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Editorial

The Education Review Office (ERO) was established in 2010 with a broad aim of conducting
independent assessments under the Ministry of Education, providing evidence-based feedback to
inform policy reforms, for the improvement of quality of school education. Since its
establishment, the ERO has been conducting research activities regularly, which include: the
National Assessment of Student Achievement (NASA) for grade 5, 8 and 10, the National
Assessment of Reading and Numeracy (NARN) for grade 3, the Early Learning and Development
Standards (ELDS) based assessment of Early Childhood Education and Development (ECED),
the Performance Audit (PA) of schools and other education-related organizations, and research on
contemporary educational issues. The findings from large-scale assessments, performance audits,
and research studies have been disseminated through program wise reports, annual reports,
dissemination programs, seminar presentations, and journal papers.

In addition to the aforementioned activities, ERO publishes its Education Review Journal
(ERJ) annually. The 2026 issue, now available on the ERO website, comprises a total of 11
papers among which four are in Nepali and seven are in English language. Centered on the broad
theme of assessment and testing for enhancing the quality of school education and
educational institutions in the country, this issue presents scholarly contributions that address a
wide range of academic and professional interests. The published papers are categorized into
three broader areas: experience and opinion papers, review articles, and original research
articles.

This volume features articles that examine the initiatives undertaken by the ERO since its
establishment and reflect on these experiences to identify future directions. Other articles
critically review ERO’s major accomplishments, including the implementation of the National
Assessment of Student Achievement (NASA), Performance Audit (PA), competency-based
education and curriculum alignment, reflection of ERO practices in schools, possibilities of
school quality accreditation, and other key activities within ERO’s mandate. Furthermore, one of
the articles incorporates assessment in higher education as an interlinked area. Some articles
explore the existing practices, challenges, and barriers associated with the implementation of
formative, non-cognitive, and other alternative assessments in Nepalese classrooms.

Publishing a scholarly journal is a collaborative endeavor that requires the dedicated efforts
and equal commitment of many individuals at every stage of the publication process, from the
call for papers to manuscript review, editing, proofreading, and final design. On this occasion, I
would like to express my sincere gratitude to all the authors whose valuable contributions have
made this issue possible. I am equally grateful to the reviewers, whose expert evaluations,
constructive feedback, and thoughtful suggestions have been instrumental in enhancing the



quality and scholarly standard of the published papers. I would also like to extend my heartfelt
appreciation to Prof. Dr. Bal Mukunda Bhandari, Chair of the English Subject Committee, and
Prof. Dr. Bhupa Prasad Dhamala, whose exceptional expertise, meticulous guidance, and
unwavering commitment throughout the editorial process were invaluable in bringing this journal
to its present form.

Finally, I wish to express my deep appreciation to all the personnel of the ERO for their
dedication and hard work. Their collective efforts have played a vital role in the successful
publication of this journal. The ERO always welcomes constructive suggestions that could be
instrumental in improving the quality of the journals in the days to come.

Chandra Kanta Bhusal
Editor-in-Chief

and
Executive Director
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RTaFeR TURL oRETor e

#ft St TR, ORCID 4017-1999-0003-0009 RfaTeh TOTER FHET0T Shesiehl WeTl-asTeh
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WEEAR

forerTeTer RTeTen! U TeToTeaeh! Tl SFHETIHTTST SHeTeh VR 1T shesele
TerepTs Sucifort Tietures, SHRIEFITE TSRS SeTsh SR HRIEE o ST o |
HTHEFITE FEUA-Ta Stfereh e T feremerashl shrigwae adiefurent e ga HTTH B | 3114
R0¢R/¢3 T AT HTEATH fraTeiersh! hIderiTa- iaTor, TeTTeTTehah! qcd ShIaeriTas e
T T qeeh! faTeh TaT YaTeeh! Teur ToTer TRURT SI9IE0TRT SHEHT THeh e T ATUTaEHT
QAR TRHTSH T R G TTRUERT ) 6 STereHT [y TR shesaTe HUshT ATHaTRe foererasht
RIS VTR BT HEITeR! IS, ellaTueht STIWE qT STLA. 0¢3/¢3 AT faehiad
AT ST THUH! FRIGFITE THETUTRT STTLT, ATEH, TR A T fdeh! ST forzmr
=1 TRUH! BIAE TG TR TR AT hrgale ThTRTA-STTHRIT STddeTes, TIaTor S qeim
TIIEE, AR, TeATEHHR! ST foTgueht B A1 Tieror gt auT ared foermaes fafrm =romr
U ST-IhAT, RGPS TET0Th! ST, FAISTTaRT SHAHT U [oeTersh! 3aais qdt

Education Review Journal Volumn 3 July 2026




2 forerTeTrehT shTeeraTe TeTor: Yer ATATeh! HISR

UFRATATHTERT HFaTTe, Frwsl Qe ST=aeisha Taw AT S0t ST gaTehl Taehh! STTHaTs dHd
ST AT 1 farfer serguent ) forameraen! sEiarare wieror SfsramT elenraTeTen! TewTid,
TG, HETAT AT T ASHISG, G A 1-eH, BeA[3T, FHIIArITEeh! Iuecl &iish! shiHeh
TTHSTEAT T&TeTTS GeTeh STRTHT & HIHT GHTSHT EIHT HTSRT TR ) THET0THT ST ST
FATTHT FEHT STTETEN TR HR HoaTer T, e T el 1 ToeTer T T HEATeh!
I G SATAT O ST HHRUS STTehT G Afehet 7S Wbl FHTOMEHRTOT T fers2reht SATH S,
RIS YT STATHER STHTEG, T S RIUH] B

&g 9155 FRIGFITE TIE0T, TieTeh, HRIArITe T, SR e, sa e, gaw,
TG, SITRl TIToT, JHTUfiehor

T warwr

T8 ¥ R0 3¢ (M) @, SIS ferener fRratrent ToreaR wieroresden! st
XTeTeR TUTER TS0 el FSHaT ool B heaae foreer qe Sifersh femmersh! shrievTa e,
forameffent fepTe SUcifsTRT Tietor, STeTafetenTent fomera Al 3rea, farfsr=T qdtetorent Emerewent
TorerTe, eI Rfaren forrT STere . e STUH S| SHIEFITa TIEu3T-rTd [TaaT Sfeehent
Hideheg, TSTedT 3161 e, Qferes aiierd shes, f3refT forehma feymTererent araTes uiiaTor Yo
B (FeFeR U TRIE0T 35 [TATUoh], 2063, R0035; JolR)| TE FHrelsh forsrwent uf shrfeware
TRTETOT YU BIEATIT qEehT RITETeR 1ol ShTHEFITE TLIafur, HaTTe! He ¥ ST Ws fafi= Tfaded
ferehTel TChT 9T S (ATh, R0 ¢ 35)

Sfeeh TURE TUEUT hesielle AT, R0\ / ok 3 SATA. R0¢3/¢ R HrHhT aesT fafi=y
TeRTTHT T ShealTe o feeTehT THEgHT TevT &, 300 31T WHETHIh HTeAfHe forrmeren!
TGRS TUET0T TR © (0 ¢ 35; R0.¢’%)| Ty wieroreht wuT sft feramera, ST forneraeterd
ITEATTAHA HUHT ARG (FTTTh, 063 0103%F; 063)| T, 0 3/¢ IHT AHETIF HTEATHH
TorRITERIhT FHTIEFITE TETeh! THeATShTaeaehl GiaT T Te STeTd e THush! 3| I faateem
STH STTWIHT STIRAT [TI&=HT HTHe ST T, T HUT, STgehas a&qid SIS s o9
T TR TN SATG sk [ o T Tieqor e T Ere forehre T SeHea g e STeig
SOTTeAT forshTer TTRTERT ® (796, R0 ¢ 3°T)| TR THeTor Sfa T HTEaHITSH el 3LE. 20£3/¢3
T ATHETIh ATEATHe foeTerieh! SRIAFITE TS (00 HIeT) TNTH © | T8 T TeHTeATIHeseh
T FIAEFITE TS (0 0 T37), T e g JaTsh HaT SATeeh! hIAardTe TIair (3% TR
T8) FFI=T WU B+ (T, R0 3))

ek e forermerset i qewrul €| T6c safth T quTSTeh! Temersrei qerid
LTI P U AT | feremeraret 1T et SRIqHeTs sreteicrehien! foenrs o faererash!
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forerTerren! shrRiewTe Tlieqor: Yam ATTeh! ISR 3

STTEERTIATERT STHETHT HeATg o MU | ST AaRTHT ATERT i, ST G&TdT, TR
3T fRTaTTeht STUfard aTRIcTeTs forerTer fRTafTer Ju TT{Te| J6ehT AT fSrRTee® TRt FHT
FoATe U SIS forermerict RIaTTgfdeh ATIuesh! UTeHT, TIEasheh STUT&Td HerdTeeent
forerrer, erTTft-sifsha T Afrstrent gwgfetd STH T g as formrerareh! shrderdre wierr fRiamet &
EECICAEERICRE RIE]

HEAFATET G EIUTeRT Tfdde ¥ fadeh! O/

HEATE AT, R06¢/ER AL HE WZ AT, R093/103 HH franerdl (AETRIE T hal HemTa
forermere) e 2ifersk femes, wesia Fenmr (Reten foramer@mT, drgeshn forerm g, STtd=iEn e
), e faren FdsTer, frear e swriem, ideseeen! HrRerTEsh! TierT qush! g
(R0, R0l 3)FHeTeR UL TIEToT hesee WUehl foerTeraieh! STRIeriTa Tietureh fofeT fdere
(R0, 063, 03T, F0UE, 0, J06¢, J0WRT, 04, J0¢ I, T 0¢ 3) TR T
SETIAR! TorgcTa FohTIH (HTA. 0l0¢ /0], FAel TAME) AR B (043, 20437 §°Y
FfcaaT (TRTRTT 2068, T 0¢ I8 HEHIGT), ST € (R 0\9\5E) ThTIH, TG TeATGh A Tfcfola,
fSrecmTa witrereema s, TehTiRTa Wt AtemifSH g1 fod, Sethel T fomel geara W 4]

T fraTeTaeEeh! HRIGFITETh! e HTHT=T B el & 3o franmeramed £ 3(0.4%)
forameraen! 3TH FriErITe 2RES| ¢ 0% fomITeTeent FRIETTES! T WM, £ Y% forameasht
FTIATITET TEIH TaTehT T 8.4 % faeraen! shriemre T AT 3Raws (R 0 ¢ 39) 14T AfasTmT
forerer, et ae T feemTa St firrar 3t <fams (FIeh, Rolee, R0W6RH, J0¢ 39)| NUMTEITa
Q@W(System approach) hT STYLHT TTCUhT RIS A0 ST, TTshaT T Suctfoereht STaee
T ferTestoraen! it arare <R STt fomrmemrent Tt THT a1 uf THT Suatsd SRawfRreor
TorehTg, el T URITE eI NishATet SUet oy HTE Teh! <Ra=T| forareren! st (gm-
FTITITERT TR, STTELTHT THTT UehT SRaws|

STETIFHT TRTIHT ST W, JaTe qT Hifes e, Riershent Suceedren! sTaee qead
faws| Ty TTHT &=k oreTer SerT Hvelee T AHETeh! TTHIHT foh G HTavae SRausH B
ITSRATERT SISTHT e, ST forsereT shrieraTeH et THT | frershsht U forehmerent STareer
FASIN B ReTehen! FRIGFITE HeATa HITHHT AT HUGHTC STT: Felel T Tl SRa T 9
3o T SER T8 0T FHHTs | TTereh! ST 8 T HIE “STaRT T IRad- qeaRdT JT T q0
TS, AT FAVATEH] GRS T3 TEh! HIAHTTh HTH-4 i i ol qearge
IB'-I'SJ@'@?[ s foraehetTa geeem, qﬁﬁﬁsﬁﬁﬂwﬁmﬁmw@t@ HLATH, HETFAT
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4 forerTeTrehT shTeeraTe TeTor: Yer ATATeh! HISR

SATETI T AT GUR i ! <Ra=| IUTfoer dT AfSITeh! &1HT [HehTS IUAoH, HTHSTdT, Hamme!
Gt forsreT e sredt s forermeffent FrRIfaar T et sere e B1ed ot Bers fowemT gur
ST Sfarws| LSTHY HTaTRIe forereramT &Xe o W TR deell shelreeaT forarell Srgie ugal st
SRAUERT S5k [HhTg ICTToY TTTURT ST SETUHTHR SRTEl reTereh! [T Suatfen

T TSI HASI B, A1 GURETATR ] HEATT(oh! {2 sHasi ©| T T fsrament gvsey foenrg
JUATSH ST ATTSITHT g4 A T At 3 Tatforeroh] FqetToh! YUITANTA STEhITTSTTEY M 8 Fehehl Qa1
(NI, 063W; 0E; 0RF; 0 IW; R0LIT; R0LIF)|

i qatem T e et af el forermeram faenrs fera, stffies frameraa o wwm
TR SRATH U ] TR ST TR T T sreregu o Ra st T sfsramr Fs
AT AT SR SIS, GREh! ST, B foIf=ITeH, Tehiehd grEehivT qeiT STTergl, 3T,
T FETIAT STet SREUeh! S| THETUTETE ST, TSR T ST &1, JTEI SHeTEITh! gan
ToregeroT T U T T SRaes| aeeHISH SN GHr foRiTer aeHT A 4 o4 S 78, JauT
T HSH FTHRETE T T TSRy I I skt o] e e o freer, T a8, JesT T
HSHT TLHH! TEHT T G HIIeE GHATSUH! S (ITIh, 2003%; 0 3%F; 0L 3W; 03T,
RoL3)|

Toranmer e frequiftrenTs TS AsHTsg ST, fiehtgam=r ardreror s1sH, ferTs gfshamn
G T, SHefl ST T AT JUITTHHT G T < Ra=s| 78 T foreners sasreemd afifaent
QTSR G ST, foreftar e eristen wieror, arRafRIdT, Tt Gasshedt FIa-eR! forsRmmT e
faqot aRa) Feremeffent frrarfira Suftert, foermsr T@wTRTAT T FR=eaTT o T SRawe! S| faews
SUATSHHT UR T3, foramefl Afera aerrdT fieTsH, AT T&fT e T, SHTEariTa-eh! Tearged
TG gererTs STfe srersd fawe stavash SRa=s TeTrai-en, Efire, HearghIenTadeh §Hy 9el
TS G FRISICTET SR FHS Teohiet THHT FUTR STEl < Raushi B R1ersh a1 Teremshn
A fITOTSHITSTH EFITE T HTH TR SISO <] qate T glaen oo, faveh! Suam T
FEHTUH FTRSTTHT FTLOTeR! HATHT SIS RAUHT | AIfRUHT Hriehl FFITEH, T HATETERT dTeT
T, G FISHT SHTS = T o strereaen Qa1 Hewqul fvaeien qeeesen! STae
T HISHIHT U T(TATS Haied SRa TR T T ITATE TSI T TH Gl B| TUHRATATATS
AT FeT TS, ST Bl T AEH G T Hioh forsmen! shrri-=ra 7 Tare o9 &id @isft 7 et
T 3k SRT 2RI (T, 2019%, 20193, Q0T 0UE, 066, 0T, R0WRF, J0LIF,
R0¢RW, R0¢IMT 0L 3H)

TR qeet ToRITeRnTa ST ATHT HTETNG AT T EI f =S, SR qermT gem,
TRTeTeReh! TATTA T T AR RIAT S, ST, HeaTgeh L AeaTgeh saeTad T, FewIRTAT Se1s
T ATET HTRISHH FoaTer 0 oI e et o) “itfcreh Qe o qatamen! i-ierd -, e
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forerTerren! shrRiewTe Tlieqor: Yam ATTeh! ISR 5

Rgw) T, ATIeUSEEH! el TRATAHT (Compliance) TIT XNfaTeh SHTETIHT el T&THT €T
fagu| Rershen! TATTA forhTaEn! TAITH ST ToIT HTICRIeTHT SHATETIG STTeeh SesTehturh! Jawe
TS Raws| o8 T T T foehTs SUcTfetiehl AT foraeoT T et TR e Stggu-
<51 AT T e forarTerenl shRIGwTe FieTursh! TedTgehd, Hellsfd quT f-fd emdm
ST <Rams| RfaTeh GUTen! SEemT HRITFITE a0 GerT auT THUEEETS o Afh=s| ST
TETHT TRIE0T HoaTer TR foreTeraeth] STaeee T, Rfafeh sk Toaterd T, JEeh el aut
SHTOTEATS SROTT T STCETEehT ShIEshHET SIS SRa-SIAId fIfarsi qe Sid glereh! =i foaqwor
T T afe=T TeHT (U, 2003, 2063, 063, R0LE, 05T, J0W\E, 06’F, 0¢3W,
R0¢R, T R0¢ 3%F) AUl forskl |

yegr AT fermmmera Rrerrent Aifa, swrisrn e e foremraent fowar 9 Ferrere g af=me,
& Tk, AT oMY ferehrer 7 ferr smerfirehatenT forer &1 W™ qeeht fHehmaraTe Tietureht
I ST ST, TURCET HTelE, T, TG U ST, FHIHsHHET el T, Fadaa T
TR T FoaTe T, AT HRISHH Toal el TR (e i T forst g9) |t ferarmeram
TR FATET U Ffrerm JLaTs Rreret ST STeet ATareror TS| AT forshmer o gieare
TSH TG AT FT T THIOTATS ST T < Ra=e1 et Sonrettent Srerfiyshat, Her{d STerem qen
FTAHHEE FHTAT-SRITeh! STEET, FAHT HETS JT STeT LTS UaTeh! Uiee T TRuTeHTeTs sersd T
TLATSH ST, ST STTEAT, TR GeTen! AT TS STSTReRT SHT forehTe T i wewrut
SRITHT BITHTHT T STEFRATAT LR TEITATE TEARTA T, ST ST, TOER wveqor T glfean, s
ST YL, AT SO ATeg, T4 9 e 2Rguean S| TUTTedTTd Si=reht 9o T, Tfsha
T AT A Iuerfoy forereht Feqiord forshrer T 7ufera frstt sife smerftrspareht fomer (T, R0,
R0, Q03T R0VE, J0IFh, J0YH, 09k, R0LIW, ROLIT, TR0L3IH) T

HIAATITE TIUT HUHT T gEeh! HellaTdent ST

FrgaTe fraTerIeR! SITel SFrRaTITe TIETUT o el ST TReh! 188, GETHT o el S
T ST 2ITET IS ehT AT TTET0THT o T forsey THTarsT T 3ford gt Wt 31T SIOTTe AT Ferieht
AT O TeTeh U Tieo shesiet TRIETOTeR! kel SIS df foraTeraelTs Toate &M (Follow up)
ST SREATERT | THTOTRT SATERHAT {13 Te, FerresdlT Qo 7T, ST HeTeh fTaeiT aaHerg
T T, FRISTICTehT HHTeT T TG 7T TIE0rehT Tl Ui Sue| Hatatuel TefureTs um et
SIS THATE, A& Arh! fieh! TTTH T ATaTaeT G, SieadT sTe- T gemeh! ST for sm
T T ST i ST eeTeh g ST G3Hd eH| T T AT ToaTSH SHeETel 3ol Uetes
o AT SIS TE AT T T 3A=Td: TUTTeAoh! ATUTETT Gt ST S-ISs| qised i auaT e
TUR IETOT HSeTE ShIAETE FIEor HUshT foreTeraien! et teTaeh! Hid s woeht o |

Education Review Journal Volumn 3 July 2026




6 forerTeTrehT shTeeraTe TeTor: Yer ATATeh! HISR

HLF. R0£2/¢R T GAISTIHT AT TETaars §7: B 9 o, ferermeraeh! forraent
STETETET AT 7T T EATIT TEHT HUh! HrIsHHHAT S f T SeAthet TRUEHT Tl e eargsh 7 T
STRT AT THUGhT AITSIHT TR ¥y TSR ¥ o fameeeh! HriariTe-eh! 3gs deh! SRa-s|
HITE ST 93] [ETeRIeh! S £ 0 IRF 3% TF Teeh! JRaws| ToreTeraesaT =T giaty, fRuar
TorenTg sHareuTo, fRershent TETTe forehrer eI T e forerTer Frer-emT o STTUH <R rafy
feremerarmT o7 gam st SRaueRt  (Afereh o T 8, 0¢3%)|

ST, R0¢R/¢3 AT Tt 3rareiten T STfEedt 317,997 HrRiEwITe JHefr Yuaht 3,
S T AT FoeaITet U T TEHT TS HTEATE AT AT BB TRUH! S| G SHT
FRIGFITETohT & o T & TG TUH! AL THTHT I T A =T FIRAGFITE HUHT e
ST e, ShT SASTRHT HUeh! IR, T ATHT HUHT S TorsrRrT sershe i forey T forshe T
AT ITSTHT S| GH TGTH G TATFHT Tl SATerehieT ferarmerara freqor foehrs TishT, srereemament
SfsraTs= o qe afoT o1 Suetfsy foee ST ) GerehTd S9HT HIEErITed g% o T ITH
Ra=s, et forameraet v Ty TRt uft 2 Rams) fermeramn fermefias farfira suftera mre,
Torerery ®re ot ST T feehTget givet ket T freh T feramelf T STereerm g
Torsrm f1h wereT atravaes 2fia=m) frerenent Scom, shrfeerermn smeutfia fafer srererafedsn vamma
Raush Biforrereht SRTTafe, Seafiren, fHenTssh! HeargahTenTradeht o= STciE SRSl HHSTR
s

ST FereT oheg/heTTHT THehTS ST oI ATHITehT ST, B4 HETTHT I i, X187 T
forermefferT AT Sremya Tt sraree T foent Frrfire srimrent forsmm afy s e st afiaws
eI, T SENTRITAT, SFPRIet T ST STorfer ST T STeRI0Tsh TaTHdT T SRINTATS ST
feqqot Sfemsiqatem, Gfern formeramT Sucrstr Yar f ReshTgaT SR JgaT dlfhushl i 7+ 6,
TR T 37eftfed (non-functional) Wgﬁﬂﬂéﬁ@@_—ﬂ TfoTe fererent fareqor WWTﬁTﬁH
SRITTRITCATShT ST, TATHIT AT, HERI T TE6e [Hehis HSHRTer qT HTHTISeh [l SRR,
AT fRTET0T ST o el et TorarerarT 7t Wiews | eisrT ferermeraT Stefores ATST AT T AisHTes,
TR THRTS HESHTRIOTSRAAT Hetd: [R1e7eh SCTHT 7T Hiehel forarehl STareerT Ui ST T =T STareehl
STICITHT T STV G| el FererTermT SifTeh ToT S7vare ek &, foment frreea, wrqutar T
foream st SR eI TTaashHen! Shri-are, forerTerd e ST, i adieqor, |mTioeh sie,
AfTEh ST, forrmerr sawaa wfif, e stiiraraes wem, sitfaen qem e qaram g,
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forerTerren! shrRiewTe Tlieqor: Yam ATTeh! ISR 7

vt forshrerent SRIshH, ST 3T(E AMITHTTETRT TACAT 7 S FH HEATTT WOah! T
TR STUTTA el T T 7RI ST I JaIe STE SRl

