, highlighting the academic success

of various universities with vibrant images of the top students. Middle-class and affluent

parents share candies with friends, family, neighbors, and coworkers to recognize their

children' accomplishments. Due to the societal demand for scores and the glorification of

testing itself, any inquiries regarding test tools and technical evaluation procedures may seem

unimportant.
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Chapter 7

Conclusion

As Downing and Haladyna (2006) notes, “the subject of language testing and assessment has

advanced significantly in terms of theoretical and methodological resources, as well as in

terms of professional and ethical norms for creating language tests and gauging language

competency and learning outcomes in a variety of circumstances.” However, the testing

practices described in this article may only be tangentially connected to these intellectual and

professional advancements and more advanced testing systems in civilizations like Nepal.

Instead, test creation and testing may take on a more ceremonial tone in such environments,

guided by more conventional, compliant, and what are perceived as context-dependent

conditions. Such processes are often not questioned, which suggests that stakeholders are on

board with them. This is true, at least in terms of the lack of societal criticism of the

ceremony.

The Nepalese educational system needs to adopt the theoretical, professional, and

technological advancements in testing and assessment to explain the process of constructing

competition. This is also relevant in other regional and global contexts more generally (which

would include developed contexts in which regional and global testing practices have

profound impacts). Critical examination is also required of discrepancies within regulatory

correlation and causation, as well as inconsistencies between testing and curriculum.

Major repercussions for language education and language learners result from the test. The

impact of tests on students' education increases with the level of risk involved. But seldom do

policymakers discuss exams from a language standpoint. Instead, the language policies

ingrained in high-stakes tests are frequently implicit rather than explicit, while being quite

potent in... (Mencken, 2008).

The implications for policymakers are fairly clear; from the research of Shohamy (2007),

“when language examinations take into account studies on language acquisition and language

usage, they may be used as a tool to develop more accurate and actual language regulations

that mediate and arbitrate between ideology and practice.” Such exams are used in schools to

direct a wide variety of educational choices, including curriculum content, textbooks,
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supplies, teaching techniques, teacher preparation, programming, and language of instruction,

in addition to rewarding or disqualifying a specific student from future possibilities.

It's crucial to include instructors' perspectives while creating curricula. Following that, the

CDC should invite teachers to take part in this discussion. The uncontested top-down

mandate of policy makers must be questioned. For the educators, this will make things easier

and improve their understanding of the curriculum. In addition, the goals of the CLT

curriculum need to be evaluated in order to make them better fit the needs of the classroom.

Since their engagement will contribute to the dissemination of the curriculum, teachers must

be included in the creation of new materials and the evaluation system. Encourage English

medium instruction in the English classroom along with providing clear guidance to schools

on how and when translations should be used.

In addition, there should be a provision of opportunities to learn for the students to ensure

schools have all of the resources needed for example, the schools would require a classroom

and some devices to implement listening and speaking activities.

Similarly, the assessment system has to be urgently updated to use the continuous evaluation

approach. It's time to review the two fundamental skills (listening and speaking).

Unavoidably, it will influence the way that students are taught in the classroom. Teachers are

not encouraged to make students practice the communicative elements of the curriculum in

the classroom since these skills are not employed in the assessment process. So, develop

formative assessments with students for practice. These assessments should offer information

that is helpful to teachers, for example, in identifying areas for future instruction.

Likewise, teachers in CAS are in charge of creating assessments that have a big influence,

thus they need to be skilled at creating tests, have a basic understanding of educational

measurement, and be cognizant of theory and practice.

Besides, the need for professional development for teachers should be continuously evaluated

before using CLT. More frequently, in-service teachers should attend effective training

sessions that take place in schools. The findings of the present study indicated positive

progress in curriculum reforms nevertheless, further supportive measures, particularly in

implementing CAS, should be taken to reach an acceptable level.
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Research on how you can better practice instruction and testing at school which aligns with

curriculum goals. For this, modifying the classroom setting is a must before putting the CLT

curriculum into practice. The big class size must be decreased to a smaller size in order to

apply the communicative elements of the curriculum and textbook, and the ideal class time

should be extended to support activities in the classrooms.

Moreover, teachers and students should use multimedia to expedite language learning. For

example, age and content appropriate digital materials like dramas, podcasts, songs, TV

shows, movies, blogs, and among others. In addition, bilingual teachers should match the

language needs of their students. They should demonstrate language proficiency to enable

students listening and speaking abilities.

Most importantly, English language teachers should possess a postgraduate degree in English

language teaching (ELT) or a related discipline, such as a Masters in

TESOL/TEFL/TESL/ELT, CELTA, or DELTA, as well as prior experience instructing ELT.

This language evaluation jargon will be recognizable to you if you have taken the Cambridge

DELTA or a TESOL.

Limitation and Further Research

Through qualitative analysis and curricular interpretation based on specific data, I was only

able to concentrate on the key aspects of the current study that are related to language testing

in Nepal. Similar studies must be carried out in the future on a range of stakeholders,

including policymakers, curriculum developers, school administrators, students, and parents,

in order to examine and fully comprehend how these aspects affect language teaching,

learning, and assessment processes.
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Appendix A

Participant selection email

Subject: Connecting for ELA in Nepal!!!

Dear educators,

It was my pleasure to meet you all. Per our consensus concerning the language testing system

in Nepal, I am requesting that you share a little bit about your professional background

following the questions listed below and provide consent to talk about your experiences of

test setting and moderating for my research.

This questionnaire is part of my research study entitled "English Language Assessment in

Nepal for the partial fulfillment of my Master of Arts in Teaching English to the speakers of

other languages (TESOL), Dhaka, Bangladesh.

I am carrying out this research under the guidance of Mr. Mohammad Mosiur Rahman,

former lecturer at the department of Brac Institute of Languages, Brac University.

Your cooperation in completing the questionnaire will be of great value to me. I assure that

your response will merely be used as information for the research and would be kept

confidential.

Please feel free to put your response required to the questionnaire and correspond to show

your consent for using the information you provided here and during the interview.

Once I review your response, I will further reach out to you with the interview date and time.

I would also attach an interview question package in my next email for your reference and to

ease our conversation a little bit.

I look forward to your positive response and active participation.

Best regards,

Rabu Ranjit
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MAT at Bard College, USA

MA TESOL-BRAC University, Bangladesh

BA English, Tribhuvan University, Nepal

B.Ed English Tribhuvan University, Nepal

E-mail: rabu.ranjit@bracu.ac.bd.

Mobile No.: 9860879087

The following questions are related to your personal information. You can provide a short

response to each question.

1. Are you a paper setter or moderator?

2. How many years of teaching experience do you possess?

3. How many years of paper setting experience do you possess?

4. Have you taken any professional development training or qualifications for setting

papers for moderation? If yes, mention the training.

Interview Questionnaire Package

1. How do you set a question paper in general?

2. What might be the reasons for having repetitive questions?

3. How do you respond to repetition?

4. Won't there be any problems because of repetition?

5. Why does it happen?

6. Is it a compulsion to repeat questions?

7. What kind of force encourages you?

8. Do you think our test aligns without curriculum goals? To what extent our objectives are

met?

9. Have you been provided with any guidelines to set paper?

10. Why do you think listening and speaking skills are excluded?
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11. When our curriculum recommends teaching and testing these two skills, why is it not

followed?

12. How do you select items for the test?

13. What happens when you try to include something new this time?
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