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Abstract: The study investigates the high-stakes English test for the SEE examination, emphasizing a mismatch with the 

curriculum's language skills and prompting exploration into test design processes and influencing factors. This research employs 

a qualitative case study approach. The findings reveal a gap between regulations valuing language skills and practical 

implementation in assessments. The tests are based on traditional testing philosophy, with inadequate standardization in the test 

items and test inadequate standardization in the test items and test administration. However, the bulk of these evaluations 

indicated factors including the teacher, the institution, and the students that had an impact on student learning. The four language 

skills—listening, speaking, reading, and writing—are valued by assessment regulations, but our classroom environment and 

evaluation system seldom put this into reality. Summative public exams, administered externally, lack feedback on teaching and 

primarily serve student progression. Despite recognizing the efficacy of communicative language instruction, the prevalence of 

non-communicative approaches in exams raises questions about students' communicative skills development. 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. The researcher concludes by advocating for the adoption of 

theoretical advancements in testing within the Nepalese educational system and globally, emphasizing the importance of 

critically examining discrepancies within regulatory correlation, causation, and inconsistencies between testing and curriculum.  

Keywords: Curriculum, Language Teaching, Language Test Design, High-Stakes Testing, School Leaving Examinations, 

Testing Across Societies, Nepal 

 

1. Introduction 

Throughout the years, mounting concerns have surfaced 

regarding the design and development of English language 

tests in Nepalese education, particularly in relation to their 

synchronization with secondary school curricula. This study 

compellingly illuminates a spectrum of factors that wield 

considerable influence over the intricate landscape of test 

design in this context. 

The principal method for improving students' functional 

English competency has been formally identified as 

communicative language instruction [21]. However, neither 

public nor school-based exams use a communicative approach. 

The question of whether or not children develop 

communicative skills in this significant language exists 

despite the presence of testing. More importantly, many are 

unaware of the processes involved in developing, distributing, 

and verifying these English tests. 

The tests are based on traditional testing philosophy, with 

inadequate standardization in the test items and test 

administration. However, the bulk of these evaluations 

indicated factors including the teacher, the institution, and the 

students that had an impact on student learning. The four 

language skills—listening, speaking, reading, and 
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writing—are valued by assessment regulations, but our 

classroom environment and evaluation system seldom put this 

into reality. 

Summative public exams are frequently taken outside of a 

classroom environment. Each student may be evaluated 

publicly at many levels, including those at the national, 

regional, district, resource center, and/or school levels. The 

Himalayan Times [95] reports that 5,17,000 students 

participated in SEE in 2021. Typically, 

independent/autonomous groups, the government, or other 

external entities administer these exams. However, they 

seldom provide feedback on classroom teaching-learning or 

the educational system. Instead, they are used to select and 

progress students to the next grade or educational level and 

verify learning. Additionally, the outcomes of these tests 

decide who "achieves" and "fails" in the educational system 

and labor market. 

The employment market, in both the public and private 

sectors, makes considerable use of exams. In the hopes of 

landing a secure job and a long career, they take recruiting 

examinations for a few hundred positions in the government, 

the financial sector, and primary and secondary schools. Many 

language tests are found to be of extremely poor quality, 

impede teaching and learning, and frequently fall short of 

correctly measuring the things they are meant to. 

To better understand the nature of the assessment process 

and the variables that affect the design and administration of 

the English exam, the study incorporates the perspectives of 

significant assessment players, such as education authorities 

and test makers. The study's objective is to advance our 

understanding of testing across nations in a worldwide setting 

[4] Based on my research, I argue that test design may have 

taken the form of ancient ceremonies performed in line with 

unquestioned implicit principles in nations like Nepal. 

Professional standards and ethical guidelines related to testing 

[24] may appear unimportant in the context of such banal 

practices. 

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. 

1.1. 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 [8]. All assessments 

should be of high quality, emphasizing the importance of good 

design [26]. 

The first stage in language test design is to define the 

problem 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 [38]. The next stage is the creation of specifications 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. 