TTETUTRT AT e SR RATATNT SAB T, R ASHT SHTS 1= T,
JTafersh wete 7, SRR (initiations/interventions)WW /31T ferermT shiesa T,
THETS STATLHT AT THTHTIG foIa ST s SRa-o | SATETO e qoT Rfersh qarar
Ty forerTeEen! forshTerehT SATHT ST 4 dect HESTuH o Ra=[shefTehiareh! freror feeprs, Qifersn
QTS forehTer T SR, hreieereh ST, foremeff eeredt qu SRrftheh qeereh! Tesierv, ATSHIEE
TRregor feeprgenrera o formrmer dget ¥ Qo T qort Teee forser ) o Sraeesmn an
I T BT TERTEH T Afehel J7 foreey e vaTferenricr Jred o SATemd foesr g
AT TaTiRrRTiet forerTers TarT §FaradTs §ge aTs BTaTRieh Ysil, |id, Heel J&Teh! qiee T
TiETe TR EaTTERe QUi ARl T3] STavae §-o| YRITEH, TRERIT, THTE! gas, foxd ™
STTRITE, TTHTISE TRIET0TCT 371 caTaehT GETeh! HRIT-aameh foee 37e O @efentan! forsr 21| fereprsea
HEATSHATTS SIS ST, FarmTere wliequr Garer T s fehes e foremefien ity fienrs wremarar
ST T fooRT gge aTeg SRt S| STt ey fRreament wet aTRicd ifteh qe Tifordtr
e, AT o qem st o frveeeh! forehe T 37T dTeshEehT TaHaTeEah! I g
FTATERT TS|

HEH d1 T GIOTeRT FATATS TR FUTHT ST ST forssy Hewarqul ©) e «ATh
ferenera ekt el frtam veTfererr Stfaam der w8 e gidere Tam sheemtia 8] sl Sfaws
THISTG, e, GTER! AISHT, HIA - SHTEATI, Bl AT 7T SR DA STTATS T, HTEH,
S ET FHT Tl TR A TR B BT He5el1e STETh! ST &0 FouTerd Tl
TorerTeTrehT FETTT JEeTS ST TSR SR RETEr H=aT JaTe S WUeh! ST §=o| e
T HE TG, T T HA FIorer e eafores Scare SITueh! U af Feeh! et fed
A, RIS e STUT S| wverorent forveretrs o woarme, Ryt &rrer forhra qorm gam s,
eI, | [-ISET JHATS 3G T (connectedness), ShiHeh AT T ITH 7+ (gradual
progress) T IR THTOMERTT T (certification) WWWW@W@?WW
BABCTHT IS TEHT B+ AT T T T&h! AqcaHT T THT SUYTh HRIEE( [ 718 qrTed
i 7 oo s frenrarent sfftrent Tfoiferes wesfienton, smamfvrer fosmm, o wftee foepm,
ifer o STk Trergr ST THE

AT fRITera ShEaraTa URIEIuT S a9 |18 2043

ek TURER TIET0T SheseTe HeTd': HTEA ek Teehl ToralTerd shi-sd WS shrigwiTe qiefor TRush!
| TR AT T, ST, TS geT T SUTCiTd gEeRIvT STaerre U | TLeor et ai

Education Review Journal Volumn 3 July 2026




8 forerTeTrehT shTeeraTe TeTor: Yer ATATeh! HISR

T 03 T THh [ITIarT T E=reh 9T fored i Tk | o qeqst=amicn fIvaesHT e, Hisreh
STETCAT STFETare TR 31 TFITE &R (Performance Level) et mit=s) wieorasq wdeqorat
eyt fereTereeh! drafard T s e (Ranking) T s3ere 4i 1wt B

eI 3 0 ¢ YT ATHETRI foraTeraehl shrRgwdTe Tl af=n LHrE=aT i Sorrelird eremT
TorTerent S forrersraTTs FAR=aeaT 103 o forsrrars SHe i HUeh! S| HIeRT AT S I51a [orshTel TTHTsh!
| ToTiehT ATEATS AT SHTOMHT ST ST, foraTeraelTs SHeaTg e e TS T HeHTidiene
sifsraTae forafed wiemor T gTeT T HTee STermafie U S (ST, 063, 06T, R0£8W,
ROLET, R0¢RT, T R0¢ ) [STRT TGV ok femTerreh aeTidrafed 38 ST foasee g saee
firetrsuent B feremer Rremmavaredt foremm if, wrifafer qom ST ewame fammasht e grer T
TGS ST T THIeTUTh] SThRATATs HeTRIaTee, fosrargsTe g1 saawe fiasusl &1 a9
TEAUTHT UM T gISshIoTET ST, SshaT T AfdsTTent qere®etts aufiush! S|

o ferereraeRt SRaTaTET udteruTeT faws aFee

AT afemam TqATeY

T
T
e

writeR AT T e, wh Frarers, seer fatiamr s, st srasare, Tt T

(&I MU, R0¢R)
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forerTerren! shrRiewTe Tlieqor: Yam ATTeh! ISR 9

TTETOTSIohT <O, TTETUTshT =0T T qTeqoTafesshl =0T 7Y i =ROMHT TR 7 foharshettoes
eI STUHhT | TRNeT0TehT e <IOTHT STel TIETUTShT AT heelle TeTgushl foIsee FHefrehiar, firemor
TerepTs, qata, giorem uad shefreniarent e feers, foererasht frameaTies sTfash! sfaeie ;
SANTORG T TH, T3, ST, AT, forameffer e TUerRaTel e ST=aishaT TR STaETee,
TS, STGh STET hT T IS0 T ST TR ® (Mh, 20 3)|

STeT TIeTuTeRT SHHAT foremeffent Feargsh, AT TeATe T T Tesh! HeaTSaHeTe
¥ TSR T B &R S, Tl Yo Torwar &, STarsmT RlsTaereht ST ¢,3,3, ¥ %1 atcl A
T § Qo0 3TTH T Fick 3% STSHAT W STSeHHT HATIRAT (TR HIHErITETeR! T qeTeh!
QTR TarHITSI ST, TH, FET T THASIT T = ST [T 7 e 3|

ATfeThT
farerreraen! FrRfGEgTeH! Tar fAeTiurgra-2ft sqereer

TeremerreRt TR YTHTSh T gfaera

ST foremer R o TSIl THTW=T /I (8% 8 THIHT HITSIh! )

T ferame™ \wo TfTeTel T |T=aT | T & o TfASTasT=aT ¥ (148 V=T &l T 91 H=aT
hH 3Igh)

LT femer | Yo Sfcerd TET=T A1 T wo STARTe=T shH (106 3T 9161 T 248 H=T
hH 3gH)

FUSIR forarera b o JTCTTA WwaT ohH (% 0& Wl ¥ ITEh)

(@IT: ST, R0¢R)

AT T FHIHT HRIGFITEToR! TS TN T ShE VAT AT, 377 foramerasht
ATAT RAhTgaiTer WE, SRR ST o7 TorerTer g &) FehIIeneh i QRIUsHT T o9 9§93 T 37H
TR SISO THT STITE ST forererent 9T [eTgUen! © 38 TR ST S T SITel JednTee
BT |G T GHT T STEETS GUR T STV S forerTerd WU B Tehiel U, s,
frderTenes St sTTavares 0 T At forrers s =t afeaiie it 1 =R SR S e
ST FHIAT FreITerreh! HRIITETHT 810 57| FaehTd SOHT (SRITereh! & ek Hish & 9, ST
GUITohT YU YETe® Tie T Fers B

TRIETHT TS AT, G, STTCATEEHT T STl TIEureTs & (performance level)
frerteor o & 3 FURoT (ranking) T STSTEHT B9l TEIvETE STH FeTe e Jorettar ifd,
HTHHH FHRITaraeh! GoT fag T, FTRIsRH T STVTEHT GHTHT [oRIas TS SEvaHT FH1s- o)

AT FTshATeRT fEe TeAoTqeish! =ROTHT forsf o SRIshIaTetTeh! forfie shrferet s
TRt BT T HTe shesHT Teeh! WHTaTE Telfehd T, TH-, TR, FeHT, HETHTaTeht AT SHTEH T
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10 forerTeTrehT shTeeraTe TeTor: Yer ATATeh! HISR

ST FowTer T foreTeret STg-T foraeer Sfefe et & shsaTe SHie TRUH JRreafie
T 1318707 &iofehT STTWel gS FoISTelte TreTTal SHT HedTI=eTTTIEr dlfehuehl il TR shTEerTeTeh &t
frerioT TRTsh S| ITH TeATg el ST Sfdaied forshre, s f-erfeor, germeht AT fasbriee 1 deor
FATSTATTIART I T T S|

SATTTHY ATET: AT ATHR, GUAR, HeA137d T THTO{ 0T

TG FEOTeRT hTTHT STTE AT T, TE0TeATs GETT SATelg, T, STfcieh! Bt ATes
QTR T SHTOTeRTor 7T e STt ATTehT HEwqul vat )

T forerTerren! HrEavITe THeuh! T8 FIHT STTHR 74 g7 ST S(FHHerTe [EvT(s
U ST HTHEE ohoh §17 [EITeRIhT SHIHEFITEh! T a1 STTETEY U EHT Tia s
HEHTIoI =107 o6 G52 FWehT AT shiied, Shieed, el et fa? emarsig wie, | oifhen! shrivreret T
T T GIOTHERT STCRE o 3T &1THT W0 o, e SRETu 812 ST oI T I | hrierna
TE0T g T T T HI TR T | THAT (FerTerd Geren! §Hul ATshATeh! Teh STSTeht T forgo
T5| WIS TRIevT, FreTer Gem ATSHT, RfeTeh Tkl ASHTSTedT TafenT STTet &ef forermerct 8
I I TET0T T o1 g G TSTIcIehl JAAHT ATefeh FoTeh! FEHT TeT HomTer T k|
FHTIAFITETR! TRl TIETT ST TEehT SETSHT T Hichw| FT THTATS A T dT STel TIEomT
TS SHTHHT AT HF=1ohT TG frermeramT forener saeem fafufa, e stfinmeaes aw, e T
formeffafedent BT 2ieft ST gro| AT ST 8t -3 AieTHT @a=mted e, famefl, faem,
TreTeafedeh! SSHAT HAGTIIETR STAET, AT, ST fors2mT FHfia | 79 st
ST -3 HiEHATRT &, SHrirefishar, Sfasgar et e site srmfe seg sfad g ot fowrers
HETITA T foreTeraeh! ShIHeriTa-eh! STT=Heh T STl TIEToT, GUETeh! STEGAT T heAlSTieh I
TR AT T g1

HTHEFITE TV TG, SITal TS0, Bl TIoh! TS S BTG s T
FATSI THATS FIAEEHITET gS, TTHEEY TS| T HIAEHITE TIEOTATS GReh! AT
ST eS| foreara, et wet, Riershent Sqcd ToH SeSROTTHT A1 S 0 (e eaTgshinT Hedrl
G GATSTHT AT (ST g0 STel Tieror shesiele Efifid ergeaeht forameramT we ai gerd:
T TEITE Wl FereTereh! g |aiTer Oieqor forsieiTe e STera, JHTor fofsowor, TieshraTerreh! fome,
STferfereh FEsTshtoT 1T g JTS T TEHThT HILAFITETeR] T ST T e T 7T o158 T
e, TSI AT SFRAFHHET e TS|

TEOT, GEIeh! IR T HelSTaelTs (e Srfereh qearge Joret!, frer foshrareht
FTIhHEE, TICHTETET Trﬁ'%':!)ﬁ (connectedness) forrres SerherT 33T fov & FHEIEETET
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forenTetereh! SrigvITEd Tlierur: gur AEThH HISR 11

TEAOTERT HTEH, HITHTS e Q2ATEeh TUTTHET SHSTT| JUTTHT HUhT TeaTgeh TeTvTehl HTEHHT
IEATH WU -3 TEATE FH T B TLATSHEE Tehiehdl g T 10T 5l TR g | Feerrar-it
HATEH TOTTAT Fele 137 < Rerw| wltequrafes forermerarent s, stereermsier T srerfierdt foher T
Sfaws| 1 T feraner foreere, ToTe e S STedT shrisheenT hRierdTa e, SR,
TOTER FHTEAAT T STTOTeRoTeRT forsy SiTe ®ifehes, Sigdue| wiefu Yuufes & g=o? % qIs-a? W= fow
Al SABCTAT I3 T B| THI FRIGFITGTATS STETE JT FHHSI FTEITHT GERHT AT =TT
TorshTereh! 3TaT, forerTer™ 1 fR1eTehetTs Jeeshd 1T SHIHHT FhT Gl SHANT TH Hich=o|

Wﬁﬁf\m (assurance) T IHTUfTRTOT (certiﬁcation)ﬁm TR HTIHTITE Teqor
TG RE| T &1 g9 Soade HIHEFITE T, T Tt e e e T &)
FRTSIG, FHT HTTATA! T ST GeTehehl ATTHeT AT FETS, EHT AT HIETRIA T TIOER G2
U STHTOTE T ! SHTUMTRTuTe |Teist-eh STRg T{Hior T Feeh! ATaraor fedma #ed 7|
TGRS TEIUTATS =I0Tslg, G, IR YT T STHTOR R0 SiTgfu e

e

T&TeF TOTET TTET0T Sheehl SR STIMERT STIRAT LA, 3 0¢3/¢ 3 AT EITer, THHTEATTsh T
TR qEeh! QTeTeh Wil JalTe T AHAIS hIEEriTes Tiefureh! Sfal, odTer TSl T JTeT JiHTs
TRTEHT B| T3 A HRIGFIEA T {rrTeraeh! HriardTe wefvmT EHearg e 1T e AN
TRuen! | THeTe W37, forermer™ T sawden, stfvrrash, farmefiarrerdent arfiar se 18 e
T T GERERT SFATEHT G 7ad T <faws| Séren TUR oieqor Shse g aiTel TRIETomT cresht
FETI T, SFHAT TS, FRIGHITER TR a2 T, foramerasht sd faior 31fs 6 g o) a9eme
TSI T, ATIGUSEEah! T T-a—Ieh! FoT TH g L U AT Hed T S| FgeTe g fof=
TIETUTEE QAT TshHe TeI-UTTs Tehiehd SUHT ST, T SR TR 9T, 2T SUTel! 936
ST T eI, IR T, TEeh! BeAlSTd T, TR T2 T SHTOMeRor T <IorT ofsi forereht
FATE hraehT SATTHT W &)

geeaf gt

AT TR (Roc ) 18 T, 203¢| https://www.moljpa.gov.np/public/uploads/1781aca05-5f-5
43a81-6b-5aef0c4d1fe46.pdf

fFeR O TYeTOT 3675 [RT9R] | (R0 ¢ 3 IHTHGETIIE TRl farelierel Hrfaraie wierr gfiaed,
R0¢2/¢R (3, STSREIE, SIFAT, SISt T oaeh))

NI (R 0 ¢ 3| HIHGTII TAelTerd FHIeearad TIeTore! Sidaed : feeefl foreetl, 206c/9%|

SN (R 0 ¢ 37)| FTRTII TEIerd FawaTa TIevres! Jideed: ST Seel, 2oc/9S|
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12 forerTeTrehT shTeeraTe TeTor: Yer ATATeh! HISR

AT (R 0 ¢ 39)| FrErTere Frefaware Tiefvren! €afeT Fidaed: Gaq 2oy TRg 20¢? @ |

ﬁ"lﬁl(? 0 ()| FHeTE TR &1 Fe5eh! TSP Jiaded (3Tfee as 20£9/47) |https://ero.gov.
np/content/149/annual-report082-2081-/

T\’ﬁ’\'lﬁé?l(? 0 ¢ W) HTHEIII HIEA e dened FHIIGEqTE GheTo Yiddad 200/ ¢ hitps://ero.gov.np/
content/134/khotang--syangja--gulmi-and-dailekh-district-community/

iﬁ’lﬁl(? o¢ ?‘T)Imﬂaﬁ%' IefHF TAereTs HraraTe Tier Jidasd o6’/co https://ero.gov.np/
content/133/performance-test-report-of-community-secondary-schools/

QT (R 0 ¢ 80 RTH1Y TEeF] a7 Byl JaTeeh! HIAarqTa Garl: HPleel T E1e, 20£3| https:/
ero.gov.np/content/144/performance-testing-guidance-and-tools-for-local/

AT (R0 ¢ ) [FTETII ToelTererahl FeHTeaTIwe® ! Aqcd HRITETa T8l (R eg e a9 arel
e H?ﬁFFITQf) qrteyla aom wierT @re, 2042 lhttps://ero.gov.np/content/143/leadership-
performance-test-of-community-school-principals/

ST (R 0 ¢ X [HTHRTII ToelTer HTRIaeaTa qaTT: HRiasi T €1e (FeTgahTaTha foermer
YR, STl TI&797 T HRGHITET Tl ﬁaﬁm, fo¢?| https://ero.gov.np/content/147/school-
pa-guidelines-and-tools-ero2082-/

AT (R 0 ¢ §3) SHRTeF TR TRI8T0T desiehl ATfYe FIdaa (0o HISTART R0¢ 8 STHR FHITEGHT)|
https://ero.gov.np/content/24/annual-report081123-2080-/

YT (R 0 ¢ )| FTETII TAeIerd FIardTa qaTo qrtasia geast 20¢2]

YT (R 0 ¢ 4| TorerTerar (ATeThiieR) shrefawaTaH wietor |Ted, 0<%, (STel TIEToT qeT SHeargshT
ERIEEIRN

T (R 0 o) ) THTII HTEIHE TaelTcrae®d! HIAGHITE WIS 2066/ T 20698, THIETT
idaa 208

TRNTTHI(R 0\9%%)| TIEITTT FHRIFFITE T NfddaTe® HrIi=a S Jfadad G535, 08|

TNTHHI (R 0\9¢ ) FTETIIE ToelTerd HaraTe TaTT Tfdead- 208 /s|

T (R 00\ TTIe ATETTHe TaerTerd HIAaraTe TIET 2064 A&, FHIETA Jfdaad 2ol

QTR (R 0\ ) [¥11&7 TOTER G701 Fe5alle YT IqAfsd] GITv], FIAErIIe GLIeToT T 37
HIG-TF] JldeaT8%H! ThIhd AR Ffdaad 06|

T (R 00\ IfaTEITeTeT FHRerFaTa TRIET0 @Tell 20l

T (R 008, ) [HTHGETII HTEAH, ToelToTIe®an! HRITETa TUaTT 0\0Y/ ok, FHIETT daad, 20GE|

SNTTRI(R 0\ 3 ) §11&7e FohTeren! FHTIaFaTa TSI gral-2o 63|
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Teremeft forerTs Suefewr udterurent UTfarferer wareRT STAIRUTT T AUTART 31T
ofm e
Qfereh TURR e

#ft 3 HAT=m, ORCID 6699-7295-0002-0000 Rfafeh TUTER Fieqor sheseh! fHawreh qent
FTA RREEAREENICED Eice) W@'ﬂﬁ%ﬂwsﬁﬁm deviramac@outlook.com AT GF9eh T4
EICEE]

WEER

foremeffent foerTsea TI&TT Fioh Hioh SeTac TS T HIE! SeTISTIHI TIEI0ThT SToRaTes
T ek Hleh G| UTCAEHT TR Fehrs Sucifoer qiieqor, &rsfiredtent Tierr qum ST=qifegy adiefor
AR ST TohTEHT TS Tgfes el o) 3T SATeRd e O e Hesele JodTa
TTERT Tz Tt foenTs Suetor Tierorent Mo Tereened Hed TR qafsh! STTRUMCHE
ST fo IETA AT ATREERT ) Juctfodr Tiafureh! qeamgeh farhwor 7, fofsrT afent Afasm e
T T e ek SRt U e feush feremelfent AsTTetTs TS wuHT e T SAT5eH {@dI=ash!
ety (Item Response Theory) T T TS| FHhT TATSTE THhT HiSTSeaLeh! STera forameffent
H-Te ermar s e ament fewrer i) gten foramefient ferer ATehT ATHTEAT Tohet TR ferfeor
TR I SR T forarorent streer ferrger i aewr o foremeffent wftrra T sHfrewet 37 @
forremT o el foehTaa BTferet TRt B W= Tt s |

T 9765 TN, [T W, HehTEa, Suetfoer Tieor, FeffordT &
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14 Taremeff fereprs 3ucifoyr Rierureht Sfafersh geren! STTLRUN T AGTcToh! 3749719
iteop)

wmmmmﬁmmﬁaﬁgwﬁ%ﬁﬁmqﬂwmammg
Assessment) TES | ﬁwwﬁuﬁwm WWWW, RGELES
STHERRIATS ST T feremeffent fspreeaient et i) foemeffen fmpreeat aivaor fafi= Sewret
TR Jevaes FehTSEat & 1T FHeRTISTTHR i ek §roIHTHT=IaaT SHETTeh ST frereht T
TorerTaEaR TiequTeh! U3e Iy fhenTaeat ufee T St fshTsaT g i+ wedi 1 & forenerret
7T TSt TETOTehT SET FHETThISTHT fRTaTehct T+ TIeToTeaT shal ek T hel T I g
feremerar ettt T, foremeff Bte 7 T Rershrgar gum T ufy kgt wdverer it formeffars F
G HET T T8 N THh! ATV foehT AT T AT T8 TRt AT {orTeravwaT sTel fHehrret
ot RIS TaToT 7T 7T | UTcTeh SravHT SHET ¢ T ST e T TR d8 STl oie T
e 80 T 83 | UMty TIeTT A1l T+ THSS T THUGTHTS TET TRIJUHT U, SIS Hiasti-eh Tiam
T TS| TSSHHHT ST, 3 T qeeh! ST-HHT AT HafTHT T, TTest(-eh =t e, feremeffar
STEREATEhT GETE TESTHT T TITEEatTg aﬁaﬁmqﬁaﬁﬁwgﬁa (Kellaghan & Greaney,
2020)178 T SHeeh TR T shesiet T Yo TS0 S FaLeh! AT 2| T8l ¢33 T
T 2ifereh JUTTeften! STErRTIET T RAehTSEaten! SIS T 81| ZRedT HieTor el e a1, 9e7
TorerarHT T AT BAHT ST A M|

Toremefient fenteEat qtietorent farfir=r Sevawmesr f3rem worrefishl SvrerenTiar, foremeffent femmeeat
T EHI RITETeh oMt (MT3sHH, TR1eTeh Tfor, 1Tereh ShTeishA S1e) s ieToreh! ®9HT -l W e,
T AT STRICTHT, e T FITere T o1t FHHATeR! SOHT 7T fehTseat FievrerTs foenrs uafes
TRISUTERT FIHT G (Wagner, 2011)| T&aT wveqoreset oy aear ferrseata woet gome
TETET QT T, I RITaTeh TUTTetich STer€elT Al T, FehTgaT ST O fofsr dcaesenl STHehit
T, T ashwHT T ARt forsRrmT T Qifereh <fifer e sl freieor e A gEe Suetet s
TS| TR ST THAT S TR Fal TuehT ST e ETE FHET T TosReh! 7T qiieor 1
ST TEAT TIETEERT 2T T LfaFeh TUTTeiien! ERAT 50 TWoh! 5o T T 3ev
foremeffent wlter foerat srerorest fag o 3efiof T srrfiof ersq g, % feremeraent T frerfoor o aft
RIS % JET eATeweh! SeHT Wagner (2011) & oot TRSTTHT, Rifafeh SuTTefiet famr gemer
forerrem gt fod, 2ifereh qomTedt STgaeht HTIeUee® a3 1T, fehTsent ST=awaf-ed vereeeh! Gisll
T, ST TRl S 1T, WeSI e =TaT S@Tsy, ST G €T FRIH foehe T Tside famm
fopmrsterT ATt qeaTE e SUTTeH TRISY B FEushIEh! foRTe Sew =ifbet 7T Sarsient @i foremeff fierrg
SUASY TETUHT 321 HTaSTIeh TETsh! THT (a1 TeaTgaheTRe e THHAT T 34 STfolereh T
oy e o i) e Ferwior, adveor e T aeangen fasduorent fafvre wferamesent et Ties|
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Tarensff ferenTs Sucifeyl giervrent Tifafere: gerept STTERUN T H9Tcieh] 3TE 15
ey T fafer

3T AT 3ex T forameff Suctfowrsnt Tfte ieqor Sisham T qeangen farsgmor T et
QT TR TaTeh! SR T Wbl © | THHT [HehT3 IUtod TLET0Teht Hel TaTes GHIERT S| FaHT
e T formefient fents Suaifeyr wheturent Tifafere vereened wiefornt 3mmgen W= R (Item
Response Theory), ToreT U, Tohet TR T fehTganT a8 JEoTdT TaHT shi-sd TR B A o aa)
et AT fepTs weoreT et i qde, STaraTeTs T, TrEehe! AT HRIsTT
o faremeff fererTs Suaifeer wherord arafrerg starifsear qdtequrert (PISA/TIMSS) Ifdae qur 1=
Tofir= eEaTastenT STERRAATS TR fA3TH! B

ToreRTs SUTfey uierurenT fafi— aee®

ToerTs SeTfon TiemuTaTaRHt ST o= TeHT g e | I dees HedaaT 3 el
TEhT B ST, & TTfRg |

() AAUTSCAEATRT ULIETUT: Ilitgd fHehTs SUTTod qLieTuren! ®UHT TIMSS, PISA and
PIRLS HET ®9HT T B | G 2R&Y HT First International Mathematics Study, T4R<£0-¢R AT
Second International Mathematics Study $TTshT o= | 71 Ty T 2R90-9 HT afeAr T 8R¢3-¢¥ AT
29T International Science Study WUhT ﬁTQ | WWEI‘I?[T@H IS ERIEC) QB% Lratuy T 8R4 dIE g%
T | 2% ST STEIIHAT ¥4, 391 GEFT qUehT o (National Center for Education Statistics,
2019) [FFIET] Trends in International Mathematics and Science Study Jeieh ¥ ST %hafl ¥ T ¢
T FoHTeH g TR B | Tideaiiues 6 3033 7T HTeh! TIMSS STERIFHT b2, <37 GeriT ueht fIg |

Progress in International Reading Literacy Study (PIRLS) & 00? &1 & USRI 3ThT
SRR TYETOT BT | ShedT ¥ WY T IT TIeTuraT @I TR TS e hiegd Tiedor T | T 2038 0T
qfSed! 92k AT qiieor ﬂ@ ® | TIMSS TPIRLS - International Association for the Evaluation of
Educational Achievement & Tl T T |

Program of International Student Assessment- PISA 3Teh! lqu—cmﬁ ST Teor 2 |
AT T R0 00 TIE & WU &1 T T 3 THAT g AT TR0 L4 I IATHT JATEEHT Frehrgent HTIQUe
qgrr&mmﬁﬁ HATITHT TI'ﬁTIT'T, ﬁﬂ'ﬁ(mﬁ giteqor T | AT uieTor Organization for Economic
Cooperation and Development (OECD) HAThd Gl B | | RoRR AT U AT TIRIVMT ¢ 8
29Te® HewTi Wusht 1T (OECD, 2023)| 3T=adifteaatent 3t qdieroreset fafir= 2srent frerment steren
T T T et womt wfaeaelf sieifth Scarerent WiHifaes q e T aTadsh, e saeee,
[EBIGREARICEEIREaRS Lok ELRRI ERcE PR ite

el TEE TIMSS, PISA, PIRLS Hel TIEA0HT HEHTT 8= 9T el SRTe &f=1 TieqomT
T Fe T g | forshTeI=ge <ere® @ferd T OECD o PISA-D wiieqor uffy 1 Teh! & | 3feqor
TRRITSRT IYMEA 2 PISA-D HT H8HRT 9O 3 |
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(@) &l TRt TteruTes ;e Suesy wieve afaretaT af g e B4 | Latin

American Laboratory for Assessment of Quality in Education (LLECE), the Southern and Eastern
African Consortium for the Monitoring of Education Quality (SACMEQ), and Program for the
Analysis of Educational Systems of the CONFEMEN (Francophone Africa) countries (PASEC),
Southeast Asia Primary Learning Metrics (SEA-PLM) FEt arfireatent fiehTg Suatfey wierorent
JETEEE & (Clarke & Luna-Bazaluda, 2021)| ST SRTehT RTafereceh! TotT 7T T RTafeh SoTeft
TR AT T GO THTSTh HUH! TETH S |

(TT) Ve aaehT THeTuTe® ; i Sereset ST FehTseat ST e QT TehT
SR a?lﬂ'f@}f tI'ﬁ&WTl:ITH%‘ﬂ'l"'ﬁg@_-[(Kellagham & Greaney, 2008)I IO ST ST Gy RfaTeh
ST FIET0T T TRt Ui TRIeTuTes Ui Tomet M| SRR farfi=T st=atifiee udeqomn
gt g9 AT m‘v’qﬂ%ﬂ G{&I0T National Assessment of Educational Progress (NAEP)
Tt TR FoaITerT 1) T R1fafeh U TIEToT ohes; ST WOUElTd & 204 £ SRd Wgtehi National
Assessment of Student Achievement-NASA m TepTs SuceRr wieror @ﬂm J&AT
Titegures forfir=T SeTaT Teeh B T IR THiegor 7T S Sifeteeh B YRde! &k 3 AT National
Achievement Study (NAS) G T T em%i%«mm The National Assessment Program — Literacy
and Numeracy (NAPLAN) W01 §4 & (Creswell et al. 2015)I3eT, 3iciet, HRIGHTH, STHTR
TTRIC <RTHT ZRT TRTE0TE® g 1| TaTlt forshre o1et ¥ o1 | .28 i ifee T SRie T axmeht
SifeTeh STeReITeR! TIETSIRGT Tkt TTRT HER = f&ehTs Sucted Tieor 7 Jee aeal Sl

Educational Assessment Programs

International assessments Regional assessments Assessments of
(non-regional) foundational skills
* ePIRLS: Progress in International | ¢« LLECE: Latin American Laboratory for ¢ ASER: Annual Status of Education
Reading Literacy Study (online Assessment of the Quality of Education Report
reading) ¢ PASEC: The Programme for the Analysis of | ¢ EGMA: Early Grade Mathematics
* LANA: Literacy and Numeracy Education Systems Assessment
Assessment ¢ PILNA: Pacific Islands Literacy and Numer- | ¢ EGRA: Early Grade Reading Assess-
e PIRLS: Progress in International | acy Assessment ment
Reading Literacy Study ¢ SEA-PLM: The Southeast Asia Primary * UWEZO: Uwezo Annual Learning
e PISA 2015: Programme for Inter- | Learning Metrics Assessment
national Student Assessment ¢ SACMEQ: The Southern and Eastern Africa
* PISA D: Programme for Inter- Consortium for Monitoring Educational Quality
national Student Assessment for
Development
e TIMSS: Trends in International
Mathematics and Science Study

HId : UNESCO Institute for Statistics, 2017
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ToreRTs SUTTeer UHieTuTeRT UTTITEre UeTe®

foremeffent foenrs oieror 7T e SevaeTTaR T fafer T ughies wish Hish g TeH|
TRTeTehct T FEThISTHT SATHTRT TRIET 8 TEHT ST T Al 578 ¥ HIsT(-eh TIeT U3eT
Ttera fafer geenford g7 | weeht it STaifea, atar T ftearedtaT g a3 Sucifow wieTorh!
TEfemT 311 o Tk veree aRfeusRT gram| T e Ievd foremefint areafae frs stewen
T T Ufee T, fehrgent sT=ararei~ua eresen! fregwor 4 qer fafi= avent afasmars faaadfa
forferate qer 7 T stmaifey wieorse fafsr et ferrseatent Avfiertor ad T g1 I
TEAUTEEHT WIET IHATOTCHsh SR @eTeh! T9eoT fofersht STarermor S i T et af
U TIEAUToRT TS TrSHUTehT ST TTE TohTLehT U5 e ST TTHUsht & |

TETRTOT AT

TerehTg St adterorr foremeffent < (ferremma worm qmsif), ferserrer fRveterent <Tir T
TUTATEATTeReh AT TE{H SrATerelt T 2 STeheht qeqor Jreren! S it forenefient st
SUITLRETahT TeTuTeRT ATHT TYeTor T4 Tar-erd forsreht fereenTa Tsre® UehviwaT aIet (FuTetaT 3
e U2) HLeh Lo Hegs TN M| feehrgeit staawati-ud g formeffent Sftrs, et
Toramer, fareten T UaTEET TwIf-ad o1 TTac formeffert i, fSrereneht <1 d=fchen, Yo T
oyt Trerf-era wreE, T forameraehT aremaT, fRretor foentg wska aem s vt ararfeera
JENHTEATIshehT TETE 2T TS |

forerTa wieTeRT Tere AT TIaT ITSshAHT SATETNG WS THIET0T @faTeh! STeRET fHufor 1 |
TorererTer ortequTetTs Toreadia SIS THehT THEEeTs qa TIE (Pilot testing) T | TIeol Gw=ile
Tk fereatt o Gt smeqTT SteereRa feremeffuT farserTa wdierrent uIg T TeeE e Tt s
et e (Content Validity), farga=iaraT (Reliability), F{&TgeR (Difficulty Level), farsidieor
&HAT (Discrimination Index), ®|§0|<>h|(E'Ll°h T frehedeh! Tt RATER (Distractor Analysis)
Tiequr TS (Wagner, 2011) | I8 qef oieqor e foreamrd e T saferee! qeehl 3w adieor
TRINT STUSHT Fe® THd GHTEST TR 23f~qw qiierorsh! farsenma ssareears stf-aq &9 fog=s | fawerma
forree aftnfera smrfemer T fover wftrfiee e waee wied T Jerar vem i) fremefie v
THEE HUh ek Ul Set § TR RS St farsemTa sterar gt 8 o S1et aeereh! weore
Teremeffar wrfrsh gemsr fosiT gar| forsrrTa wliern 3 o aTgaqEdeheTe FSe® Tu- ST AreTEr
STUTED| THEATHT SRATT T THEE STl T TSR gl et §rse] T HTHIcHeh qeeTs aHd e fog
TTGHSHHET TS IUCTToUEE HEq TR FIHT Teah! §-or|
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gdreruT afshaT

FEHIHT TS THEOTEE Fd Ui Herent aef foremmelfaT e wlieror T wwy siifores &
(TS SuTfor TTaTOTHT T, &Y T ST TRISTOTHT 3ol WTE SIa=T/MT= a1 XTereh SUTTet) qT 317
TafSre= ST T B1e TR | alieqor 7T forrTerreseht THHAT S AT TRHATUICHE STTE-ThT
forfer ogfar e & foremeff sieent forreraent o1 BHT O T 5@l g T (Probability
Proportional to Size-PPS) T feremrererm ferameff w1e et <‘4|g|(?ce9°h (Random Sampling) farfrent s
TGS | AT Tt HaT T (o ST foremell w5 T 3eh forreraae 2y ST feremeffent wdtegor i st adteqor
TR &0 Ueh ST forameffet 3121 3 SiTeRt Ifferes Tkt g1 A STt [Y ST formeff sraeht
foremerarae 34 ST Tlierr i W Sftewet 3t foremeffent Staffereer = T et THATR IR
(Sample Weight) AT YT Thl &= [qarel €¢ foremeff wushi forarmera A9t S-ieHT o+ g1t et 8o
TTETOTSRT AT AT BAICHT TLehl TET ferelTeraHT T3 H1Hf forsreh! oiet To=iior g T usel foemeffer
T3 AT forerereht ot fo Tebe| U3eT forsRIen! U3eT shafTeT UehvieaT e idh Hidh €e JarT STTeTid
TR ForsRITe TReT FodTe §-| ITeTT TRieTT o TeienT ST SIS aTel SATehelTs R 1&Teheh! SaHT
G TV FHT Toh! B

qeATS fargwor

I TSR AHT=IT foremeffent ISt e, Ug e Iuetod TR qem Il T 3Tgefioisnt
siferera o R tameh! foraeor s skt | fherrs Suatfowr wierorm i foremeffent 3wl T
SAFeIOTeRT forser Ea| FewT Safehen w1 e ui forermeffent FfcrsTets afem) wm=rd: foremeraent fast
o 2 T e S uftga Sefoy wemor foremerent AfdsTes TitgedwE T gerT TR e
T STATE UTE-5] &1 IEor T STl o TiequrHT SRISTIArehT ST 3T Tfddees aar
T ST § | JHHT ATHT FIET0HT ATt & ShT fofgueh THHATehT TR 92ite T gfi- et
T ST G| FET TTUTeeHT i aeh T forareht ATqSTTetTs SHmeiT qorT THush! 87 | st
TP OTHT SR AT RIS HISTe®alTe AfSITeh! qoT foraretar wiueh! g1 foenrs Suatfoy
TSR] TeATE S T2 NUTHT WTETRT T&ureh Item Response Theory 31 SATTTe fomefisht faehrg
&THdTeh! B9 T Theta Value tqﬁﬁﬁu@m#ﬁ@mﬁ SRCIE) WﬁPlausible Value et
lmmﬁ%qw T foraeff T ferarmeraent Sample WeightEhlf SATIIIHAT IS (Cresswell et al.
2015)]

(%) Item Response Theory (IRT): IRT T3eT SHTgeh 2T WET WIS o, STE
foremefient st=afAfea ermaT (latent ability) TI! &S (Item difficulty) forrent
fet=p3c) WWWW ST HE (Cresswell et al. 2015)IWW‘3§[
"erammefict i Tkt Fet 3T foat T STge TTW AT 2" AT Ui ST ST ST (HISTAT AT Shie)
T FET I G " ST FATehT HATHRAT AT (o507 T | FEHT SATchehl ST S1eh
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R lSTEERHT 13T T8 | IRT ATthd U3 ferammefict S @t Srsreht Tt ST o qeTearar Seeht &t
TR FHISTEHT el T G0 W TEATSHRIH T Hied SN TR HehTe T (Yu, 2010)1 T€EHR
AT AT fr=woTeht 43 HHerIE® foshrer Tueht o |

T e Whteh JHT foTSUahT a1 Whish S1-9ehT §E UahT TRETeh! ATl qorT T  raelTs
T3¢ HHeRETE TR F4R0T 7 [RT ST TS| T6eRT AT hel SgEATHT Sfeee! aueh! eI SRT
YUHT THEE JAT TS STEATS AT THEw (Anchor Items) =5 12t ATS T2EE Uk avehT Bish Bih
YA Ui g Tt AT T STRAT Item Calibration TR | Tk HTEFHSTE, 0\ HITh! shafl ¢
T TTTOTRT ST T R0¢ R TTCTEhT FHET ¢ TR ATSITeh! SUATSHATS (raE1 qaele qer e | 2t
TS AT ST STUSHT S5kl TS ek § Her Al IRT shi TANTSITE T3 WisTeT WUoh SATEHT Fshrgeat
T < A1 IR WUeh! A= Hfeha| T U321 FIETTHT SR TRUSHT Bleh Hleh F5ehT Hee®ehl
ﬁWﬁ(WHMWﬁWWEﬁQﬁIRT aﬁWW(Cresswell etal. 2015)!
IRT =1 SRSl forermeffeht sreforeh fiehrgeat f-erior 1 forferent |t SaTeter det SRed TR |

SETELUTeh! AT TIOTHT ZSIT T HITH S |

TH ¢ B+ i 7 (AT T39)

TH R x + Y = ¢ WY x I A Hd &2 (Tl )

Classical Test Theory (CTT) T, g8 foremmeff (fem T gsi) 1 ST 2 Wt ¢ 37geh WTH T 1
(3T U 0% 3TEH) ¥ ffieEah! &HaT SiTeR AT

Item Response Theory HT 1 A1 =T B AN (o201 5| [RT T W4T FHiSTSHT
STerTeAT ferameffeRT eFmT 3Tehete TS |

G ISl S (9151 %) Wi Wel T TRl 9 (9 ) TeAd A
Tearet TR s (I ) 0T GE IR T Al 99 (9 2) TTerd A |

geled STH TIhi 31 (2) 10 % 9T AT, IRT o RATeRT &I (Latent Ability) gSiehl =T
ST ST T8, ooy Fere Tt s fHeATeehl ®1 | IRT o forermeffen! &HaTeTs U3eT SohetHT #Io 118,
SEeTs I O (Fore) o 1SS (Yu, 2010)) A1 THTHT STET SHATR! 7 'o' E75 T el Wl HIfe ar
AT I SHHIT: T I S &THAT HURT T SHISS|

(@) Theta (0) : G w1 =T, ToreT (0) et foremelTent " atgvar ervaT” (Latent
Ability/trait) &Y, SRS STHT TeaeT TOHT S et qL TEITeh FHE&eh! ITEIE ST T
TSR TreroraT weara foremeffer sme 71 sTgreh weqToT Wfereeht SrerT 36 ITH THeh! STgeheh!
STEh Bt T frerent A fehteer adierent Tsien! shidHTSEdTenT 3TamT fenfors Ifeew 3w fowem
THHEEhT HISHTSEILHT STTURHT HIGTIRTET SR 3T TATSH W TS i TG TS foramefient arwam
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SIET U B T |FIRTAATS WHTRIGHT U2l Tt SgaTers Thet (continuous scale) AT ATTU=S, ST
SNSTET STTEATHT -% SR -+ TFHhT SRAHET (Standard Deviations in Normal Curve) g8 (EEI'&[ ar
grfedeh ST STH-AEHT ST FF) [TIThT fEaTeet THATS feTguan! 21 T I8 RR.R%% ... Ffard
AT (FreToh! 7 6 = 0 AT §75 TIHATS oG &HAT" (Average Ability) 3T E9HT 5

(rfe o foremeffent forer o (+1.5) ® w4 3o foremeffent amar sfeau =T A B W IFBT(-1.5) D
o Ieh forermeffent et ST et © W Sf3e|3aTeX0Teh! ATH, SHefl b i TOTeR! TeTTHT Hel
foremeffent 7o &t © = o BnieremT ferht O = +2.4 B v, 3+ T Tt foremeff g T gt O =
-2.4 B 9, 3T IO SHTEawaT FHHSIR foremedf &1 |

Normal,
Bell-shaped Curve

Parcantage of
cases in 8 porbons

, |
13% ! 7 1350%| 34.13% | 34.13% [13.50%

of the curve
Standard Deviations -4 -3a -2a -1a 0 Ll +20 +3a0 +4g
Cumulative | J ! | ! I J
1% % 15.9% % 1% T.7% b
Percentages 0 | 2l3 ‘3;9 E-U: B-dl a7, 9‘9|9
1 | L L I L L L L O L T 1
Percentiles 1 5 10 203040506070 80 80 95 99

et e TaR deaTea foraeom +- ¢, Tt formarent & & ¢ wferra formor @t 57
reTfer Femrargam Tt e +y QR -y wrmT /<. )R Wiaerd forermeff et g-a) Iue @ T
ferameffent ferTgeR! foreor SETS® T Sftaav=T & forameff shat et B W Thd 16 | TATSH
foraoTeht ST~k e areaaHT e eS| F9h! TR Afe X foremeffent afmam siaay=T 0 © v
HIETETH T TS B A AEA G IehUh! T |

ToreT o T weRT feTE (b) fererent =aETsY
AT 3 Secorg TRwsRT @ foh feremeffent e STHTRe 737 3ot Tt IR fIUeh! weren! Tatet
Frarftor 7 | = g IRT 1 T faemeffent O oS T i (SEeTE b o SHE) 9
TeIE AT T WfhwS [|ISTeAT T A RIThT FETHT ¢ 0% TATSA TITGT T HIRIThT THETTHT €0 % TS
foremeffent © w32 (I, 0.4) & W 9 oohT &FHAT S §5|
. If O =b (rfq wlemeffent awar = wuent wfears) v, forameffer @yt wd 3w fad
ETET 40% 9 |
Ifg 0 > b (&T9aT FHiSTEH=T 5e&h) WU, feremefier i Terent Tet I G TrIreT Yo%
RG]
Ifg 0 < b (&THaT HfeTTga=r ) v, farameffer & Terent T ST e arareAT Yo%
T T
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o TR ATAT UST THh! HiSATE (b) = +2.0 B (TN SNTAV=T TRT I )|
3T, g5 ST forerreffar:

o TEmER B = +2.0 (S TEW) > I AN T T T GRATEHT T Lo-{ 0% T3

o FSEH 0 = 0.0 (W GHAT) —> IH AN T HET T HFHTEHT 30-X 0% A T (oo
T SHRT AT B! D))

el U1 SFeR] TOTEARHAT Soel &7 g feramrefiet fietTa rTarT el g T o &rwa g ferameffet
THRITS T hH B TR T 87 (3 ot & T AR foremeffer foretrsr ax T ferameff sterfa.
I=0 &THAT YU AHATS HUehT STTEATHT T TE% T8 TohILehT ST o4 TI&IUTETE BT fasguor
TS | FFhT ATAT Item Response Theory ST T AThd 84 T4 Item Characteristics Curve &
TenTeT Rt | deteht g3 e AT e TRTH & |

C
{I - l.ﬁ l.I.-||1I'|
@ ah ! "
5 1"'. ;
a .
: 08|
« 0
LEJ @ - 0.6} fy :
-E o o = :“- P S
\ |
:_; 0.4} a I
= L]
E ¥
& o & e tem1 (5 =-1)
B o] 0.2+ o« S| = item 2 (8,=0)
¢4 T T T ] T T H"““ o o : woe [tem 3 (g =1)
=3 -2 -1 0 1 2 3 (), [ b ko A | - -
-4 -3 =2 =1 0 1 2 3 4
Rbiity Ability (8=0)

HTforeRT FerT (X-axis): feremeffert &mwar (Ability/Theta - ) 811(Y-axis): T4 G€T fetisa gememT
(Probability of Correct Response: i@ T afd ) arifaramefir WQ@WH%F\T gl I

fo wwTemT 1ge ST | foreT (feremeffent ermaaT) o gaT T FHetTe HFTemT Yo T Wl e T
TIEISTTHR &7aT 528 e el I & TPt 512 T aIea Siiet s g0 | HIgieTar s |
S HTET THT AT ST HFATEAT AT AISTHT ged|

IRT %! AT Maximum Likelihood Estimation (MLE) 9T Bayesian Estimation ST&dT
SIS TEATSHRITE R HISTh! AT T TAGHT o foremefiet -3 F&eh! el I fo garat Tt
TR HiSTS (b) (1PL-One-Parameter / Rasch Mode), [ERHETUREGI) (a) (2PL-Two-Parameter
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Model), T3TTHH (¢) (3PL-Three-Parameter Model) AT HThT STTCAT O ht alsr=aT 39g<h A
TR (CRY&TOTHT ST TTIUERT STehT STTUTCHT QeATS e T UTehT STereaieh SeaiadT U HIsc
(1PL, 2PL, or 3PL) =1 &N T} &l TUHT T (Partchev, 2004)HUTeAsh! T=a+HT THETuTehT e
A T eI G JehTCehT g WUShled 2PL 1 T T4 TRU © |

(T) Scale Score: Thet ThIT YT [RT hl JANTSTE AT forameffent ameaferss smar (6)’?11?
3T ffera feer AT9mEvE (benchmark) AT EU=AT0T TS (STE: 0-4oo &T Ro0-¢00)| HITY I Seoi@
TRTSTE ToreT WIFehT STUTCHT Thet ThT [UTRoT g gl J8aTs TIETTehT T3eh! hiSATSEdtet STEL TTe|
U3 &l USHT 5 fereneffel Teh-thteh hiaTgeht g3 FusreT qlie fou ufy Sieweh! whet @It A
I ISSTHTRT ATISHH AT T FHATS Afed T (0° 2R 00°) o HiFETES (3R° g :¢R0) AT
FT0T T 2ft o Tkt ThIT | TR ST ATTshA S STef 9 £ 0 0°C T2, | et 3 Thet
THRATRA [RT I 25T (©=0) AHTS (ATISHHERT STdfereh I SR ) Holet 3+ ST FI=R0T TS |

ISTELUTERT ATHT, T3eT faemeffel NASA AT 4R o ThIT <IT| J9eh! 37

3T O (1) = (UR0 - Yoo) / Yo = +0.3 (3fTEdu=T 3Tfer 1T | (F-T Yo Tt fiy=rar

E))

I AUTART 4% foramefierameT T Jesia Weahl B (v bo o 3fie 7))

S G3/cl1 <HOTehT TUTC T T HisTed FHTE T HeF|

T afe A foramefict ©hat TR 3¢0 TN :