1.2. Understanding High-Stakes Testing Across Societies 

The design of tests, as highlighted by Cheng and Curtis [16], 

significantly shapes education globally, transforming tests 

from mere servants to influential leaders in pedagogy, playing 

a critical role in molding curricula, educational policies, and 

local systems, as policymakers leverage their power to 

regulate curricula, introduce new textbooks, and endorse 

innovative teaching methods, ultimately aiming to make 

policy judgments based on test findings. 

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 [33, 

49]. Test results serve as a measure of the quality of 

instructors' and students' work in this new institutional 

framework [54, 96]. 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 [92]. 

The international 'horse race' [49] 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 [58]. PISA 

statistics are used to assess educational quality and the degree 

of 'human capital' in participating nations. Bloem [12] 

Large-scale international evaluations put national 

governments under pressure to alter their education systems 
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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 [39]. In order to enhance 

accountability in its education system, Australia implemented 

the National Assessment Program – Literacy and Numeracy 

(NAPLAN) in 2008 [50, 96]. 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" [3, 30, 52, 72].  

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 [23] 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 [42] reported similar high-stakes examinations in 

Pakistan. This study indicates 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 [6], 

Australia [50], China [30], Korea [52], Japan [3], Nepal [23]; 

[9]. Because high test scores are regarded as quality 

indicators, instructors and schools are under pressure to 

enhance test data [50] potentially raising validity difficulties 

in test design [36]. Furthermore, Harris and Brown [36] 

noted, “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" 

[88]. 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" [38]. 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" [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 the Nepal instance. 

1.3. Testing in Nepalese Education 

In Nepal, mainstream education is organized into three 

stages: basic, secondary, and tertiary. Basic education (Grades 

1–8), secondary education (Grades 9–10), and upper 

secondary education (Grades 11–12) are the three levels of 

compulsory education. Students must pass a nationwide 

public examination conducted each year at the end of each 

level. The last two public education 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 or compete in the job market either home or overseas. 

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. 

1.4. Curriculum and Assessment Policies for English 

In line with the spirit of the new National Education Act 

[21], the secondary English curriculum adopted 

learner-centered approaches to develop students’ 

communicative competence. 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. The main objectives of the curriculum 

can be understood from the following extract: 

Therefore, the curriculum has focused not only on language 

and language functions, but also on a variety of fiction and 

non-fiction texts that provide a meaningful context for 

language learning. For some students, secondary education 

serves as a basis for preparation for a university education, 

whereas for some other students, it may be a preparation for 

entry into the world of work. This curriculum tries to address 

the linguistic requirements of both types of students. 

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 

through English language education [85]. 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 [2, 31]. 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 
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tests and homework. An internal examination is organized by 

individual institutions to monitor students’ progress towards the 

SEE examination. For the SEE examination, each education 

board invites selected teachers from higher secondary colleges 

to write test papers. Kabir claims that the selection process of 

test writers and moderators is not fair. Teachers who maintain 

good relations with the education board officials are often given 

the chance to write tests [45]. 

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. 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. 

1.5. Teaching Artefacts 

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 [53]. However, evidence from other contexts suggests 

that such a role for textbooks cannot be generalized. For 

example, Rahman and Pandian [76] and Rahman, Pandian, 

and Kaur [75] highlighted contextual complexities including 

the lack of skilled teachers and technological support needed 

for implementing CLT tasks presented in the textbook. These 

contextual challenges may have implications for the 

assessment of the English subject. 

2. The Study 

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. 

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 [65]. 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. Taking into account these considerations, 

the present study addresses the following questions: 

RQ 1: How is the English test designed and developed? 

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? 

3. Research Methodology 

Yin asserts that the study adopts a qualitative case study 

approach [97]. The qualitative data collection occurred in two 

phases: the initial stage involved analyzing curricular policy 

documents and test papers, revealing insights into the test's 

nature, structure, and assessed competencies. In the 

subsequent step, interviews with test developers were 

conducted to elucidate the rationale behind the exam's 

development. 

3.1. Participants 

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 [22]. 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. Test setters and moderator profile. 