3THT O = (3¢0 - boo) /4o = -§.3 (EaAw==r {55 ae)

IGe ST T T4 T TTerd T 4 |

ﬁmmﬁaqﬁwmzooqﬁsﬁmméﬂawammaﬁqﬁmm

T T Tt T STel BTHTeT G STk G SRTehT, BT WGRTehT, Teh-hteh WTIfoteh &rsieh! Qifereh wfer
FATSIE ® T R THEHH ISATS/(Track) T ITe-31, qe STHIATS TeT fEeR T yiua! whed' T1E-s|
400 TR WIoRT TR IR T ok Tohe &1, ot STgeh AT AWMU forameffent arafosh & (Ability)
! TR RS | OECD o PISA AT & 2000 2flg T3¢ Tohe (400) i TFNT TR AT T 71 SATTH B |

(%1) TAUTATeR! @8 (Proficiency Level): TeUrarent a8 W=Tel WTERRT AT foreTent ATetTs
FTL0T TRUERT kel TohIeh! ST B1| JEHT ST U 3Tgeheh! W=l cal (I3 oTge gifee T
foremeffeeet Tratfrard forarmT o o T W o Tae" A U TTS- [HehTSEdieh] |IUH (FTS)
BIrEHT U3 e et s T e ffia qeur o frameffer w2 3w fousht weee SHese arfraa
st 3 T e =1 E ) e e T R s e o o e e
®IProficiency Level (Level 1, 2, 3...) @WW@@ = "HEET (Border)" Fraftor
3‘[?ﬁ?[, "ﬁ@@fﬁmﬂﬁLevel ZﬁtﬁmwﬁﬁLevel 3 A2 9= Tt TRt et
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Cut-score T Bookmark Method 21 SR TTH=25| Frehseht deetaeht 1 fwfor 7 SRiTsieht it
T GIEITHT FEeh! AESATENERT SATEAT TS T HIETUTh! TeATS (o uTehT SHHHT A2
STHTCAT THATS 0T TS | aTeTeh! fehTs SUTTod TRIETOmT el U |1 % 31T T THafl ¢ T 0
AT & T forvTS™ THUEHT B | SHaT ¢ i FUTAT {STS2ehT €& ST T forvTs TMushT Tefiurdrent dgeh!
IETET0T qeteh! dTfeTehT & HT TEd THRUH 3 |

ATfeTeRT §

S ToTdTeh! 78 el ¢ HUTelt

QRSO Score Range | SaTE@T
Level 1 <383 T STa@aeh! HHfd ary TR STIaSaaTe AU &, Fal, T HT ST T T
(T SATITHIA) TS ST TS TR S S, T T TR T HTLIRT SeATRT T HIATI T

Level 2 (3TIRYA) [ 383-438 SIS YR GATR! TIHMT SNe T T AT Taf= TR G 3T STt
LI AT S| TRHTHT YRR gkt SATETCHT Fet T Ue = 7| JTemer T
T TLhRRT TR TR i@ T

Level 3 (qEiomar §) | 438-494 STTIDEhT ST T T TUehT ART RO HEf A 3, STATRY o1 Tl T,
TS YTE[EELeh! TATFAT Yeg e T, AREYH 18R gren ufcis 9T guteh!
FRT G T AT TR T T

Level 4 (qEE0MET ?) | 494-549 SR JET A T8 IqaT IS [SUgsRT Iwh = ARGl Sfe,
qREE/ATSE, T S| HaTE QU T SfSUeRT STehza Suehd =ifed QT LYgemyget
AfeATS| SfSTehT TTHT Feh! AR e T STHTT Fateh! Afoa T T, Ffqiant
T ARafa SO T T ATeafeTasht STEHT S T WEgd T

Level 5 (QEA0TET 3) | 549-605 SFSURT HIHTeRT STTETCAT TTEROT ST T R ot e 7| ST afaaggeht
STererefel T T, BT ST Lok S, HERATEshe T | STkl AT ohe| S

SfeeTeRT QTR TSRl TTHT S[gET SR TEAT TR |
Level 6 605< STTIDEHT [T Y TR T R IR TR/ qua i sregenl aetaTd SRy
AT, S Gl T ATHIHT TR T T ST JITERIH @ hyHdT Y
@fnfe) et
(@d: Education Review Office, 2018, p 116-117)
SUTETERT STRITH T A EE

OTEAHT ST T i ST RehTs SueTfon TiaTureh] e SHeTeh e SHiTuT heshl
TATOAT WUURTET, T T et Mga Hffeereh Suctod qiiefor & 02 8 HT el ¢ H HoareH
VI TorehTS SUcTfoRT TRTETOTeRT % STehT (H R0% % T ¢, B 2083 hall 3 T4, | R0%3 T ¢
TE 024 HETT 3 T ) TS [I2JT0MT Item Response Theory 2T Efird SRIwT TTitwsrt o |
TR&TOTHT AT ST Je®eh! forarean (ICC-Item Characteristics Curve) T forer wreRt feamer wh
Hf-aH ATTSIATE ST STATSHHT T TRUT FRIT | TR &, 2 0 4o HT WUShT &l ¢ I JUAod
wRieorent Aferst fersgeormT qﬁ?l’ﬂT Item Response Theoryﬁmﬁmrhﬁwﬁwwé@m@ﬁrw
TorenTSeRT TEHT ST T FHH! IETELUT T T TRUEh | TeTreh! Ty fESgTT I3 THered
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TR T § Hichteah! @41 foenTs Suetfor wieturen! AIdsTTelTs S3, IEeh! AT TH T HISTTHR
GTHT Tl 2 7T T SR YA & Hehhl w54| Tarfire aieht Afcrsiretrs et 7T T foremefient
RETofeh &FHATATS SR T oIl 371 IBVH SATelefieh! SATUTCAT RAshTgHT STel 0T cresfedeh! ST
TR T TehRReh! IuTfot] TEUTATS FhT FIHIETAEHE THIHRT TIHT HoT T HfehTah! 24|
HEATEhT ST HILET, HIS Bl AFEATTTR] Tl T IueTstT HIel Hlcehl &HAT forehTe qeim T T
T TSR hHOTeEe et A2aTgeh fogNor, FH1 SH1e, TeaTgsh SATEATITSHET foereeHt el
LT SRauehT T fiehTs Iuctfodr TieTuTehl qeTgeh g urmT foses SSTHTEH J2IT HISTHT TR
HEET | GhT TUCEHT alTel (oI ARSI Tl SUctos HUah! forl T Hiaer=q af fafie
TTITH T o TehTEehT FIIhalTd HERah! S, TeTY Hehts Iuciod TIEI0T HoaTar, e qeTeeh
SHTEATI T ALATG (s qurSTed| St Wifarfereh et SATh 287 SIIfch forehre STerfHehd T gu-
FeeT SRaueh! B

fremy

foremeffent forenTs TiefoT J@eh! SLTAITHR Tleh Tleh BI=THT TS| STt od Tiequr Hoeet T
forfer, =reret |Te T qeATEe forsdworeRT TS fafRTe Tt Wbl 5o STt gt 8d qerr e
ST T TS TGS, forg@refiar QT et SITSHeh! AT oAt aheTTe el TRIeToreh SATeeh faaT=
(IRT) 31 ST 1G5 | AEHT RIETOTHT ST HUEHT TehT e e Heah [ dwur-> T Heehl Eh
TS ST TR FreT A ->Thet ThR->Plausible value-T SEUTT dgah! fHertor aee e
TR & TH Toremeffent aeafass femrgeatent AT9 (ferer W) T RshTeeaien! ST T |Vl 8-
T areiet TS forararTer qaaTe qeTae TS T RehTsehT T ST Tt foremefent Tg
TR I THHT P ToRINATE® & [reTeh! HIHE fHehTg &HaT HTIH T Eohel ShIRAT FT=RUT 1T T
T ST fHehTs o= deeeen! =T T %l fenrs Suctfod adiefuren! fafe s & aem
ST g T TeaTgahaTTeiiay SASUon qT e Sfarct Tl J6eht MRk Teesalls 93 i
A TG forfir arjeh TSI forarer TawT g 7 ||

gl
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forerTera HTaETaTE TiteruT: VAT, Tt T HETEET
TEl yuerd

off T5E{t WU, TRTeT ATl s eI T Tat SR (SR d8) Teale Fad g
TR T | Wé’@qﬁmW@'ﬂﬁ%ﬂﬁ%ﬁﬁ%ﬂmrhbhandari@gmail.commmrﬁﬂﬁﬁ@|

WEER

A T Q1o A TorshTer T A et SITRHE Ueh T Q3Tehl ATaisTieh e Jurefiers for
TS BT H-aHHT, JTel Tehiet farfir= e ffeiism et e sretesh! i 3Tea et site
3,2, Siferera T fRrer & farfsi 1 st 3fte | fafie sremeee five aemm Y Suafey wmw
9T af FTS(e forarTeraeseh foeTs Suctfod T hrieT T Y& &1 THehsh e Jfareh Ut
{107 g (Education Review Office-ERO) eI fafir= CRUEOIE] YfeaeTeEet et ISR 1d
T B [ehrsied THohT ToTerTer shTaerrTey qeTorHT SRTHTsht Shitel ¢ o Sfcerd ArHaTRIeh foareraesehl
FHTIAFITE TR ATHT ST T L e STAR IhE [eerieseh] agEdT STcd= =7 gcl J1arh
fifer, TR T hratrraforeehy Tl Ereeers T ures| faerer QU ASHT iR T iR
feueht T Tt TRt TRt SISTE oI ik foIf=ITS i STRishH TSI GeTehT AT T g T
TR o &) fererTerrent shrieraTey qieqorT STHT Hge e Fereht STET ATt SHereh Tore
TEOT s T TR B[ T, RITereh TR Te0T shesel .30 3/¢ 3 3Rg AT &
ToraITeTsh! T TaTE e T BT STUTR ShIREFITes TIEToT G T BTeeTs S i=RITHT TaTueh B
T T THATEAAT FEOTATS, AT HeATS el TTE HI THIL, T, a1 T HSHTT Theh! i
WWWWIWWWH&@@ fdshet STATETH (Vertical Alignment) ™
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28 TererTerd srelawTer ero: ST, <Ald] T qrTa

TR AT forehrer o <Remsierrere arastien fRrerm i qam T 3cpe forrmer fmior 7 wfe
Trepregteaent fasguor a9 orgaT i 3|

TEH 9763 : WTafl -k {7, hrierrre wiieqor, ferermer e s, sTsie T hresha, &-
TS 5T, SeTeh YT, Starsha el

ICLRRIEN)

TRTeqT ATNGREATS |TET STSH, THTSToh! SIHTEALATS IohTe T Uegehl STTeleh, TR T
TSR TUT-UTehT GlehT Wied AT 81| T9TeTeh! HITET, 0% i 8RT 38 o Tceh ANTHheITS
ST Teereh! fR1eT S7famd T .37k et ety qeaveh! et . 31ee wrs wiferss aehent
GTEAar et B| warerel TReredHT TR SHATHETsh T HHTSIaTEs-HE T AT |ierrs aemear
TOT T HeWwaT WUaT HTEHH Heh! U e slrsaet a8 Heterfeh aTicders I T et
Tfter sofeehl i £ o M 92 Sfreraert srreraT e & fafreism 18 STeer | o TR gelt
3eREEHT T §a HATTEH! B TR ST RI&TTed GHISIATS faoH S, foremeffent foenrs Suafou,
T forercerreseht wum e STfard TataT T9een! forser uft g+ Rt @) farmermT ot e
T IS ITH Sfciohetforerehl 3=t 4 feh aRams| 19t Seeied wgeam formifesct =an s
Iucfedr gTfeeT T+ TEreheht, feramerarmT st wuen formeffesat foadt veTs ST ST 313 IeoieT
TEHICTATIA STSETC BTHT HTHETT foRITeeen! STaeeTT 313 ek YR Trawrs el aRas|

Siféger JomefaT TiEfiEr Sfareh Tgeheas aTaH T T foeereETs wel st e difiaes
FTHA o1 TR FR==r0r /et e ga (R, forgm e s wemmers [Rifanm], 2008) | 7@
T FererTeTaeeht STTieh, ST ek T S SHaeelTashi Taieh! JqTieh T qeaoteh e g Stfard
ST TETET forerTerereh! HIawITe TIeTUTeh! HTERHATTs HFale T T8 T R0 ¢ &l 38T
TN (R0163) T THT o (W) THISH Uh HRT Sa-Tarafedsh fafirsierd femmren sumr siftres
TG TTETOT ehesiehl ShT SeET T I shesehl He¥d shTH WHehl fererreral RTefreh! uReteh! s
Ao T, foremeffent fierrs Suetfsurent Tty wax ferior 7 T forancraesen! @y shrardTeehl crarsien
T fRTeT ot germeRt wfi i fridreEars SHom STt gEeer Sudey wed 8 e
TORETT GTE0T ke, oelTer FETeRT, 010 of sheselTs fererier™ T Sifereh fepreeeh! shTderwd e Ttsht
Torarfirer orteor Tt Stfereh gemre, UElRiaT T Starthafer gife T shrete Sem Went w (R,
R09%)| Frsed STHT HRITIEhT SHHAT o1 f¥TeTehels 2ve fod, HRETET 719 o qaisH s e =%,
JHA TILT Tk UAThT BT hTH 7165, STE fTaTeiaeiTs SHehT Teiel J&E® 2@Tul iedTiad e 9
eIt TS IS TG YT TATHT T8 AR afeess #ed el
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ST WU (e dehT ShI-EFITS Uerur

feFeR TURR THYeTT et AT STOHTRIAaRg + foTeraesen! sriariTaen! wiefor md
HTTH! B) AT T 208 %/90 ST TRFHH THT & WUl TR a9 093/ 0y IR AHETRIH
AT rETeRIg®eh! SFRIGvITE TETuT fHf T Safeerd FOaT g% MU i GeaTd aueent
TTETUTeR! |G T AT shal | WU dTaf SHIshAET THATS 99 GRehd T saTdeh S1Se A AT
Y 20¢8/¢R FH 6o JA1E TR et €, 300 FT HATRIF freTeraeseh shEee Fierr §v=
gueRl B (Rfarsm, 20¢3)) A1 g qureren reiie e yomefisnr gfafferee T user seq T
foparetar T 21

ot &, 3o WIHETII HTEA e, foereraesen! THy TlASTeTs THIHT farsgwor et diefor ikt
TorRITERIhT STarET 3Fcd=d AT TTSUeh! B Frct TS0l TRUHT foraTera e ST o 4 Siaerd 3Tt
9.3 9T foarerae® A SO0 (Excellent) SIOTHT O Hohet U ) T4 TR, i 9 ¢ Tfowrd oTeiq
2,2 3\ foerere® e a1 T (Good) THT Tkl B HelvwaT & forererd ¢ o Tiaera seiq
4,8 ¥ o forTeroe® W= (Fair) TaUH WiFeuesht o A e .4 Tiaerd s19id ¢R formeees s
FHS (Poor) STEETHT feeehT B (S&Teh TURKR TiaTor ket [SATIeh], R0 3)| STIeRTST ATaTRich
foreeraresaT ST Taty o i @ eTEeR R ST STer yusht @4 o9 1T e Sopy
Tt STHT TTT SAEERITo, FHTT=eR, HeTH SRITtheh! HIHErTed, foremer e T e fowem
T 35H B

TR 3 0£8/¢ ] AT SHeTeh UG TS0 shesied TeTehl HMi{cTsh ST ferfererargeh
el FSIeeTTe®- 30T, SITSIThIE, SR, SIET T Sqeisht el ¥ 3o F2T ATHaTRI foraTeraesHl §o
AT SHTHEFITE a0 FoTer Teh! T At Sfaf e wiemorent Tidsier arasite, frament
S SEATATS TGeh T B| &0 TRUEHT ¥ 3 o foranmeramed 4 uf foramersr sam & s1eiq
R o SfcTTaT=aT HIfr 3Tk Tt AVHT U Tk i 0 TFaeTd (¢& FeT) forerres Hea Taen
IRIT 9T F=8 o T (3%R 2T FreITeTe T ST Tehl UTSal| gE31eT forenmer @ SAsiT
T T B (I, R0¢R)| TTHT SRR foralTerae T THTHT 98 (Input) FTTSTe v T 3,
T IGRAT (Process) TSTASY (Output) 3= FHASIR B %wwsﬂﬁmgﬁmtﬁw ST
THEHTHISIEE S[-eh SIHT HodTe HLEaHT BT T T HETHISTHT T STk Fava, TRt
T STTerehi-gd foreg, foremeffent wratgfior forshmersht ATaTaror, T foramera ST §ge YRIeehl 3T
AR5 | FTRIEFITE TLET0T & TR g Ush ST Se| ST TRHT (oeITerreh! S HriTa-idT g
T B (S, R0¢)
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30 TererTerd srelawTer ero: ST, <Ald] T qrTa
forerTeTeeRT HRITTITE UHTETUTERT TR

HEETE VU HRIGFITE T TTHATETS ST T3 1l HUh! SRaws| F foamer
IHT BN TFH SIS W U ool HEAT o T FAThepdTeh! STTERAT 797§ Fertfid s, wromame
T NG erheeeh! HTLTHT TNUH! Bleh5alTe TNUh! HIAErITE RIS 3o 3TgHh JTH T 3che
forerTerren! afe=rT sITSTehT ST forRrTeriet TRt hIEeriTe o Hervd HIasiel THE Eres
T T S TTREERT (ST, J0£R; R0L2)|

et T Hewrut wae ettt T et e qatam 2 ifae araraer Rreor feprga
A THTE TS| FereTerare $27 T Raeeaht wefehl o AT RITH WA Scieh SFETehlaTHT TITH
STe{cieh TohTRT T BTa HeEsT ST STTSH-STT Sl §I9eD, St foremeffarrs a1 @ ot e g1
HEETETE TS| AT, ferammefient IHT, 3913 T AR SHTERSTIRCT! HiH=R (S T o) §I0eD,
ST STEEh! T G a1 TAHI TH SERT I TorahTaT STe Qi et e JeeTesh, freericl
THTEIRIT TRTEATehT SRS 0T SUHT STCHHATA 714 ST HUeHT foremeff T Rrerereent aAhir
forererenT Gv Ul U ARTeE, FHafTehial, Tedehierd T ITeTerae® STATSIATHET (T, IiTe T Zamemsd
UireHled) TR gTes| fomTery e aTel EreeaT, HaTRTETeh GHET T 3771 STYUEITETE sFeteh
AT LT BRI 3T TR Tere! HUeh! gIas, i sTasTioiehes e Tt fe deh (I,
Ro¢?)|

G &P G, Irerer T sl (WASH) i §Hfo e grii-ad | formezm
TTEEHTS T EoadTen] STTEAT FHS gaT (1Y T BTATEER! SUTCITT 3T B T fafv= ifereh
HTATTEET ST | SCHE ToTelTerd T=1ehl TR BT T BTAGEHT ATA 01 FIHT BETe, TAH
TSI T 3ok FHT ET T T B e | Tedish ITarerashl Aisteh ot (4 Tt ot
HTSH THIEA BT G TR T TICs, el formeffaT T 37 s ok
TS| 373 HE Ul &, foreiiY ferameffewsent anfit wiemat weadt e ST Hoemsiial
forerr 2| forereram el wresh! west T :3[eeh SuCTsudr §u- T TNT WeHehoh! ATSe&h!
EIDTF%F‘T Torarsternt Sfir amaTaons sfemet (Incinerator) TR s ferd ®HT T8 U 9T a1,
foremeffeeen! TameesrelTs ST Tes GUera ot o ftheat TRUshT e ITHiehl wiH Sueistrdr T #est
TgE T 31! e |d 2

T T oo, TEqehTerd T SRIRTICHe STV2ITEsh! ST 2l TTSaTeehAT 71T ST TroRTd
TRreoT foreet AT JETehT SATaREehal U T fohaTel Taan| qeref, Tieoret fomrmerm ush safeerd T
SiTe JEdehTereh! @ISt Tas| TEdehTer H-eh! fhTares qUSTHT SSi13- #hidl BigT; Al faamifes e
EOHT ST, AT FU WIS LI Al §I| S HETHT o it gga T reramrefieset afeh s
TS, TEIRTCTISITE HTHTTeeh SHT Tedeh STAT T Teshl Goed ST g9 HIUEUS difehueh! |
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T, foqT ST Ui Shaet IUSUTEE e T aeueTerd v, faemeff sthar sitfaenea,
THTERTTE TSR AN HRIgE ST T ST ST 89| €T ST h, FETHISHT
T T HSAR STl (ICT) ITadd SN e TH1E SITS, TISided T §e-eeh! Heridie Heagyd
HTEAHETE TRT&T0T TR G FUTS e raTerrshl AT gareh HTi-ueh B

=l TR TR g R1eT0T fiehrs Sfshament TRl ST 81| U321 HafTehlSTeh! Hoberdl
T formeffent frerrgent fRretensh! G&TaT, ARt T EHUTT 2| F3T-Id Scaieh RTaTeenT STfare Eau
fereh T=reh! FeH TAR TR STTieh RIET0Te FISHT, TohTg ATSHT T dfeh TTSATSHT §I9as T HEThi3Hl
HIET ASHTSTTRT RTe101 TIee| TR 9T Rershet 7T sie- < foremefiet Fftsrar st g e
Ffeaa forferers om 12 Favedery, ferameffenr wrevfirar gffea w3 aressf-sa fafer, T afeismr wrf
T f&ehTE (Project-based Learning) T ST §':3TC|?§€§I a1, ferameffaTs st Wﬁ@ﬁf(
ICEIRTENT SIS T TTSHshH T T BIAETHETERT STeRd™ SRIT - THush §Is]

ot T G, FHRTOTTCHsh T STeRTcHsh HeaTgaha SITSUsh! | AT o1 it
TTETTHT TH TS eheh! STURAT foramefient T RehTgen! ot T TRUTEHT 9REd ST B
Iche Tt seie faemeffet safma foerm, e, T foehTseh! TaRalTs 9 SUHT 719 T+ ST
A R T/TIEH T SHEATI TNeh! EIaS| HETTHTY, Teehrd, BT, T Rrershent et
AT HATERHT AT HeATSHA SIS T FTHATHT HolswaT Hewa Ul q& sTeh! fehrsH ufes
Wt forameffewatts amerd gftmam T Sfewent enfir sifvar wuwt former wagetf ot ufs Swmers
TRreor a1 AT FeTeE FodTer T EeH! THIEE Hoe g 1o

T TP Rrerehen! TATTA forshre T HRITereh STEeT gl fR1ef Fret afadeiier &m Wkt
TRTereRet SATHT T T RvetTs et sTermafs Tie| Sehe fomrmeremT Rersheset STH TREhT aTfer
Terehent STy e feueEaTTs sharet STHTOTTRHT S fHA el shefrehiaTen! fR1efor feenTsHT Seret &t ST
T US| HEfTeRIST foramefient fereTs a1 sHa@TEnT Hrelf~ad Icq= g dehiiciesh HHEITES FHTE
THeRT AT f3TeTeh STThet ek farfer WW@% STE-T (Action Research) TTGRT T HIehT
SfraIed TorRITeRT SRS SETUsh! qoT Sfieig TRaush! EIs| T6eH! €19, Riathew o e e
S g, HEehH 4T3 (Peer Learning) S 7T T UehaTahioh! Hall STact (e THT TTcHe qBUITOT fa
T HEapid T AU IS

AT T ST T HEITTA GRITE, TRERTAT T SaThafedT 81| freert eaTsien! U1 T T
TETEUT ETHTISTeh ST HUhTe! JEeh! SAEEToR Y01 SOHT TRERI T SHITHET 8108 | THST=HIT
forenere saweT | T e ShvTae: Sgush! deeh HafHa ST S 977 TS 3HIeE faneen
T ek TURER FETRHT Scdel ST Alsha 0| forTersret STH 7T aIs1e T @ioh! TRa RIdTehT
ATAT ATk T SAETE SOHT GHERIeRT SUTEA T TSI TeTT (Social Audit) T dfRTaHt
TRATRETRATE fomiia SIamieror TRTS |ieh! Sdeae TTE SSTTel ST SISt (e T T TR
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TSI T TS| TTeTeh, STTTae T fremeffert TTeTes geeer T T et T
GATE skt TRITH T TH THTATEERTS (HATHA T T 6T Giel! HEiie T it FHHir 1o gs|
At AT FAFTE ST ST FHIAT-RI G-, Tl [TTerd T 3che S| AL Te0Teh! STTehizT
TTHETII fraTeraT A Geshesan! STl ST T A6 TAITSIETh! Falwt e Ta-eh! SR-S|

forerTera gum AR STHTEERTRET

oTereR! fRTeT SToTTeiTT et ST-Een! aTel STUTRIT FUHT S TR & foh 9=
HEGH g RIS AT WIe Gt ferehrer s/ Rre g Sentiara ferermers gam s faio
B YRAeRMT Teleh ToRITeret ST Jelaaeia Wik T aTfies foreImers g AT (School
Improvement Plan, SIP)ﬁTI'fUTTIE'f WWW,W@W,W%W
HIATSTERT YeheATS TET STUR SIS Ieoi B AT Al fgred: AT, drfehen THomT s
ST AS{HTERT IcHE FHAT Bl AT AT S TRIeRTRT ATt TR ST fHHTOT T Hrehi st sTferd
TSI B kel w4

T TG HIOT SR AT ST, ToIw0T T o aTeATeR ! S TRIATISHT G0 FSHTeR! ST
T TorRITeRT er AT Hwior T BT SATEeRTRT HTaTTieh fSreeht SemTeaTe: T e giifie
forenera U FrSHTeTS forTerent s Sifereh T itfeh o T rHifaer qm sfifd edresTeh
FHT SR T Hehehl S| AT ATSHT shalel T T8, TG HEEhR a1 GSHTT TehiETe T3 faf=
FAEH (ST Fid feremeff 3tgam, wiferer FHaToT STaT a1 STTEEt 3Ta) STH Teht ST Sfsha qems
ST T T2T FA T HTTSIT SEATAST HIA S-ieh! STTEAT B| HRIGFITE TIETIHT % ¥ TISTH! B T
ST eIl ST aTefareh STaeTen! Ui 7RI SIP i ff T qeaTesh AT Seeit Gam T TR
| T SHEAEATHT Tl STl STk A1 HEATET SIP WTEUHT Wl FEATHHA T G TI57] Faet
Tt Shfersh U TeToT shesiet SHICTUshT T oreh YfaTeh HHETe® ¥ foremerae aam Tieh! ArsHTfer
RS THTTRRT G Hoheh! &1

forerTeT™ a1 TR RATETTHT Toh! TateTeT Site fa Hehm af 37t awe 2 ifarsh o
GeT0T Shegeh! GHY AfasTren! frendel t3er et AiaTeR Fureldrs Sfcamuen! ©| 2ET 9HTS T
foreTeter Iqearet AT forrery sTeh 3a, TSTiergTil T varehl e Wush forerTeriels AT S[3 TRl o)
ST e AT STcA= W ATTAHT T Hfohe a7 TR forseres s Rrershent fafiraar, fommeff
TIEWITRIT fior, et qeargarteh! ST, T JedehTerieh! SgUaTTSRedT forsRe®HT TSIt et
| ISTELUTHT AT, AT FrAErITe Teqvre 3 frermerarent Hifaeh ST T shafteh! STereel H=arseiien
TEoh! T eI, T SRR € formeffent fehts Sucifon STeard AN bl qeATEe: oWl 9,
foreerreRT ST} ST T ate AT FHT TEdshTery GEainiuT T Su=Rieash fRTerort Hf-sd g3
2N T, SATERHAT AT FTF T Bl TURHATATEERAT Hifersh faforeas 7r forshmer 711 deapriel Bred 6]
2 Siferer Tl @ifte, Rrerskent apmar il o faameffars siftftm e fa srear Tefe @@ srufert
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feren TTHT e IUTerd g qe TSHOTToT TR It STHicr SHa S ST fishaTeht 81T 3TTe
BEERIRGE]

JUTeTeR! GfeHeH ST ATt qeereh! f¥TetTehT Ushet SATYeRR T a8 (TTSUTforeht T
TTTICTeRT) AT Teohi BI<HTaTeh UG TS0l shrsed ©eh o1 Tl ereTeh ST feraTerieseh! Temor T
foreet wicaia AraisTieh T T T2 T TR qehl SHufi-e To FH=rieTs TR Ao
TS SATTHT B| T, T TR ATRT AT T Tl FHRT AT ST TR TR ATISITeTs
TR AT TEITeRT qea TS T &1, |l FHATEHT HUH Heqd §eo| STz TuTiersht
T TRATITShTEEHT AT FIE0T Sfaaiasita STaea forehme TSy =t aRame) T qewT asie
FRIGFITETohT TEI0T ST ForerHT et Hi-5d g QRa=| T JaxT FhR T AT JLhet
it ST TR ifer, rRlshH T SIie AS{HT el ShRIewITE TieTurh! qeaTgehets SATHI 9ed Ariee
ARSI SNEw| TOTTHETET, TSI T HHIATS (rRITeRIeh! ATedtareh TRl e SHTS HTesT-eh
TRTeT Geren! fe=TTHT AT SIS QR

HTHEFITET TA0T AT T Tg (ceh ! UT=0T

feTeR TURRE TET et ST A R0¢3/¢ 3 IRa AT B T Ay, Hatest
TTEIOT BT T ARSI forehrd Tkl w1 AT AT ATe forTerdshl SeaTghHThd FUeh! ATTH
AT FATOTEhT AT BIohT Wi e TR SIEa: HTaTS e T aTel TIETreh e [Iehrd U &
(NI, R0¢R)|

HTA. R0 8/¢R THA TTTRT RIS TET0T quf &HT STl forg o1 Shsielle Wergueht
TlieTehEalTe HI g Teh! forat| shegalte o feieettere Wieusht foges formrmeramt g dtferusrameht far
T HTE STRINT TR ORTeTOT 8 TR PRI et foraerr ST T RTeteheect a1 aiafurelTs sel efee
Trveqor o STTeehT ToHT AT Tt Sterer fer et fHepmrete g aieroT THt <@rs S g2
FHTIEFITE TETITh! ARG R0 ¢ 3 STel FHRaTeTTs drea WW—W‘ (Self-Assessment)
TS AT T T | ST | 3T e (orRITericl 3Tthet SATHT Feehedh Tl JHIET Tus|
WWWW@W AT YUTTAT (www.pamis.ero.gov.np) HT‘SI'%'QT@Q{T
B AT Pl GaAohHT HHA B Wl U1 I TeTerd el T Rershese] T- oS aH-HThd ShR Tae,
T HT ITEEATS fcreh FHT AT ST G T HATH [eraTerd e AISHIHT GHISRT T STT=1eh
e T SHT HeATIH T ShreriTa-eh! T et i Tt gometient ferehr iteen @
(TR, R0.¢R))

AT IEOT WU 37hi HEwIUl U&7 WHiehi B(sid (Rubrics) I SFNT &Y, e HeATgaHaT
BT IR eS| GUHT TIET0T Feleh TT ATeHT HeaTgeh el TR o TR el gaewd
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34 TererTerd srelawTer ero: ST, <Ald] T qrTa

AT o] oI T3 AR TN Te wFedl| T T Aol HeaTgahiars Iasiaerd Trasi
TSTHTOTHT ST ST Seieh Yealehohl AT Flstererehl forshTer Tehi 3| Ffsiead H=Tet 4 I erehon!
SACATATS STGT T T, Fereeqel THTEeHTeHE HIIGUS S[3H-5| FHIAHIA Teoh Tefshehl ST X T2l
TIT EEE AT THREH B; & 3SH (FHSAR), 3 S (IR ), 3 1S (THN), LY ASH
(ST ISTEXITHT ATHT, TEThTTTR] GashelTs foiss: AT fraIera T qedepierd wiHTsh! U3el shiat
W S T e fraeffel TaH Tedeh 3 S a1 3T O B W I & TS IISS| AT Tedherd
, ! TEdeh U B A foremmeffer ST ST T v S3eeelT 3 9T e * 318 US| TR
B, T TaTH S, Trafia s i X qeden arfier, SAfierE S o e 3 31g TISs| @
Ife PR TaTH TEdeh B4, 3-cTgsiiehl e B, faarefien uers depld 3ou ® T e wuwr
AT ITANT G T HT S ¥ 3T (STTRLUT) ST TS| 7 TehReh! T T STk SATEATeHT
0T il U TRHTEATTS ST HeATSahehd (el ST Al TG AUHE TH Trea (TUeh, 20¢R)|

FEHT T, AT HTEFHT SATITE! SfY FeIUTATs HHTEST TRUsh 3| forermeren qea
U RETTE®- formeff, StfTersh T Terier aHereht SfaffRmehT HTETs)/STEhers T Heargeha!
HTYT ST B TH HoA&TOTHT ATRT AT et TATSHAMT & R S DLATTTH! B Fd 38R TUTSHAT
T 1 EHT AT (ITerdsh! SIS (deh! STRETTRICT T ATEdfareh WHTISe: YRl HIo Tes
(T, R0¢R)| TE TR, Tl U HEATRT TGN HR! et 1 T TUHTer et TEHTEATIeRaTs
oI STAThAE! ST D TUTHTETT TJcd FHRITFITE TIE0T 3hi FeaTd T e B

HfaTa FeATer T Wt wrifee

FHRIFTITE TEAUTRT | AT T IchE VT Ui, Feare Ire st T fdaeans afs Tsaeht
ifer FmTor, ST (AT T Sl JUTTET Sedet SUHT HATelg, T | Teieh! ATaisTieh [RT&THT Srefersh
FUTT TS T TShT Blcoh! FETANT T T A FHETUTe ST AT Ferohedel[s G T
FamISTenRT =Ishi JorTett T HiéshaT seie TaTgHme SAT-aml ST THATS |

HTHEFITE TET0T HIthd & -HeaTgeh, Rt it T SIP shi <fshia JOTTeliets foramerashl <feh
STt ST SR S| AT =56 <1 ROHT T T Hfehws| =0T ¢ |1, foraeraret Qfere aveh! ged
SRS & -HeaTgeh TEhUfes SATE 5 Fo Ferehul A o YR T EqTHT Gl o, oeeh
T, TR T AT el R Tus| forrmery s |t freren T, T sthress gffHieem!
T S il S FeIheealTs G THeT TTRT STHT STTTHT U 8 a7 & 99 foremery g A1
(SIP) ! T STIfHheT &TTehT ST EINOTT 0| <07 R AT, Tk i i-ed=3t=id, SIP #T
TRGUST ot FERTCH FIAFHAEE (SF: AT T STATEEhT IETCTIAT 3ot T, a1 frerhesars
Seerst arferd fa) T forneret ST TEh! STdiien T STl SidehT STTURAT GHaaE, 687l hii=a
TR =0T 3 A, TURET GHTedT T s oor gIuss| 37ehi aishi afTftsh SIP SISy SIS, ferermerel
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AT T FHAS GehEEh! STATATHT % i GU AT WAL Tt T Afe Sfsraremn stfereat
Y 3 TS TR Feldhel AT AW T 3 ST = TTAT ¥, GAT Tod Wa? forfiisia siote el @ s
SHTEATIhTT FHHS FEl TGAI? el Fh! WIST T TR 72 ) 31 =1sh It regae]

TG T He T AUl 0T H4eh! forarTeraa i shrsdehl Seie T hrishueh! Hidhel TeTgTie
B TeoTet SfteaTaeRT shfae TR forer (ST ST SIS TTe ST, Sgact HaaTs
STITSTATHAT SIS AT WA F&d Teer fietre 311f) feremererent ST |T STk & ar
HUTIHT <= HTHT A YU T TFel gar| TN HEAHT TSThT e Teehl (T, T2 T
HEHT) SIiE YOIt SHRIEITE TeTreh AfeieT Siifed Aam S|

T WfHAHT ST T8 (TSUTCTahT T ATRATICTRT) 3hT HeRT Helv=T fHuriereh g ureieh!
T gemT frener RTeTehT Teaer ToeTereh T saETdeh T Tkt 8| aae, TSuTferert
ST FRATASRTC ST /AT TSI 1T e sroie T hTeishH qojT Tat ST &Rt
fererTerressITe STH SIP T 2ifefeh TORT SiefoT shesiehl ShrIGeTe TIefor Sfceieelts SAfem T gt
T T AT SHTSTI AT AT HTERAHATHT AT sTie SIS gIwes| SeTeToreht aif,
Afe ' fereneraen! TeaehTer T I SRRITeT TRievHT FHSR SRaUsh! © W T qecl 38aTs
'TETRTR T SRR ST A foques| afe @ forermerren! @t T 3i=er 3Tt Sl @ 9
IHATE YA AT WASH STEHAT SreifHeha feus|

TorRITeRy FRITFITE TITUTHT Sa=T SehReh (TSI forehmer FeTer T fR1aft arfetd s vifHent
i 3k Heerut W) IR BeRReh! e Ted ST NTfafere: qearT T et v faepram shfsa
TITE| TR THREHT RTET ATCT hesgtet T eh! ATt HRITeet S1SaT ERO I MfdeaaiTs e
TS TS| Ale TSRTwIEhT SRS forerTeraeeaT fR1afehcl ShTaHesh ST LI 1l TR o
HTOTTCH HeaTSaheh! Foish FHASI SRAUHT S HH, TRTH! Soie T ATTHERT |1 SATthe® |Iel Arga
T YT TR AT Feaf-are ferereht freshesatTs aféra T aftenferd s

HGH T HThTEhT HeATer T et weyr rfvey fRverr it faior T ged sgermmha T
TEATS AFIER I TIes| e HeTeret SxTieh! hIEeriTes Tiaureh! §HI qeaTgaheh! Gau farsdwor
TS| ATS STIRERT & o TIRTA forRerRres T TRt se o (ECD) i et qatamen!

Y FHSAR SRITH B W, TG Sl TAT T T HRRIEESIE STH g 11 T (STt
forermerer et &= FISHT- SESP) e TS Taite T 7§ STTaTeh ST ST qerThd

o foremerarm T e i) S Thiet UST3 Soie ol Eeish GUTEHT AT &1 Wl 1 $I8 &7
GUEEARREE]
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36 TererTerd srelawTer ero: ST, <Ald] T qrTa
Frreemed

TR TSI+ ferenTerd fRTeTet ST e T Usaet ST TSTTEeh! TOTTeHeh Hgah! 7T
TEETR] Tl SR A, TTU J1 SSiesh] STHTEHTA B3| STH AU € Mg Aden! el afe=,
ST EERTERTOT T TOTfcreh e STk SURINT T THer] Ui BTl Sl qeHT SHIehl iR &1
ERESRIE R

feTeR TOREAT eI SheEg T AT, R0¢3/¢ 3 AT frehid shrRigwTe wiefurh! gt u3er
Scohy TereITer S=TehT ST STTeresh Havd Feiehes, foehl Tiieror T STiHshl I Hgehd THeh | (i
T 0¢3/¢ 3 ARG AT TRUH Fisiad T et TaveaTgahmT SATETNG a1 HRIITE Tie Jre
T U3 TTeIfereh GRIeh! SedTelsT H1el €1gH; AT HTeiTIeh [R1efTsh! HHll HEhIeTTs e S
&1 FEe forenTer T RTeTshalTs AT UATHT ST STTER 8 T 3T FASIIEs ST T 1/ gied
ifcreh FOHT STET SISS| T AT AT T IGId AT W1 Ahed, Arefeh T AfSiel g7, Sifdsd Seish
ToranTeTaeT AT RN ST SHTHT FHSAR Geshe®alls ST SIP HT ST HeRdTehT ATe GHIERT
T, o1 AehT ATSHT SIS ST aeh HRITTden! eqer Tter 1T T v, Sawr a0 e
TR T AT FheealTs Tl 7T TR SATHT 1T Soie, s T 3TIaeh! Hichel TegTie
frerSe zresht i fifer T it arese fHarggue| forrmersht wifish qarsh! gamer @,
TR USTUTSH, Teteheh! HHUUT T HeaATgeH Tgldels Saeque| SHRIEFITE Teiureh Fesheses
= ferenTera gaTen! Het AT AR Sden! =A< T SHTOMHT ST ST THT JuTeieh! HIest -
TRTETHT T T TUTTeHR FHT-R0T §FE | STRIEFITEH Te0T Scahe forermerd HHTor STTem sae|

e RT]
1T T A A T 5 (Ro¢0) | TarTer §UR TS A Gg i giae, Ro ol
XTTeR ORI TG0 5 [RATIeh] | (R 0\9%) | FHET TR TH&T0T e GoalTeT (G131, 010X |
v, o o fafer aemer [Rifanm] | (008 | Wit Riem Hifd, 2008 |

farfersmr | (Ro6R)| farErmerr 3187 &7 FISTT (School Education Sector Plan - SESP: R09%/0¢o—
Ro¢L/olR) |

TR | (Ro\R), TAErTeryy Ifawa1e TSI Nidaee® wrl-ae ST : Jidae T4, Jot6R|

JUTT || (R0 3), FI187T T, 203¢ | https://www.moljpa.gov.np/public/uploads/1781aca05-5f-5
43a81-6b-5aef0c4d1fe46.pdf
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YT | (R0 3) | HTHETIIE HTEAH ToelTer] FHTRAaeaTa qaTr Jidaed, 20¢ /¢ (AT, SITSREhE,
SFAT, SIS TSI

JUTH | (R0¢R) | 311&7F TORER U870 Feganl AT Fidala (Tl a8 20¢2/£3) | https://ero.gov.
np/content/149/annual-report082-2081-/

TR | (R0¢R) | HIHETII Torerd Hrerare Ger: Hleei T Qiee (EeIgaHTsd Hererd
G, ST&l 1797 T HRGFITET TR (FE70T), 2047 | https://ero.gov.np/content/147/school-
pa-guidelines-and-tools-ero2082- |

YT | (R0¢2) | TAerTerd (ATaTir,) wrRawdTa- qie €TeM, 30¢ 8 (STel Tietor qer EHeargst
TS|
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fForrerarent fferes Tureavent GAtaraaT Tor S e forgud arer
BTETE TS

2. BRTHTE TFTS, TSt SReRReh! Ao aelTe e g WUeht & | 76 TReehl SIET o
REX T FHA STHT hlamsal@gmail.com HT Traeh T Afehs |

WEER

AT SfcederTersh T SHeTer TUreaR GiTEdT qem S &l et 7w, 2fer
HETh! TG TS | T ForeTerd Tom, STTeshen! S=qiieh STTUT s TTTeh! S| Taeh Ut a
AT 5 Tk Y168 AU T 2t ggfer Aot e ) F8f ol Far T fHerrgeh! 31 STareTels
SHISS W eI e HeTeh! =IAaH HIIEUS STH TR ST THhT STEETeTs SHISs| e
SEeh! W& 36T AUTCTh! RTET YOITATHT TURER GiATEIqaT o SeTaeh! ST =i 7o FHreish
AT STEAT, ST STVATE HTIeh! FHIET Te TorerTera RTeTreht ATRT TURE Seaaieht AT
IYE AR A 7T T8R! S| TG TARIERT SHAHT T SRaTerSTe®eh! TRac o, Jlg Taeee
BAB TIH ST T HTZCESA! T frerTerigseh! ST HaciishsTed! ToMTcash ffeegs
eI TTNTEhT B| TeTehl Ioa a1 STfarfersh e Ut TR e SeITaeh HARATHES WU
ara forermerar Rrerma Siferen TURCR HiToT et FHTRIGFITE TIRToT T8 U B AT HRIGFTeT
TEETOTHT ST, TfSHAT T SUcAfoteh! STTETCHT TETSIIET TRT feITeraieh! shHevaTe-ehl TaX T shA it
T ST MU SRA| ST TeHT ffi=T JeTetet SUCTToe T SSTeh! HITHT ST Arget
HOATTHT | AITAHT BTeAehT feaT Fsfiarrent STemgaT forenerese STsuastt S fo sere
! aRg=) el TUTeTeh! THY forermere fReaTsh! T SehTETahT ST U FHTEIaT o Seamr
T 7T AT <faws

T 765 : FRIGFITE e, TORT G, TOTER, Seami, ToreaE T2 qem S,
- fae
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40 TererTeTaren! Serer TOeehl Gi-12raa1 qo I 37 forqa+ el
e wawr

AT Ffreaeicneh T AU Tigha JTHT fR1eqTeh! fefshrel T & UT=aoreht ATH SHeeh TURet T
Terammefish! SHEETHAT AT HhRIeHe: A T ATt ST FaTeh! Sftawd SRS TS| SThidw,
eI 3T AT SITRl SHTOMERT0T T ST (e GHIE B, STHet RITaTeh HETe] AlfoRush! =IAdH HIIeUS,
“ifereh QAT SaReeTIehY Uare STEfeh et ehIedeh! Jefe® 1 Teh! FUeTs SHTord mew) o gof
RO To SR ATl SToemT Fratf-er B, SRt forTSIe 21feTsh SeeiTet ST fora e qrsad
 TOTER G TEIAaToMT SeaTaeh! SHTOTT UTSH Hfehe, HTe EErTeh! AR [eohTgied I+ §va ol

T AER! {33 TAHT RTera Tureat gt qerm Serameht fomm fifq o
FTHHH FHRIT-IIh! TGETHT THIET T4 forerTerd [RTefreh! T=a+aT SF=aTifeed AieueaTshat g T
T SITeT UfeTag Wbl S| AHHT AT FUHRATAT (HHRIEEHT SAB, THATISTEEh! THRAA
T foRITeTaeeh! TR ST STET TOTTcHeh STTE-TRT fol e STaetva U | J@fy, AT
HERI T HTHA I SETaSTes, Faffd TeeiaT T el formereseh! TeTd SyeHT 7
HATETR TeehTe FEeh! e EeaTs quf FOHT HTHTRTRTOT T THohT Tf 78 forsRmT = T
AT o Tt g forama forseant ®)

PTTeh TUTE T TeaTa: 379l T STaemum

feFeR UM T T g3 T ST wu ai foftes Usheteh e Sfeusht s Rt o
3 FATAH RIS qerdh EHT frd oot 7 STk | Rifiesen! Tehd, 3exa T Hri-=aameh aears
FATC 231 AT T TIE AR A D

T FIHT e UM H=Tet 7era: feremefient foerrs Suatfourans gg i) formeffr
SATERHT ST TR TNAATTS SHISS| 8! 372 T RIS e 71y i Hferd gem) Tt
TRreaTHT THTIenT 0T Tk farfir veress, Hifd, G, fR1atehsh! AT T &7t TaH SHTeshTiT,
I AT, fereneffent FeTger, SITEwHT T FaTaq-enTIad J&rT FHafid Fam T SToTs
T TR AT SRS SHes|

AT STHAT STl SHTUITHTOTenT SThAT &1, ST JIfafeh deeTel feiid = ATaevs (Hifdsh
Tata, fRrereh-feraefl ST, dreashHen! quidT, Tiier JoTTelt, SR TRERIAT SA1fe) 0 Weh
STHTTOT TS I2T8T FeATaet U3eT TATHI STsRATIRT=TA AT TeTew HehT S HL STHTUeRor TR SHToret fagerrs
IS, TS U H2 SFafemT s

ST (03%) T HTHR I [RTETTR! GraWHT JEATS a7 T Hrr TRgH, forgraamdt Arera
ST 7T T EEATIT T TATRT TURAE GHT2EAT (Quality Assurance) T ST (Accreditation)
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HEUT AT STl SRS STl FNehRIgRT T STTerfereh THief wHehT 5, STeel Se
RIS TG ST T |SY et ToRer Fifaaar ts P afere strwaften T smer wiwn 2,
STt TRTE0T TURER T ST R ShTHT GUR 1 HeEd Tes Wril Seeid THehT 4]