Participants Teaching experience (years) Paper-setting experience (years) Professional Qualification/Training 

S1 15 4 None 

S2 20 5 None 

S3 17 13 None 

S4 18 10 None 

S5 21 15 None 

M1 24 12 None 

M2 25 14 None 

M3 16 8 None 

M4 22 9 None 
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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. 

3.2. 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 [21], former and 

current exam papers; and (b) through semi-structured 

interview. The interview guide was created using Hughes's 

test development framework, which was previously 

mentioned [38]. 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. 

3.3. Data Collection 

To gather interview data the researcher first went to 

numerous government schools and colleges in Kathmandu, 

Nepal's commercial city, and invited paper setters and 

moderators to take part in the study [91]. 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 

via email. 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. 

3.4. Data Analysis 

The qualitative data methodologies and analysis 

recommended by Richards were used in both the document 

and interview data analysis [78]. 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. 

In the second phase, 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 codes [86]. 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 "corruption and context"). These themes 

helped create the "image" refers to in the data [78]. 

4. Findings: Proficiency, Conformity, 

Conservatism, Context 

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. 

4.1. 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 
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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. 

4.2. 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 

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. 

Table 2 also indicates 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 

Education 

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: 

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 is 

that certain students—especially the poorer candidates—tend 

to spend a lot of time memorizing such answers (to previous 

test questions) [55]. 

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 [38]. M2 was of the opinion that repetition was not a 

concern, particularly if items were repeated across boards. 

However, 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 [55]. This has a 

wider resonance with comparable activities in connection to 

more generalized standard testing procedures in other cultural 

contexts [6, 30, 42, 39, 50]. 

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. marking guide for the SEE test paper 

provides a difficulty because the supplied instructions are 

ambiguous and insufficient to guarantee proper marking, in 

short. 
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4.3. 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. Activities that are given have little 

relevance for communication in the actual world. The 

majority of the participants agreed that the test did not reflect 

curricular aims. 

According to M2, 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 M2 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. 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 what should be taught” [51]. 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. Bachman 

states, "language testing happens in a social and educational 

framework, and the applications of language exams are 

generally dictated by political requirements" [8]. 

4.4. Contextual Practice 

It is sometimes argued that speaking and listening skills are 

not assessed for "practical reasons", which include issues with 

resources, logistics, and competence for testing more than a 

million students throughout the nation every year [41]. 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 

[32]. 

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 
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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. 

5. Discussion 

The English test I looked at 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. 

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. 

Contrary to common belief, Fulcher argues that "generally, 

creating test content is not the starting point of test design" 

[26]. He contends that embarking on this process without a 

clear test objective could result in "design confusion,"[93] 

ultimately leading to "validity chaos [96]." Furthermore, the 

subsequent stages following item authoring and moderation, 

much like construct validity, content validity, and 

criterion-related validity, are often overlooked. The 

moderated items remain untrialed and unevaluated for 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 

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 

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 conventional, compliant, and 

context-dependent practices. Additionally, the high stakes 

aspect of such exams is equally acknowledged as it is in other 

emerging environments [23, 42]. 

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 [24]. 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, [16]; Ramanathan, [77]; Ross, [81]), 

it might be inferred that test development in certain countries 

is limited. more than a routine, ritualized 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 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 

[49]. 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 [3, 6, 39, 50]. 

Contrarily, the ritualistic methods of identifying success and 
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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. 

6. Conclusions 

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 [24]. 

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 conservative, 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. 

In our sharply divided society, the absence of social 

critiques does not always imply that testing and testing 

outcomes have been fair and reasonable, especially for student 

groups that are more marginalized (as is the case in Western 

contexts, such as the United States [6]). As with many other 

difficulties in education, the concerns with testing have simply 

the circumstances in which they happen have not been 

sufficiently and in-depth investigated. Further study into the 

nature of test production and moderation techniques is very 

necessary for a deeper understanding of testing procedures 

inside and between nations as well as the societal 

consequences of this type of educational judgment. 

The researcher's conclusions suggest that it's critical to 

understand the impact of maintaining ritualistic activities. 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. 
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