TR U quT TeTa: it

& ferameffewct R forverews frforant &1 a2 fRver womreftent shestier wrar oreh 2 rerent wwarer
ORI TE=e9| FEET 37ehi UaT UT 2| o BTHT JeTeh Tl 1 ke dlfhushl HIaUg 9l TR
AITRTET RTaTeh ST BTH TS F&TH B 7 T8 THh! IO TATIET SIS | T8 7al Ut
ferammefiehT ATedforsh STf T SIS S=[Oeh! foreal BT W TR WIIGUSHh UTeTT T SeefTeh! W=,
foraretara T STofieRto STTfedT Sifeus fawr 2|

AfEcTsh! TR faTen TeeTe TURAE GiHTAIAaTsh! SR RO T WU B ST
AT HRIEFITE Ush STfeTsh SETRATS U HHTST T STl TaTel STTRrehTsh HI=2iell Fie Heed| STed
XTETeR ST AT T ST STHTOSRLOT HUEhT & H] T STHTOSRLOT € Siish! © WegHT SeRRETe a
TATTEAETTE & GISh VAT SR ek U

TR TERTAT e ST T e 811 AT STHAT Toh R Geeh! STshareh! ST &
XfeFeR TEITRT ST HalT, IcqTe o QHfereh foramenaiTaatts et ATreuesiam e gam e st
ST BT TG forTeahT higweh! TAtaci i ot SHTET, AISHT (AT, i, FeaTgeh T geieht
TROEEH [ HAEIAATE GHISTRT E5| T8 FTSRATHT ST HeATGoh, Ted Heargeh, Tt
HEIR T RATATEEh] TEUTITATSTET TReres HeTeqol i TITEL Y-Sl shefret A Gisd o
S W3 HTH AT B3, & YR STHL qfeaT 7T THEATATS STelehiet = &A1 Sfcreqelf arsT
HEANT 7T SR 2

SITH ifeeh weerreht i feremeff foenrs AT sia coeret af shAeT: foramer THTSH S| HHesh! ST T
I HET 9T SR 2 ST T | Aqcdl L HAEATTh [ TETEE HASI g T

T TUR T ST ST U R 16| STt TTIUe TehT = STHR I
TTERT GATHAAT T e TR AT AT=afe Gl IS 381 THiee! 7o ST At fawres
THTOTEROT TR, S SeaT YUeh AT SRed: Sed et Sifersh Seare I fRreres, qatem T
AIAFHHETE ATH HIIEGUS T WU B WA FHTONFLOT 1T 9 TUreeet foremeffet fierrgetrs st
ST B R forTe THT FaTeah! g
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42 TererTeTaren! Serer TOeehl Gi-12raa1 qo I 37 forqa+ el
Rares TUTER T TeATaAeRT fehTashn: aited dwgst

SOTCTHT TUREREh! ST fRTeTen! foreheit g% wueh! AT+ T TOTe G2 T TeTaeh!
sfererer sior e @ &) v O o Fremertian fgue fafirm weve qon geeres, fafim Hifema
SEATCISTEEHT TS e T AISHT qT STTAISHTHT HHTSRT MU FeshesehT HTUTHT TaTerT
TRTETeRT TURaRT e SR TN UT3ws| AT HelelTs Tehishd T ATE T Ui T S&dTarst
TSR TR S|

TR{FTeh SROTHT [RTETT SO 3T TUREETS HAT=TTeh HeaTg e, ReTeh &fwdT, TTaash e
TEFENT T STTSTehT ot X A8 e STu=TiE: SHTUMEROT T TishaT o € qfesH TS SaeT aTeeh!
1| T 3==r el geureser ST=aXifed HI=rdT ITH HIYEUSE Hel @ JaTH el T RIeh! STaemun
forgeraTer ST3aT SR HFad R 0\ox HT farfgTeret ST s HeermTd w9 SAMTS qeeh ARa-s|

fererer fareaTeRT Hra AT TFIq 208 3 AT fererer TadieRtureht Jame et for, X et
T UTS Hepd| 7 forarmerer 3Tga st FefRenTer 3T1e3T1er 3evd fuah T Jraier Segaes
T TR STSTHT o) ot Seges STfam L friert Rgr e Thated T Sgiu, THS
ITTRTIATE TSR EHT AT T ST T, AR [raTeraes &t Qe ORI §eanT Sucrss
TS T forrTeraretrs Tt qe fasgwor 7 stfvrsfed 7 forrese wrafud o) el fefmene
TS TUTEaR G, A1 TiETer, T STeaTrIca T HSTeld SIS ARG TR il

FFeR U THYETOT 3 TTIT ufs ferenerar shierTa TRieoT Si-a=HT st
B FHRIGFITE TS0 SR forener Tt gl qael forrmerr e yems yomet =nfews,
Wl TEHh! & [ LT TIHTeATS HiaT §9| L feraforererer S1gar ST T fartersh e qer
ST dTfetH Tiaget 3= fRTa T Tfferen &1 Temeh! il 71 STTUeh )

TSy ==t et JaTeTeRT ST TEE Ty i TeEEaTs SermT S eRT U B

9. Frgferenera S STTaRT T U iAtaar aun yera: afrmes sHem s
U, oY o o HITEHT Foet RTETTeh! T F-efRoT TTOTEaR s 7T e fSrant foraforrmer sgem
HTANTRATE Grioh! | JTeTeh IR T T Seard (e, 2 0\ SIS SHTARTR U
G TEATeRT AT ST HTHAT T SToRATeRT e THeh! | 3ol [RTETTHT TUrecrarrsi-¢t s T
HTANThT HETETR] STEAETTHT o7 TR YT TAT Ted I TEE T3 g qarelT B) Afereh
TOTER FHTEAAT AT e FHaRTER, (R0¢2) T T STHATes o saaeerd, ot T stifega
ATIRUSHTEY ST foredd sriferfer ferior et o |

T SoRaTeh! LT TUTEAY FEIOT T FHTOMERTOT 1) I8 <IshHT ¥ =I0TeH §-a| I Slfetsh §ErT T
FTRISHH TS HHZS| T forafererers o sRImroeeseh! TURT aieqor T JaTofieror 1) faifv 3113
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foremeff e, T SOTTCH, T WSS FET ST GETEECTs THT ST & R0 31T Fehe® T oo
QUTTGRHT I TRTETTHT TUTER G2 T TeTaeh! Sh1H WEATTEh! B

3. Tarferear frer s T aeamamaTaseft sgaeer: World Federation for Medical
Education (WFME) %I Basic Medical Education Global Standard (2020 revision) TS AT qTHT
Fafercar f3ter ST National Accreditation Standards for Quality Improvement forerma T B
STICATS TEIUTeRT SOHT THTSTITH Sfeteh ShTishAee TeaTa Grarwe el STITS SIS @isieh! [oraur
TEATASTERSITE IS Hfoheas A8t R X1fereh O GUTeTs 9ed Aediehl ST eTushl B

3. SITTarfareR ToTerT oIt saTardTIeh ATford TiEg ¥ SeaTameva-ell Soaree: Tafee qor
SATHATII FRT&T T ATfeTHeah! TURE G- T Rroyeh T el SeTies qem 7 sferfersh fRvefm e
ST ATTTH TIg U, J0%Y T THT &€ o fausht STferehmt saant i rferfersh Rrearerashl &
frertor qe TemmErT R, 208" SR T 3| RiaTeresen! T i T e
AT TR HEe-Tfwaeh! STEAETAHT U El [HUior a9/ Seara Qi - e T 8|
Al RIS STCRIh STshAT % WU 3 RI- e STTTeeh ToIT ST RTeTTeraeh! R,
T forehTHSTET WeTEHHT TRIETOT TRT Tt O FUretTs STeifishar feusht ®) s < =romT e
SIS §75| T STEHT STRITH Lo, §aeh 03, ITHES 300, TS 300 Tl B

%, UTE TURGR AT ATAATA ATIEUS T SATSTHA TR SqaET: uTet IR T AT e
feramr (Nepal Bureau of Standards and Metrology) IS0 9001 (2015), ISO 14001 (2015), ISO
22000 (2018) TISO 21001 (2025) ! @fefhare i T off 7€ ISO 9001 = QMS, I1SO 14001
@ EMS, 22000 & FSMS TISO 21001 & EOMS ®Fs¢ff 18 Te§| EOMS 99 Educational
Organizations Management System STERT ATRT [SO o International management system standard
TorehTEr TR B T R0 0\ T forehre TS MESATSHATS | R0 %.¢ HT I Forerar Trigant feram Afecrent
T R0 R0 i TAT-SSH T4 THISTRT SHAT HH 1| T JehReh! SHTOTISERT AT 3 Tf Jifereh Hemed
T T FHTIhHeh! FHTU ROt ATl fae o wem 2Rams)

. Foramerar forer T TUTER SreaTae weaet saareT: e deshl ! HTETiw
AT TFIq_ 063 HT T S ATT( HTRAT-RITA T qT3 Heh| Sfeet Xfareh ToreaT aiiemr
el FHRGFITE TR HIEE 18 SATTH SR

o Tramem sgem wataan PR Tan foemera Taietur BRI R083: A1 R
TR foRITeREETs 3UCTet TRIEH SRS 97 SFafeerd, TRaR( T AfdsTHel =13t
ST TR T o SAfeet AT SRR b afdeH|
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44 Terererre! SHarer TreaRe] GHIEadn aen YT 316 forgud sl

o TR forerTeTs shTEavaTeE TRieTur ARTasi TATEH R0¢3: Vet ot wierr
g AT foreresen! Qfer, STRTfeh T e TTeh Ry e sTeem
T GRIRERT TR T fo A1 AieRia oTeen! <Raws) srigve e 1ed 323
forerTeTerehT Hetet el T YU U+ enesen! fe= 1, ferermeesh! & Feior 7, T
ST TEYUTRT SATERHAT T, FTsh T STVTEHT GUR T3] ol B J reereTs
Tt gt ST 71 U GHTET T ST Hofeld ST ey el
SISTHTOTHT AT IBUTUT ITTTo8 TS T foeiTere®en! shravdIe ST o e feor
T SHTEFITE TS0 TSR] S| FHHT SIS & &5 TeohT S| SITal TefurT
T SAATS T ISTFEHT ST TR Yo JTer qert ferameff, safirsrass T weia aeht
TS T YUTIEh 33 T TTNTEH B T Frarerashl wiifaes qare, @ T
TR, RIfateh GATHTL, ST, TTEed T UIvol, STt e, fRreten et
forehmer, SRfeTeR aTctferenTe, TTme T fored T e, Jrgashn T fRrerr foehrs omet,
Afarfee wferferfer, foremeff wremrar, Femgerd, S fHaior, STy Raeht wdieror, Tur STl
ETAT T USSR TSRS HHT forarTeren! Ty shriawuTe wier s

. AWETRI faTereeRt TeTEaTaeheRt T hTAHTITE URIETUT |TE 204 3: JEeH
o T fereTerreht Tt Ferteor 7T, Sifarsh o St gHT SemTeTTshers (SR
T ITETH STSeT ATHT TR STeeah! HieeT T JeNT 1T, T TeTeaTiehal
STOTUGRT STHITEEEh! Tfea T Trdwor TR i, ShRishn et foe=mT I8urser ye
T N e e e s urEEt, STRarl T gHRE sHIe wed sl
LT SHEHT ATATH ¢, G &8, TG 38 Y Tl B F8ed forarer Fcdeh! TUR
TR0 TS| AT T, RrerortienTs A, foenrs arareRoT, g T fori e,
TETTa e, feremeff gfore, ferrs wieror, T el R TeaTg s ST TaresHT
ST FRIEFITETS eI qT SlTel IS HeaTgeh T

T T foraferaTer SR SRR M2 ATehenT STETT 3= fRrafmT Sifareh
HEATEEh! TUTER T TeH, SHTONRT TTRSATTERT ) FefereaImeem raf-erd shrishHeseh! e
ST T o rfeRcd RIS SRR G 16 © Wi STioI 2ok qeT SAaTiieh SHrisheeh! TR
ST STfarferes fRyeft qorm e drfer aRveet 9% Teh | Sere ot Ter h foemers T
ETATEATTREEeh! FHIAEITE & 713 ST B| foremera vt =T aTerer et aeeeat Fat
ek HEATEEh! HTFTAHCHIRIA Ao R1eh HEATTT FaT 7T TURER HTI TH SHTOERT TR I q15-]

Ffren TUTEAR T SreaTaTeR! forehTasRA: atriftea TasieT

T T el YTohehT STEATEHEEHT == THUH B 3o UH-@Iaesh! T&e "Accreditation
in the USA" T STTER SFHIEHMT 20 3T Il GEHT R1e10r seermesfera Qfereh TaedT theaar
TS T foramefl ST HesT TS TRERhH HeRISEHThA ScaTa ST eh! YT Wsh! QR
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(TH-WTATH, J00%) | THHT G T T3 ETeHT [ohTees e HUsh T15-5| ufect! THgHT Hemeh!
AT T fohTeress e 9 Q16 GHEHT SFRIshHeh! ST T fehreres we| oft g4 fremreect
TEATTA TAITERIA, T TTET0T T STrafereh [Aaeiish TR di73T1el Jed Tishares U1 SRaws|
HHRIFHHAT € £ % ¢ 0 I NHNG W T8 U Hifereh T T HGhT HSEATSIET TIHT T 3T
e WS foremeffent amefores frehtg TSI 7ot STTSeHAHT STTUTid S T, STEets SgH
IR AT AN ST <Raw| SHTT HHIHT STATS RIET1 T ATH e HedTeseh! a3t a4
SIS Tt TEE o Ui STATERT STATHC SRR TR AT Saa forRTaseeh! Hearge T
HTIh THATGHAh] HEwIclTs TTIUd Teh! SR

FETY T GIATE T NEhTST HTSTERT (03 3) T SFTH-HTTH TRae! STHIEH, SR, =,
ST, A T ST £ 0 G¥TehT ST SOTTetTeh! qeiTeish JHTelT 71 el T HiehT qie STmes
(STETYTT, ‘ZI;U'TT'lT, m 1T ERRNCIN IR Tfehet T EAT=aoTehiY - Exceptional, Perfection
(or consistency), Fitness for purpose, Value for money, and Transformative) NIH RACECIEIIN
AT B| UfreTiies &1 grET %“J{IDT&’Q'% ElLIE] H 2%\ HT Japan University Accreditation
Association (JUAA), WW{ 2R HT Quality Assurance Agency for Higher Education
(QAA), TS H Rooo HT Office for National Education Standards and Quality Assessment
(ONESQA)T TR T 2RR%% HT National Assessment and Accreditation Council (NAAC) arha
TR fTEATATS STSTRRT AT SIS T SIS S1H STETUehRT S| YT SUHT SIeATId T
STHHTHT TUTEGRERT SATRHT TR FTEH fag, =T St diisHTes goared g ST it
TTATEEATS T TITRIT g 31T )

AT, I T2k ST o ATe T T3 T shHes HeaTetTehl AT STFAfd AR TR SAThT
o AT ITshAT el STt TaH @ T SR, iy SquT STt STeid Hishelgsemeh! JHT
forshTéra Horsheset RITafeh TURKI, TRERTAT T UMga-STrifiga o aT shrem TR Searaerrs |
TOTER HThT AT H=aT STHTEhI AT HI-hT ]

Torerery fRTamT STriftger STvarme i Sfet weeh w| wTfr = sfraerat fof fRvarm qore
ST UfeaTiereh et 2 ¢ 3Tt FTaTedieh] STcaelie T Ul UTew| 4% 37 IrefrodiaT Zeet 31fer
ToITRTE & &T0T T YT THeR! FEIAT W SHNHISIE HUHT TTE-5| FoIATc GHIAT foraTeraesel =Haq
TTehd HIGUSEE YT T Fh! GHTET T Tl R-EehR] EETEs Tt AT THTATg e T
faTet for SHferer FRIshAeRT T STHIHTETE 9% SQ ATaH STRfe QT ST=T &1 3o
ORI HTIHERT AT & & X HT SARIGHT Y, ST [oie®eh! SAhese SO Sl SFATERON faehre
I, STE B £ ] ¥ Ra |iefthehe Yem T are|

SUTERTHT hraa TRTET HeATeTsh! Seed MfHeRT g+ HUehTC! caiohi RTaT forsTTet Jahry
TeRTIaITE. ST TehT HeT T el vat (TR SR FHehmr)eTs Seament Foriamdt g if
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STOATTERT B) T Secid Ty HEeh dearesed U foreerreh! 71 3w faaeht ¢ oo vt ot
SRTHT FoHTTT ST TheTeah] TIHsHH T A UL HIGH T SHTUMTHTOThT W 118 ST
9| A1 HT-FreesT-it STsham O g SHTIAT & <R ¢ ¢ HieHT A Tagen! Safer Y < o et g3
UEE]

TURKILERT G HFa=EHT §FYU1 TURE a9 (Total Quality Management, TQM) T,
fertg HgTS (Learning Organization) ST&AT SIS f3TeqTehT &t Ut TTUTETLhT HTHheg® a3 ™
SHTIHT TEANT T T WUaRIeT TehT ST S &ITHT HHtefT THUsh! S|

e FATTALT FATSIH-CaRT Tt STl Shifqe | HTemRuT FRISvTeTe ¥ 98 8 2330 &
TRTHAT AT FaATh! M Reehiar Ture farm=rorars et 2R e fragenfs safeht forvges
S50, USHISH SHE TSI ST ST SEITeweh! JacelT el ST TURiehT ST e fgres
foeTT, STeee STTieee 'HTgio (PR gem) T Feierdt Fehet Sted forferes forshme T & 8% ¢o
1 AT SITATHT TG AThTSAATERT SHI0T ITHRHTCT A6 HATS 2led FATAS! RIS Tt
"TQM' ! A feal T STHIRS HIHETHERT SFTUROTSTE TORATE SFq0T et T STshaTeht AT
INEEREaR LIRS IRCRIOl]

& UfcreTRren SIS e ST Sied |ifer™ (R00R) T TQM TS S1TéTsh TETHT TohRIcH
i TS 391 T TG fiehT SIHT SATEAT Tkt ©| It freman fereh, samarmnfen, gfaeqericae T
SRR T SR ST deaess qfe 1d foremefl a=qfe, gtasfl ~qca, arfees e T wameargs
STET STHLOTEE AT TR U FERAT SIS T

ek TURER T HEATTA forhTerehl AT (U2t UH. H=iet ST 9%# "The Fifth Discipline"
1 "fehTg HgS" (Learning Organization) T ST B TR | TsTehT HIATL T Hhed
TS THhTEHT SIS STUTEETTS §2T8 Tt AT STE® giea 74 T Tfasfict 9wt emar fepme
T ATATERYT HHTOT TS| T AT I AT e FHgTes e IEH! S, STEHT ST
ﬁg“l?ﬂ’ (Personal Mastery), T grETes (Mental Models), TSI REREUAT (Shared Vision)
T Wﬁaﬁﬁw (Team Learning) ‘ES@_{I Y FarehT forer 3t = WF\W U T G
(Systems Thinking) TE T S, ST el Uf HHEATCTE 25T ZRTHT Tt TehaTeh e STTSUHT T3er
ol orTefish! ST 3 fHerise T agmaars aurh UaH Sfaeaell sHrsT Anffeer el

ot g SR fererTer™r RTeiTeh! Tra v TURTehT HIehe® a3 T+ Ted T | 3 Areheset
SICATeh! 7T TS S[{HT fate T g el AT forsRigsats Jef 3ST3TaH! 2|
OTETHT IfeTeh UM A TaT T Teara-mT SRauent JHTdT T STTer

T T8, 06 3 AR forITerIeh! SRieHTuT sl oTeTt THUahT T dTaf T8t |l
T aTs k| 3feet ot RIafmT JorrefiTd S0t Sermerrt SRl SHTS Seh! ] wE
STfferer fR1&T Qe SATaETsh dTfetd TRge Ui a8 SeararHl HRITS SIS TeTh S| T
TOTER T AT fermTet i ferermerar e strguast yoreft s sy et o)
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feTeh TOTEAR GATETAT oIt SremeeRT ST fRvetTsh &mmT St Sifd AT Sew et g |
| TR S| FHTAGAIE T FEERT ST T TR AT TS ARUah! S| 9t Rfareh Heemese
THHT FEIRIT UL 6 UTE70 Wl S5 | A ST AHIGT §-| &0 EEITHT I AT 798 SHe1h
T qETeTERT FHHT ) STeTe ST oy famoe af st et Wl B

Il T AT STHTHT HealTiord Slfefsh SEITEs o THT HId T1570 S—HT A U ST B
TEre HEATEE WUHT HIIEUS AT T T[UThT GITERTAT 7T ST S HIHT 3cdTe SRa o & |l
afden| et areafares wH vt afe Eid |red for T el v srers Arem afieent B

TR RTeTeh TUMTATTTS ST (5T SHT GHehefl SIS Tedrai JUTTel! STTeedeh HI Tvg
AT i e TS TR 7 TIUhT HTIGUSEEET JeTa I g HUshiel fdelTs Jod AT9R
T HIHUHT BTHT X1feeh Teeme® sTauifees T yioeaeff dfe aere) o« ufsharet iferes deumers
GEITCEHT QAT ST 7T FATCH TOTEE YT o 9t Jae| SATec et S11eTeh HedTes Arsuas! fo &
Reuent g forrmery fRrarmT af Tftger e SoTTeft Steretve T STaveesh sl 79 Jueticl
T ST Sferere TSRO fiars 2Ra=s)

Tererera frermr it

forerrery fRverm Qiferer ToreaT iTEedT T seamren! Hiferea stca=q SRaws| T8e feerrers
heret T T 7T ST SR A e, PRt gemdts ST T ettt S0t S TS|
SCATATHT TorRITerIeh et 9eT T sl e UIeaT §-a, StHeh! ST <if, ShishH T STvITemT
U TS Wiohed| T [rarerielTs araRit, ITarl T e ses, faarifewen e sudisy
TRTID, T THETIHT feTerieh! HFalealTs Hfed aHISs| 3w, TURE GHTEaT T Seariet forermer
farerretts wfcreaelf, Tmmerstt T dieehTel= SUaT {IohTs SIS ST qam TTeb| TTd) ST=auIfSea® T aHehet
TS U TET T

TR G TeTFa T IUTIEE

Feior forererar e 2ifarer TUrec FRTRIqaT qerm STeATE=HT Frs=emT AT €l S8
T ST TS AT B| HATH TGIATHT TS T Yfeqeh JOTTeHHT HTST gf¥shion T ermrom
formrtor TS| et i, R T TSR THT THETdT TaTSs| TeRTaTd foRTaet STRITH T 8Teteht
HTHAATS HTHT AL ATIEUS T Fashe® 7 T TR B

|1 WfsFaTTd TEar af =fes| et SermTeTe, Rt SAiTEe T 3=
GUBTETATEE I THATSHT TIHATTA ST AT(e-D| Feet YH B3 HIA IS, HleTTs Sreriae TS
W TS| forerer T gt ferrresenh! SETTd &TwaT faehradT S fa ST S| J6eH! AT
AT, STTCIRreh FEnT T e Ta 2ardT e g Tus|
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JCATRIhT STsHAT T HTIGUSRT foISRIAT BTt SRINTHT TaehT SR TS ded Hichs| W, FHATS
3 e T foreqa TS Sire fo Strarwash ) WiveUS feed § STHNTHT CATSETRTeh! §aT 37 J8eh! el
forgheror T forea wewrt g1

T FTSRATERT TSRS AfS SIS FaT 7T TR AT 1T SIcHTeT6T SIS Hfohud o
TreTeEE JEHT ¥ FTE] ST HasH| T TeHT A STawe qeatdl ST TeehT Searae
FHTIFHAATS THTTHRT THT TS TR HidH gTaD|

HagTeiiet T o Had) forenerrgset ST qeadT Te@TeHT SHaTeh Ut Teur st =t
T I T HRISHHATS SIS SeTS TFd gad|

TURE SIETOT, &7l TorehTel, T EeTIT GEIRehT TIRT SISie T ShRIShHHT STTTeh Sl s
STTeTfeh T Sfarferent SRS ST egeTe TRus|

e T ferEerr e Siféren ToreaR gifaar qu e T swiofterr Tat fe e
& fog srravas e

9. ST TEY: AHIIAAT TeaTdH STl (HerrIse 1| aX HuTersh! gravHT faafoene sgam
AT T ferferer fver o sreETfieR drfor aftgsTedT fHeRrreEe dgten! T firt wfify s
T TITHT UG ST B| TR THhTh! SFTTIRON TR ggiare ot form dforrg w1
HTIIHT STTHT A T Torermersr Rearsht FrasiT S o Tiafor Fraae «f 7T HRies T
ST T | T T&Tehoh! SATET Tg-~IcTarH foge® AATeTd HiH e HTeHTHT ST 399 &

R, TEATTA AT frehTd: YTareh U TIeIvT Shesivel o ST Tes 7T STaRa B| T4
TSI, TEATGH TTATE, TrsJo0T SATISATS SATTHT TREAT HEATTA GHAT forehrd T Ik SeTih
SFEATI STUNETE 53| I heafir Sifectent Sfaterafed s 7 e fom e ity streawas -3
U ITETATS 1 (ST THATS THTTHRT EIHT IS TCTH Hes T8 Har| IMETET SHTSTeh!
femet STerTs SoTTedt forshrer T 6 US| foheht forrereh! TaveTg e STgHT Sf S T
TS SFET TS| forerTery STTthet wish! STATEeTE ST ToH T 7T O Tafes afeh g
TISITE JUTTeATeh! ferehrd TRETe) et feret forsrent it TS T SHteset s giterer Tius|

3. aEgigar ¥ fraesaar: qum afwrens awgfs T et sare fifde ot s
| AT g ST §0| FEA A1 HEATEEET FAHHGHIhT SFTHRUTHT ST 39T g
SRTTRReRT AT GETT T ATk STIRE T dTie-| THHT Her faseeh! gohmT i TS T
T e agen! foifer, iR, STraTEfedTen! ST T aTeT, HaTad HTICeh! e T8 HTievs
AT T | RTeTeh TUTER &0 st 2Ieet FaTiere! RIS L AMS SIS Tag&ee
13 FehL ST fofeh e 7T |1 S|
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¥, TEE UREt ¥ foeneraeTs Heai: fomeresars 99 ST ST T ST AT §0|
s TRITRTATETE W8 %ieh T SR v fareresdh! <Ml ued Hes| el THT Y8 T
TS SieaTe T i ST §ro| Ta! e Ao [ETeEaTs a8 Sishama
Tl G AR qaTel i ferstn e| fooft fereneraesans uf o staremomaT wiey sTavash
3

1 SR sheleT feranTeterehl St f-erieor 7T e A T9g SRS TR Gerrent o Seifa
B W IS AT B3| TH foraITerarets ST ShreTe Seted 7, HHsiiRy afe=m T
TG TGS SIS AT T HaTed| ST SHTUTTET Heeleh! 9T T 2fd Jerss,
STHTOTSS SITFH 1T €20 TR (it el ATHT ST 3713 6|

Y. UM TRt forehTer T TSR SITRT: I STSRATCTTS HEsl SIS JTTS STRITg YOIt HT Tfofry
STl g9| WeITrehl SR TS| ST AGTS FR1eAT ot Hie | forshre hesish! IEMIS (Integrated

Educational Management Information System) T e, Tt Uty e Tgh &d: AT T

Hihea5| T8 HH ISl A 5, TGl Hel T HRHE SANTATS T G )

§. T TEHTTGRT AERTA : JfaTeh TEATET PR ST fhAT, FeanT T fthesareh STTeaeh g Wushicl
e T TIEOT et TR qEHT AT e 2 S feh UM STRATeRT T forshrer T 21t shH
TE(TE T e THATSTIS | NTeITereh HedTTeh! AT SS=T TEHT &HT fohre T Hihs| Fesee
T T TorrTermT st T aTiied fofat | O T e 31 e Tew TR deer
T SITSHATHT HeT TRIST AT TS SH1eeh 7O Toihid T W] Te| F8et TeATaalTs SeetiTd
T AT e T38|

NereR TR GHATHAET aUT TTa HIIEUSHT THed U4 [auae T Sames

TURE ST HTYGUSHT o shic STRITH T fosRl THTeIT 7T el STRHT SUTeTH HUehT STWITEHT af
W U <Rau| former fSrermT fanradT Tueht T 8Tt Shii-a=HT T8ehT TTaa-eEeh! STRITHTS
TSR T SETIeh! HTATHEE TN Tt 3T & SR
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Abstract

Assessment for learning (AfL) is an integral part of everyday instruction as it is
embedded in daily instruction. This study aims to explore the basic-level teachers' perceptions
about assessment for learning. This paper has followed a qualitative research method using a
semi-structured interview schedule as an information collection tool. Six teachers who were
teaching at the Basic Level were selected purposely from three community schools of Kathmandu
district. The interviews covered socio- demographic data, perceptions towards AfL, teaching
styles, personal experience using AfL, and challenges towards using AfL. An inductive analysis
was used to allow for the patterns and themes to emerge. The findings of the study showed that
most of the teachers were unfamiliar with the concept of AfL and found that some teachers had

negative perceptions about AfL, along with its tools like portfolios, project work, and homework.
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Lack of AfL-related training for teachers, insufficient materials, resources, and infrastructure
also seems to be a great challenge for teachers. This study has revealed the necessity to conduct
training related to AfL for the teachers who are teaching at the Basic Level and need to provide

sufficient materials for the effective implementation of AfL.

Keywords: teachers' perceptions, assessment for learning, education system, learning

outcomes
Introduction

Assessment for learning (AfL) is recognized as an integral part of everyday classroom
instruction at the basic level of education in many developing countries, like Nepal. It is an
important component of any teaching-learning process. Students need to be given assessments
and follow-ups frequently to boost educational progress in the teaching and learning process.

It is a key instrument to ensure quality education. AfL is an ongoing activity of gathering and
interpreting information about student learning that is used in making different plans for the
improvement of students' learning. The main purpose of AfL is the improvement of students’
learning. There is a change in the social expectation of assessment with the increase in students’
achievement. Assessment needs to improve students' learning by motivating their learning.
According to Earl and Steven (2006 p.7), assessment can enhance students’ motivation for

learning through the following ways:

a. Assessment can enhance the students’ learning by emphasizing progress and
achievement rather than failure

b. Similarly, it can provide feedback to move learning forward

c. Assessment, on the other hand, can reinforce the idea that students have control over
and responsibility for their own learning,

d. It also helps build confidence in students so that they can and need to take risks

e. Finally, assessment provides scaffolding that students need to genuinely succeed.

The above points state that assessment is a friend, not a foe, for learning. These points
also indicate that assessment for learning (AfL) occurs throughout the learning process. Teachers
can use AfL as an investigative tool to identify what their students know and can do, and what
confusion, perceptions, or gaps they might have. AfL fuels teachers by aligning their instruction
with the goals of targeted outcomes. Similarly, it tries to identify the particular learning needs

of students or groups. It also helps to select materials and adapt them to instruction. Creating
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differentiated teaching strategies and learning opportunities to help individual students move
forward in their learning. Finally, teachers can employ AfL to provide immediate feedback and
direction to students. Furthermore, AfL can be regarded as of high quality if teachers use it to
make decisions about students' learning. In the words of McMillan (2010, p.42), AfL has the

following features:

It is the process of several components, not simply a specific test or other assessment
It is used both by teachers and students

It takes place during instructions

It provides feedback to students, and

It provides instructional adjustments and correctives.

On the basis of the above-mentioned points, it is clear that assessment for learning (AfL)
is a pedagogical tool. It aims to inform and improve students’ learning by providing regular
feedback. In this process, students become active meaning makers and thoughtful judges of their
own learning (Willis, 2007, p.1). So, educators regard AfL and its practice in the classroom
contexts as an important and often overlooked factor that can impact the achievement of students’
learning. There are different influencing factors that may influence the learning of the students.
They are beliefs about learning, concepts of learner identity, and issues of power and control.

As these factors are interrelated and are part of the social and cultural contexts of teaching,

they are represented in this paper as an assessment relationship. This paper argues that AfL
therefore needs to be seen as more than an assessment technique. AfL is a significant challenge to
foundational issues of classroom pedagogy. Assessment for learning is the process of collecting

information from different sources to improve the quality of students’ learning.

Here it is better to quote the notion of James and Pedder (2005). They express that AfL.
does not believe in the notion that students are merely the objects of their teachers’ behavior;
they are the animators of their own effective teaching and learning process. ‘Assessment for
learning” (AfL) is now recognized as one of the most powerful strategies for supporting student
learning (Hattie, 2012). Over the last 20 years, AfL has been perceived as a pedagogical tool
for the improvement of learners’ learning. AfL is based on a theoretical foundation, drawing
on cognitive science, social constructivist theories of learning, and models of motivation. In
certain instances, this has resulted in distorted or superficial incarnations of AfL (Looney, 2011;
Marshall & Drummond, 2006).

AfL employs several assessment tools during instruction instead of a single final exam at

the end of the academic year or semester.
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AfL activities allow us to identify what our students are learning and enable them to
improve the learning environment through our courses and academic programs. To ensure
improvement in learning and to enhance quality in education, AfL plays the key role in assisting
students individually with their learning. Apart from this, AfL is also helpful to reduce dropouts on
one hand and increase retention on the other. National Curriculum Framework (NCF) (2078 BS)
recommended implementing AfL at the Basic level, grades 1-5 of Nepalese schools, which has
now been extended to grade seven. One of the weaknesses found in the implementation of AfL in
Nepalese schools is the detachment of assessment from classroom teaching-learning; as a result,
the use of assessment for improvement purposes is minimal. In this regard, Adhikari and Parajuli
(2018 BS) have stated that "assessment results have hardly been used in the improvement of
teaching-learning process; rather it has been used as a ritual process of filling the forms in many
schools". The government of Nepal, Ministry of Education, Science and Technology, Curriculum
Development Center (CDC) has now made AfL System mandatory at the Basic Level. However,
many teachers, Education Officers, and parents are not clear about the proper implementation of

AfL and factors that are affecting its proper implementation.

There are different views regarding AfL, and some of the teachers are still confused about
the notion of AfL. The actual picture is not clear since there is very little information available
on teachers' perceptions about AfL in Nepal. Despite having lots of advantages, students and
teachers are not willing to take part in AfL-related activities. It is a crucial problem in the field
of teaching and learning. Hence, I want to explore the views of Basic level teachers about the
concept of AfL and their classroom practice of it. This study tried to explore teachers’ perceptions
regarding AfL. It is also related to the application of AfL in teaching and learning in Basic level
classrooms. This paper may help teachers in understanding the essence of AfL and may help

teachers in changing their attitude from assessment of learning to assessment for learning.
Materials and Methods

To carry out this study, [ employed the qualitative research approach through which |
tried to explore the experience of B-level teachers. To accomplish my task, I used an open-ended
interview guideline to unveil the perception of teachers about AfL. Cohen, Manion and Morrison
(2018, p.335) have stated that an open-ended interview is an appropriate tool for collecting
human perception and values. It is particularly recommended for exploring experiences and
perceptions from individuals' perspectives. The study was carried out during March 2023 in

Chandragiri Municipality of Kathmandu district. To explore teachers’ perceptions about AfL, |
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purposely selected six teachers who were teaching at the basic level in different community schools
and coded as participant nos. 1, 2,3,4,5, and 6. All the selected participants had at least a Bachelor’s
degree qualification. Two teachers (one male and one female) were selected from each school as

participants.

Data were collected from participants among the target population to explore teachers'
perceptions and practice of AfL. An open-ended interview guideline was developed for
the collection of field data as the primary source of information. The interview guideline
incorporated socio-cultural aspects of AfL, perceptions and understanding of teachers about AfL
embedded into daily classroom instruction. Similarly, personal experience of teachers in aligning
AfL with classroom instruction. Participants were asked how they felt about AfL and its influence
in their teaching. They were also asked for their views on any other challenges in implementing
AfL at the basic level.

Interviews were tape-recorded and later transcribed. An open-ended interview with
each participant was conducted. The time of the interview was not exceeded by more than an
hour. Information obtained from individual interviews was transcribed, coded, and analyzed. |
employed an inductive analysis, which allows the patterns, themes, and categories of analysis
to emerge (Saldana, 2018). Two levels of qualitative analysis were conducted. The descriptive
analysis described the respondents' life situations and characteristics. The thematic analysis
elaborated the structures of basic constructs and new constructs that arose in the early analysis.

I reviewed transcripts of the first interviews to identify all relevant ideas. Their perception and
understanding were compared and discussed. The process was repeated for the second set of
transcripts until there was agreement on the ideas and concepts. At the same time, some of the
concepts were broken down into various sub-components of the theme. The next stage of analysis
was to go back to the individual interviewee level to look at within-person consistency with each

concept. The readers assembled and compared all the text references to a concept.

In this way, the readers ensured scientific rigor of the qualitative analysis by making sure
the themes and contexts derived were correct in that credibility, reliability, and dependability can

be demonstrated.
Results and Discussion

The study was completed after conducting interviews with teachers to understand their
perceptions and practice of AfL. All participants who were interviewed were teaching at the

Basic level. I analyzed the AfL practice of the teachers in teaching and learning activities at the
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Basic Level. To find out the teachers' practices of AfL in class, I developed a teacher interview
guideline. Based on this guideline, selected teachers were interviewed using the process
mentioned above. After the collection of the field data, I generated different themes regarding the

teachers' perceptions and their interviews, which are analyzed below.

Generated different themes regarding the teachers' perceptions and practice of AfL based

on the information obtained from interviews, which are analyzed below.
Teachers' Perception About Assessment for Learning

Teachers have a positive attitude about AfL and its use in the teaching and learning
process. They regard AfL as a pedagogical tool that enhances students’ learning. They expressed
that they were using AfL for the enhancement of students’ learning. Besides the paper and pencil
test at the end of the academic year, they were employing other tools like homework, classwork,
self-correction, and project work as assessment tools which may help in enhancing the students’

learning. In this sense, participant-1 expressed it like this:

I always used to find out the students’ level of learning and try to find out where am I
going (what are the goals) How can I going? (what progress is being made toward the goal?)

Where to next? what activities need to be undertaken to make better progress?

Here, participant-1 has their own opinion of using AfL to enhance the quality of students’
learning. According to participant 1, different activities and classwork could be used to enhance
the quality of learning. In AfL, teachers need to provide descriptive feedback to the students
about the status of their learning in relation to the success criteria and give cues to the students

about what they can do to progress and close the gap.
Likewise, participant-3 had different insight about AfL. He expressed his opinion like this:

AfL replaced the excessive dependent in the use of a paper-pencil test for evaluation
of student’s achievement in Nepal especially, in the school of Nepal. AfL suggests the use of
different tools like portfolio, observation, self-correction, and project work as assessment tools

which help to present learners’ actual performance in learning activities every time.

The above stated perception about AfL is very prominent in the context of Nepal because
there is excessive reliance on the paper and pencil test. Paper and pencil tests are more foe than
friend in students' achievement. On the other hand, AfL can substitute the old paper-pencil
test by using different types of assessment tools. Furthermore, in AfL, students can get clear

information about their tasks.
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Similarly, participant 4 opined that the habit of the teacher developing the
portfolio as a modern tool of AfL can help to improve the quality of learning AfL is more useful
for providing scaffolding to identify the degree to which the learner is advancing and may result

in further instructional /learning adaptation if the gap is not closing.

The above stated opinion of the participant indicates that AfL tries to identify the learning
status of the learners. Then the teachers and peers give the students or learners support to move
them from where they are, what they have already known, to what they can do next. Such a
process of providing scaffolding is very essential to close the gap between their current learning
status and the learning goal. In AfL system, the teacher provides the necessary instructional
support and tries to bring reform in students’ learning. Here it is clear that AfL aims to close the
gap between where the learner currently is and it makes clear that where the learners and teacher
want to be at the end of the lesson. AfL regards learning as a continuum, a cyclic process. This
means that AfL can be used to bring changes in the students’ learning status and help them close

the gap between their current status and the intended learning goals.

Similarly, one female participant of this study expressed her opinion about AfL

in this way:

Classwork, homework, and observation can play important roles to improve the learners'
performance. With the help of these tools, students’ learning habit can be foster. AfL plays
significant role for the betterment of the learners learning habit and their better performance.
Self-study and self-reflectivity habits are directly linked to the development of learning habit of
the students. A portfolio is also seen as an effective tool to develop learning ability by collecting

good pieces of writing and creative work to keep a record of progress every time.

Here, she added a different perception regarding AfL than previous participants. The use
of tools of AfL like observation, portfolio, and project work in the class made the students more
innovative, creative, and self-dependent for learning. Moreover, as a new tool of AfL, a portfolio

helped the teachers collect information about the students' learning.

All the perceptions, under this theme, concluded that AfL, and its tools like homework,
classwork, project work, self-correction, classroom participation, and preparing a portfolio,
helped the teacher assess the students' progress in learning and their competency in learning
skills. In AfL system, the students get immediate and specific feedback for the improvement of

their learning. With the immediate feedback, students get an opportunity to be familiar with a
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clear picture of their learning status and progress. It helps teachers modify their planning and
instruction strategy with proper improvements. So, AfL helps teachers understand the real

condition of teaching and learning activities for both teachers and learners respectively.

Besides the above mentioned participants, other participants (teachers) expressed negative
perceptions about AfL. They further added that they did not like to follow and implement AfL.
They added that AfL increased their workload and it was very time-consuming. Furthermore, they
opined that students had a poor attitude towards learning because AfL. demanded acontinuous

learning and assessment system. In this regard, participant-2 presented her view like this:

Assessment for learning (AfL) does not help students in their learning. The AfL gives
chance of duplication, If the student is absent in school due to some causes there is the chance of

copying from his or her friends. sometimes the parents or elders may do the task for the students.

Two participants among the six shared that the task of adjusting instruction was very
difficult. It was a burden and ineffective due to the teachers' limited time and resources. The 5"
participant’s version was similar with this notion, So, it would be better to state the opinion of the

5™ participant:

In Afl, practice teachers need to aligning instruction with the targeted outcomes and
creating differentiated teaching strategies and learning opportunities for helping individual
students move forward in their learning. Managing instruction in the pace of students learning is
very difficult for me. Furthermore, collecting students’ information regarding learning skills, the

teachers have to manage each portfolio for an individual within a limited time.

The above stated notion of the teacher indicates that implementing AfL is difficult task.
Teachers have a negative attitude about AfL. AfL. demands democratic classroom culture, where
students feel safe to say what they do not understand and give and receive constructive feedback
from peers. The teacher must establish a supportive and collaborative classroom environment,
but a teacher who does not want to share power cannot apply AfL. In an AfL classroom, there
must be distributive power; this means that the relationship in the classroom must be supportive
and collaborative. There must be mutual trust among students and teachers. Teachers who have
the old mindset do not want to share the power. In such an environment, students feel unsafe
and for learning. In the opinion of the participant teacher, it is very difficult because of the time
limitation. He has realized that the time of 45 minutes was not suitable to record all information

of the students in the classroom. In the AfL system, teachers need to be more willing to provide
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helpful feedback and suggest additional activities for further learning. But the participant teacher
expressed that students understood the feedback as criticism and they did not perceive it as

needed information for further improvement in their learning.
Infrastructure and Resources for the implementation of AfLL

This theme was generated based on interviews with the majority of the interviewees.
Regarding the proper implementation of AfL, the educational institution should be well equipped.
During the interview, the teachers viewed that there was a lack of appropriate materials,
resources, and infrastructurefor the effective implementation of AfL. AfL is not a single entity; it
is the combination of different aspects such as aligning instruction, identifying the particular learning
needs of the students, and selecting and adopting the learning needs of the students. It requires
many resources or materials such as papers, files, and separate racks for portfolios to keep the
individual records of the students. Individual recording systems, and progress charts are very
important components for the proper implementation of AfL. As the interviewee shared, the
implementation of AfL in Nepalese schools found a very poor situation; most of the schools
lack even the fundamental AfL materials like forms and files. This is justified by the opinion of

participant-1

There are many challenges for the proper implementation of AfL because we do not have
extra resources for the project work and our classroom environment is not appropriate for proper
implementation of AfL. She further added that in most of the cases our head teacher could not
provide us extra materials such as file, cardboard and color. In the absence of the materials we

(teachers) could manage these materials by ourselves.

This evidence proves that schools lack the needed basic materials for the proper
implementation of AfL in the school. Most of the teachers, who are teaching in the government
schools, are facing the same problems or challenges of materials while implementing AfL in
the teaching field. Not only materials and resources, but the practices of AfL also require other
infrastructures like racks, extra rooms, and well-equipped and well-managed classroom. This

theme is generated from the interviews of participant 3, who reported:

Poor infrastructure is a problem for the teacher. In our school, there are no proper racks to

manage the students’ portfolios, which are the main challenge to implement AfL.

As the participants reported, most of the government schools of Nepal did not have

proper physical infrastructure to manage AfL and its tools like a record file. Based on the above

Education Review Journal Volumn 3 July 2026




62 Basic Level Teachers’ Perception of Assessment for Learning (AfL)

mentioned information expressed by the teacher, AfL is not the “one size fit s all” practice. AfL
requires a feeling of comfort while debating and defending their viewpoints; at the same time,
there should be a culture of sharing ideas between and among the teachers and students. In AfL,
teachers and students both determine the task. But our curriculum is content-loaded and out
testing culture is content-based rather than performance -. Such a curriculum demands teacher-led

activities and accomplishment of the content within a fixed time.
Participant 4 reported a similar experience while implementing AfL:

Poor and unconducive classroom environment works as a barrier for proper implementation
of AfL. For classroom discussion and class work many schools lack sufficient rooms, desks and

benches, and well-prepared teachers.

From the above view mentioned by the participant teacher, it is clear that most of
the Basic level teachers are facing the challenge of poor infrastructure for the proper use and
implementation of AfL. With limited rooms and buildings, the implementation of AfL is limited
in imagination. In this way, based on the interview information, a conclusion can be drawn
that insufficient resources, materials, and poor infrastructure are the hindrances for the proper
implementation of AfL at the Basic level. Due to these causes, teachers were found reluctant to

implement AfL.
Workload and Time Limitation for AfL.

Classroom crowdedness and over workload are other barriers to the proper
implementation of AfL in the school. Based on interview information obtained from the
participant, it can be drawn that most of the teachers have to engage in different tasks such as
teaching, homework checking, discussing, and involving the students in project work within
the limited time bound. On the other hand, they have an overload of work for the proper

implementation of AfL.. A female participant expressed her opinion in this manner:

I felt that the heavy workload of the teacher is also a problem for the teacher. she has to
teach, take attendance, use materials, discuss with students, check homework and classwork, and

assess their performance within the limited time of 45 minutes.

The participant expressed her view about the heavy workload and limited time bound
for the teachers as a challenge of AfL in teaching and learning activities at the basic level. As she

reported, most of the teachers in Nepal were very busy with teaching tasks only. They had to
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teach 6/7 periods per day, so teachers did not have extra time to carry out the different activities
for the improvement of students' learning. Overwork, a busy schedule, and class crowdedness are

the other hindrances for the proper implementation of AfL.
AfL Related Training Program for Teachers

This theme is based on the opinion of the two teachers who were involved in the
interview. They were participant 1 and participant 4. Regarding the teacher training and inclusion
of AfL-related content, they opined that the existing teacher training program did not incorporate

the AfL-related content and training manual.

Assessment is an integral part of the teaching and learning process, not something just
done after instruction to document student academic achievement. Thus, incorporation of an
assessment literacy course in a teacher training course is very important and decisive. Assessment
literacy signifies what assessment knowledge and skills are needed by teachers. Regarding the

inclusion of an AfL-related training package, participant-1 shared his opinion in this way:

AfL is a new concept and approach for teachers. Neither training package nor resource
persons of the training program talk about it. As I have experienced, training agencies have not
provided any training programs for the teachers about the proper implementation of AfL in the
classroom situation. So, in my realization, the lack of proper training for the Basic Level teachers

about AfL is a challenge.
Conclusion

Teachers have a prominent role in the proper implementation of AfL. So, we can say
the teacher is the key agent for the proper implementation of AfL. Through this study, I tried
to explore teachers' perceptions and practice of AfL. The information obtained from teachers’
interviews depicts that many teachers have agreed that AfL is necessary to be implemented in the
classes for effective teaching and improvement in students’ learning process. Teachers’ feelings
are that they can not implement AfL in the existing situation. It can be concluded that in the
absence of the required materials and trained teachers, AfL could not be implemented properly.
Most of the teachers have expressed that AfL helps students in the improvement of their learning

and it also helps bring reform in the pedagogy.
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Abstract

The reflective review aims to analyze the mathematics test items used by the Educational
Review Office (ERO), Nepal, for grades 5, 8, and 10 within the framework of the National
Assessment of Student Achievement (NASA). Using qualitative document analysis, a few items
are also compared against the international standards of PISA and TIMSS to assess curricular
alignment and cognitive demand. The results indicate that some institutional strengths, such as
bilingual accessibility (Nepali and English), the coverage of learning outcomes as mentioned in
the national curriculum, and the use of student background questionnaires to link achievement to
socio-economic factors, are well connected. However, a comparative review signals that NASA
items are heavily weighted toward knowledge recall and the routine procedural nature of problem
solving, often featuring decontextualized mathematical items. The international benchmarks

emphasize mathematical literacy, requiring students to develop, apply, and interpret mathematics
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in complex real-world contexts. The recommendations include incorporating context-rich items
and a greater proportion of higher-order reasoning tasks to better align with global competency

standards.
Keywords: assessment, mathematics, mathematical literacy, real-world problem
Context and Background

The Educational Review Office (ERO), established under the Ministry of Education
and Sports, is the body responsible for evaluating the quality of school education in Nepal.
A foundation of its evaluation strategy is the National Assessment of Student Achievement
(NASA), which serves as a large-scale, system-level assessment of student achievement. Unlike
traditional examinations designed for student certification, NASA’s primary goal is to provide
evidence-based feedback on the effectiveness of the national-level curriculum, pedagogical

practices, and assessment strategies.

NASA focuses on core transition points in the school system: Grades 3, 5, and §
(completion of basic education) and Grade 10. The assessments include student background
questionnaires that collect information on socioeconomic status, home language, ICT access,
and teacher-student interactions, enabling a nuanced understanding of the relationship between

student achievement and learning environments.

In recent years, NASA has not only focused on assessment and monitoring; it has also
prioritized educational reform by generating nationally representative evidence on students'
learning achievement and providing evidence-based feedback to evaluate the effectiveness of
curriculum implementation, teaching practices, resource allocation, and educational equity. The
findings from NASA have been used by policymakers, curriculum developers, teacher educators
and development partners to identify learning gaps and inform targeted interventions to improve
educational quality. As Nepal's school education curriculum moved into a competency-based
approach and learning-centered reforms (CDC, 2019), the role of NASA has become increasingly
important in assessing whether students are acquiring the competencies envisioned in the national

curriculum.

The growing emphasis on students' performance assessments conducted by international
agencies such as the Program for International Student Assessment (PISA) and the Trends in
International Mathematics and Science Study (TIMSS) has also increased expectations regarding

the quality and scope of national assessments. The large-scale assessment programs such as PISA
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and TIMSS have expanded the understanding of mathematical proficiency beyond procedural
knowledge to include reasoning, problem-solving, communication and the application of
mathematics in authentic contexts. Consequently, national assessments are increasingly expected
not only to measure curriculum alignment but also to provide evidence of students' deeper
understanding and ability to apply mathematical knowledge in everyday life and future learning.
Within this context, a reflective analysis of NASA mathematics test items is both timely and
necessary to determine the extent to which these items reflect mathematical competence and align

with emerging international standards for educational assessment.
Purpose: A Reflective Analysis of Test Items

The purpose of this review is to examine the test items of mathematics used in the
National Assessment of Student Achievement (NASA) at grades 5, 8, and 10 and evaluate
whether they provide meaningful evidence of students' mathematical competencies. Specifically,
the review explores whether the assessment items adequately capture the scope of mathematical
learning envisioned in Nepal's national curriculum, including conceptual and procedural
understanding, problem-solving abilities, reasoning, and the application of mathematical
knowledge and skills across different contexts. Given the emphasis on a competency-based
curriculum, it is important to assess whether NASA test items measure not only what students
know in the knowledge domain but also what they demonstrate with their mathematical
knowledge. More specifically, this paper examines the curricular alignment by investigating
how well the assessment items reflect the intended learning outcomes. Second, it analyzes the
cognitive demand of the items by considering the balance among knowledge recall, procedural
application, conceptual understanding, and higher-order reasoning. Third, it also argues whether
the NASA mathematics items align with the internationally recognized assessment frameworks,
particularly the mathematical literacy framework of the Program for International Student
Assessment (PISA) and the content and cognitive domains of the Trends in International
Mathematics and Science Study (TIMSS).

Ultimately, the purpose is not only to evaluate the quality of existing test items but also to
generate recommendations to strengthen the validity, significance, and policy usefulness of future

test item construction.
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Method: Document Review

This study employs qualitative document analysis, a systematic procedure for reviewing
and evaluating resources to extract meaning, gain understanding, and develop empirical

knowledge (Bowen, 2009). The following resources were reviewed during this process.
Grade 5: Based on test sets G5M1, G5M2, and G5M3 (2022 and 2026)
Grade 8: Based on test sets GEBM1, G8M2, and G8M3 (2025)
Grade 10: Based on test sets G10M1, G10M2, and G10M3 (2023)
Strengths of the NASA Items
This section demonstrates the strengths of the NASA items for grades 5, 8, and 10.
Strengths of NASA Items: Grade 5

The NASA test items used in grade 5 are designed to assess students' foundational
numeracy skills and basic mathematical reasoning. One of the strengths of these sets was their
inclusive bilingual presentation, in which the items were developed in both Nepali and English.
The instructions and questions are provided in both Nepali and English, ensuring that students are

assessed on their mathematical competence rather than being limited by language proficiency.

The assessment items show a strong alignment with basic life skills and foundational
mathematical concepts. For example, rather than simply asking for definitions and procedures,
the items require students to interact with visual representations of real-world objects, such as
calculating the perimeter of a classroom "whiteboard" or finding the volume of a 3D box. This
approach bridges the gap between abstract mathematical concepts and physical reality. The items
that require students to complete shopping bills (listing goods, rates, and amounts) and to read
simple bar graphs of student preferences provide enough space for students to use their creativity.

These tasks measure functional numeracy, which is essential for lower-grade students.

Furthermore, the grade 5 items employ effective cognitive scaffolding that helps students
develop a deeper understanding, beginning with lower-level tasks. The assessment begins with
multiple-choice items that cover basic recall and identification skills, such as identifying the
number of sides in a triangle or rounding numbers to the nearest thousand. It then proceeds
to more complex operations, such as simplifying algebraic expressions. By asking students

about their home language, parental education, and access to ICT (such as smartphones and the
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internet), the correlation between foundational achievement and socio-economic factors can be

established, providing a rich dataset for policy improvement.

The curricular alignment seems strong in areas such as number sense and simple
geometric identification, reflecting the basic education focus on foundational literacy and
numeracy. Regarding cognitive demand, items are heavily weighted toward recall (e.g., counting
the sides of a triangle) and procedural application (e.g., rounding numbers), with limited
emphasis on higher-order reasoning. This balance between conceptual and procedural knowledge
in mathematics (Manandhar et al., 2022), ensures that students have basic skills before

encountering complex mathematical modeling in higher grades.
Strengths of NASA Items: Grade 8

In grade 8, we can observe that the NASA items attempt to bridge the gap between
basic arithmetic and secondary-level mathematics. In these items, the gradual focus on formal
logical structures and scientific representation of mathematics is the major strength. Items such
as students needing to use scientific notation to write numbers or to solve disjoint sets problems

show evident progression moving towards building rigor in secondary education.

The geometry in Grade 8 is particularly well-constructed, with a focus that goes beyond
simply identifying shapes, applications, properties, and formulas. For instance, learners are asked
to calculate the area of a rhombus when they are provided with the lengths of the diagonals, or to
determine the area of a circle given a specific radius. This requires students not only to remember
the formula but also to apply it to a given model. The use of visual-spatial reasoning, which
is also considered a core mathematical skill at the school level, is a strength evident in items

involving comparing heights using ratios or identifying coordinates on a grid.

The Grade 8 items also focus on assessing their fluency in algebra. Having the
components of the Highest Common Factor (HCF) and Lowest Common Multiple (LCM) for
algebraic expressions, along with factorization-related tasks, ensures that the assessment covers
the core curricular goals in the completion of basic education. Dividing into two groups, group
A and group B, with objective and subjective questions, allows for balanced assessment of both
quick procedural knowledge and step-by-step problem-solving skills for contextual problems.
Such a structure and set of questions strengthen the data-driven assessment. It also adds value
by probing learners about their learning environment, ICT use in the classroom, teacher support,

and even exploring perceptions of bullying, which guides ERO in understanding the contextual
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barriers to learning at this critical age. The items are well aligned with the competency standards,
especially in the areas of introducing the notation of formal algebra and demonstrating geometric

knowledge and competency by the end of basic level education.

The focus here shifts significantly from cognitive demand to assessing procedural
applications for executing multi-step operations, such as finding LCM or calculating areas. While
the reasoning domain is not completely ignored and is well incorporated, significant emphasis is

given to the assessment of conceptual understanding and procedural fluency.

Strengths of NASA Items: Grade 10

The Grade 10 NASA items are highly aligned with the secondary-level standards
and are technically advanced. Integrating complex geometric and trigonometric applications
together is the key strength of these items and the assessment. It covers topics such as Circle
Theorems, which include properties of tangents and cyclic quadrilaterals; identifying the volume
of combined solids, such as a cone surmounted by a hemisphere; and solving trigonometric
problems, including angles of elevation. These items require students to apply and learn multiple

mathematical concepts in a single solution.

Additionally, in Grade 10, another key strength is aligning the assessment items with
international benchmarks like PISA. One Grade 10 set explicitly includes a PISA-labeled
problem (i. e., The Farmhouse Roof), which requires students to translate a complex 3D physical
structure into a mathematical model to find area or volume. This shift toward mathematical
literacy, the ability to use math in unfamiliar contexts, is a major step forward for the NASA
framework. Through the algebraic items, students can demonstrate a high level of rigor, involving

the rationalization of surds and the solution of simultaneous equations with multiple variables.

Grade 10 sets expand beyond just statistical applications. Students are not only given
the chance to read graphs but are also asked to identify median classes and find quartiles from

grouped data, which are essential skills for data interpretation.

Finally, another key strength is the comprehensive background questionnaire. Through
the questionnaire, they collected detailed data on their students' future career aspirations, their
specific use of and competency with digital materials such as YouTube videos for learning,
and their relationships with their teachers. This allows ERO to produce reports that not only
inform what students know but also provide explainable, data-backed evidence on why they

might be succeeding or failing, based on their access to technology and the quality of classroom
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instruction. This holistic approach adopted by NASA Grade 10 items makes it a powerful tool for

system-wide educational reform.

Grade 10 items show strong curricular alignment with the appropriate-level standards
and integrate topics such as trigonometry and statistics that are essential for higher-level
education pathways. The cognitive demand of the assessment is higher in this grade, striking
the right balance between routine procedural application and items requiring a deep conceptual
understanding of geometric theorems. Notably, the inclusion of the farmhouse roof task assesses
the demand for higher-order reasoning, which, as a result, challenges students to formulate and

interpret mathematical models in complex real-world contexts.
Strengths of PISA and TIMMS Items

The development of PISA and TIMSS items followed a specific international process
to ensure cross-national validity and scientific reliability. The International Association for
the Evaluation of Educational Achievement (IEA) developed the TIMSS items and organized
them into specific content domains (Number, Algebra, and Geometry) and cognitive domains
(Knowing, Applying, and Reasoning). These items are intended to provide feedback on students'
understanding and allow education systems to benchmark their performance against international
averages. Similarly, PISA items are organized in 'unit form,' consisting of a stimulus, such as
a photograph, diagram, or real-world scenario, followed by several questions. The key focus
of PISA is mathematical literacy, assessing how well 15-year-old students can apply their
knowledge to real-life challenges, such as interpreting the area of a continent from a map scale
or modeling the structure of a farmhouse roof. The latest question patterns (i. e., context-driven

mathematical tasks) developed by the CDC also align with this principle.

A notable similarity between these international assessments and ERO's NASA items
is the shared goal of system-level monitoring rather than individual certification. NASA items
for Grades 5, 8, and 10 mirror the cognitive scaffolding found in TIMSS, moving from basic
knowledge recall (Group A) to more complex application and reasoning (Group B). Furthermore,
NASA has begun to explicitly integrate international standards; for example, the Grade 10
NASA assessment directly includes released PISA items, such as the "Farmhouse" pyramid roof
problem, to measure higher-order modeling skills. Both NASA and TIMSS also utilize released
items to identify student misconceptions and provide a basis for remedial pedagogical strategies.

The differences lie largely in the contextual complexity and cognitive depth of the items.
While PISA and TIMSS items almost always require students to interact with a complex as rich

stimulus such as a "Walking" formula for pace length or a "Braking" distance chart, many NASA
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items remain "decontextualized" mathematical expressions or routine procedural tasks. For
instance, NASA Grade 5 and 8 items often focus on direct simplification or standard geometric
identification. In contrast, PISA items frequently require students to "formulate" a problem
from a real-world context before solving it. Additionally, PISA and TIMSS provide highly
detailed coding guides with multiple "partial credit”" levels and examples of common incorrect
student responses to ensure objective scoring across dozens of countries, a level of technical
documentation that is more extensive than the basic scoring keys typically seen in NASA sets.

The scholarly work of Joshi (2023) provides critical evidence for this review, specifically
identifying the need to "mathematize" real-world problems in the Nepali context. Joshi’s
research highlights that, although the national assessment aligns well with content strands such
as arithmetic and algebra, there is a noticeable gap in assessing contextual complexity and
higher-order reasoning, as recognized by international benchmarks. He identifies linguistic
and cultural barriers as significant factors. According to him, assessments must move beyond
measuring routine application to assessing how effectively students can formulate and interpret
mathematical concepts across diverse situational domains, thereby driving pedagogical reform
(Joshi & Shrestha, 2022).

Finally, a structural difference is NASA’s unique integration of Student Background
Questionnaires directly within the test booklets. While PISA and TIMSS collect background data,
NASA’s inclusion of questions regarding home language, ICT access (smartphones and internet),
and even perceptions of teacher bullying alongside the math items allows for an immediate,
localized correlation between achievement and Nepal’s specific socio-economic challenges.
Furthermore, NASA items are fundamentally bilingual (Nepali and English) to ensure linguistic
inclusivity. While PISA and TIMSS are translated into many languages, they do not typically
present multiple languages simultaneously on a single test form. These differences draw our
attention to NASA's role as a tool for national policy reform that is gradually evolving toward

international literacy-based frameworks.
Comparing NASA items and PISA/TIMMS Items
This section compares item modalities between NASA items and PISA/TIMSS items.
Contextual Questions

NASA items developed by the Educational Review Office (ERO) typically feature
simplified real-world contexts or "decontextualized" mathematical expressions, such as

calculating the perimeter of a classroom whiteboard, the volume of a standard box, or finding the
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HCEF of algebraic terms. While ERO has begun to integrate international standards by including
PISA-style units like the Farmhouse Roof in Grade 10, many items remain limited to routine
school scenarios. In contrast, PISA items are built around complex "units" that provide extensive
stimuli such as photographs, map scales of Antarctica, or diagrams of braking distances requiring
students to extract and interpret data from authentic real-world environments. Similarly, TIMSS
items use rich scenarios, such as multi-step problems involving letter writing or garden patterns,

whereas NASA's contexts view procedural tasks as secondary.
Level of Cognitive Difficulties

In the NASA items, the cognitive domain has primary weightage for knowledge recall
and routine procedural application. In Grades 5 and 8, students are often asked to identify the
number of sides in a triangle, state the rounding numbers and write values in scientific notation.
Even in Grade 10, despite placing higher weightage on cognitive demand, students often perform
memorized proofs of standard theorems, such as proving the area of a parallelogram is double
that of a triangle on the same base. An analysis of Nepali middle-school mathematics textbooks
showed that more than 92% of the exercise tasks were of low cognitive demand, focusing more
on procedural execution without paying much attention to meaningful conceptual connections,
while over three-quarters of the tasks were supported by similar worked examples (Basyal et al.,
2022). Conversely, TIMSS and PISA are explicitly scaffolded across Knowing, Applying,
and Reasoning domains. For example, TIMSS includes items that challenge students to
identify the 100th term in a sequence, requiring a level of abstract reasoning that extends

significantly beyond the routine mechanics typically assessed in NASA.
Mathematical Reasoning

In NASA's test items, mathematical reasoning is generally measured by demonstrating
linear, logical steps in multi-step word problems or formal geometric proofs. These items, such as
finding the value of in a Venn diagram or calculating currency exchange, usually lead to a single
objective result. In contrast, PISA items demand higher-order reasoning that is often qualitative,
such as explaining why one irregular shape has a larger area than another or describing a method
to estimate the perimeter of an irregular figure. Similarly, TIMSS reasoning items require
students to generalize patterns or justify why a specific arrangement of digits produces the

greatest possible product, emphasizing the thinking process over the final calculation.
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Procedural and Conceptual Understanding

NASA items place a high standard on procedural fluency, with a significant portion of
the test booklets dedicated to the direct simplification of expressions or the solving of equations.
Conceptual understanding in NASA is often assessed by applying specific definitions, such
as those involving proper and improper subsets. PISA and TIMSS, however, focus more on
conceptual modeling; for instance, PISA requires students to match height-time graphs to the
physical shape of a water tank, testing the concept of rate of change rather than just volume
formulas. While NASA Grade 10 items involving combined solids (e.g., a cone surmounted by
a hemisphere) test application, they remain largely formulaic compared to the literacy-based

conceptual challenges found in international assessments
Suggestions/Implications to ERO

To strengthen the National Assessment of Student Achievement (NASA) and align it with
international benchmarks like PISA and TIMSS, the Educational Review Office (ERO) should
implement the following five strategic enhancements:

First, ERO should move from a cognitive balance of tests of knowledge recall and routine
procedural application (such as basic rounding or simplifying "decontextualized" algebraic
expressions) towards the more "Reasoning" domain, which demands that students generalize
patterns, justify their mathematical choices, and attempt to solve non-routine problems. Second,
the assessment should change from isolated questions to context-rich "units" modeled after PISA,
featuring a central stimulus, such as a real-world scenario involving construction, market, trade,
or geography, that requires students to formulate, apply, and interpret mathematics in an authentic
environment. Third, systematic effort should be made to move beyond "functional numeracy"
toward higher-level mathematical modeling, challenging students to critique data sets or identify
bias in statistical representations. Finally, with growing access to smartphones and the internet,
ERO should begin developing Computer-Based Assessments (CBAs) to measure dynamic
reasoning and digital literacy skills and competencies that are increasingly prioritized in the

global assessment system.
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Abstract

Internal Examination is an integral part of the assessment system in education in Nepal
and across the globe. Existing research gives limited attention to how bachelor-level English
language learners in Nepalese universities experience internal examinations despite their
important role in student monitoring and academic influence. The present study is qualitative
in nature, based on the experiences, problems, and opinions of the fourth-year students of the
Bachelor of Education (B.Ed.) in English at Mahendra Multiple Campus (MMC), Dharan,
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regarding the internal examination. Open-ended questionnaires and Focus Group Discussions
(FGDs) were used to gather data from purposively selected fourth-year students who had
experienced internal exams in their previous years. The four main themes drawn for the thematic
analysis were Assessment Practices, Student Effort and Preparation, Institutional Support, and
Teacher Support. Results reveal that students identified internal assessment as an effective
instrument for following their learning progress and preparing for external assessment, but at

the same time, there were challenges to be overcome, such as limited assessment activities,
inconsistent assessment implementation, non-transparent and delayed assessment feedback, poor
assessment planning, limited access to learning resources, and inadequate teacher support in
assessment. The study makes a valuable contribution to the conversation about assessment reform

in the context of the higher education system in Nepal.

Keywords: internal examination, assessment practices, students’ experiences, English

education, higher education
Introduction

The assessment process is one of the most important aspects of the learning process, and
it sets parameters for measuring learning and its progress, and identifying the areas of learning
that require development. Internal examinations have a special role in the assessment process in
higher education among different types of assessments. An internal examination is conducted
by the course teachers and the administration of the institution, as opposed to the external
exam conducted by national or regional exam offices. They can take a variety of forms, such as
written tests, oral presentations, group work and project work, and are designed for a continuous,
cumulative and holistic representation of student achievement over the course of the year (Badyal
& Singh, 2018).

Internal examinations in Nepal have slowly been formalized as a part of the assessment
system in higher education. There are different provisions of internal assessment under Tribhuvan
University (TU), the largest and oldest university of Nepal, according to educational level and
faculty. Internal assessments contribute up to 40% of the total weightage in master-level (M.Ed.)
programs. This system is not only designed to evaluate students but also to help motivate them to
keep studying content throughout the semester, as opposed to depending on a single high-stakes
final exam. Internal assessment will generally include mid-term tests, presentations, attendance,
and assignments handed in. But in a bachelor’s degree in the regular annual programs under

the faculty of education, there is no formal provision of internal assessment. But despite the
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absence of formal policy, many campuses manage internal examinations for formative evaluation

purposes by their own internal decision.

The process and implementation of the internal examination system in many institutions
in Nepal are not clear and supportive for the learners. Students often get unclear standards of
assessment, inconsistent arrangements for exams, and low or poor levels of feedback (Acharya,
2022; Pageni, 2025). However, previous studies examining this have a tendency to concentrate
on structural or policy issues of assessment rather than the lived experience of the student. This
gap is significant when considering English language learners at the undergraduate level who
also have the additional challenge of navigating the assessment system in addition to linguistic
and pedagogical challenges. This study aims to fill this gap by focusing on the voices of B.Ed.
fourth-year English students of MMC Dharan. The final year of bachelor-level students has faced
the internal examination system for several academic years, which means that they have the
benefit of being able to share their experience and perspectives from different years of classes.
Regarding the gap, this study aims to explore what students generally state about experiencing
the internal examination and its process, to look into what difficulties students face in the internal
examination, and to explore how the internal examination system can be improved to facilitate

students’ learning.

This study is mainly based on two theories. Constructivist Learning Theory (CLT) by
Piaget (1952) offers the model that learning is meaningful and acquired through interaction with
the content, and is not passively received; knowledge should be constructed through the design
of assessment, not the passive reproduction of information. The Assessment for Learning (AfL)
framework, developed by Black and Wiliam (1998), emphasizes the place of assessment in
facilitating better learning, with feedback, student engagement, and clear indications of learning
goals at the center. These can be used together to give a prescriptive standard to examine and
rethink the existing internal examination processes at MMC Dharan.

Literature Review

Piaget (1952)states that the learning process should not be passive, but it should involve
students in the creation of meaning by participating in a variety of experiences and reflecting on
them. In higher education assessment, constructivism proposes the use of assessment formats
that stimulate analysis, application, and creation instead of memorization (Fuentealba, 2011).
Assessment tests what we have memorized, which contradicts the actual principles of learning.
Structured project work, presentations, and group activities can be better designed in accordance

with constructivist principles because they demand genuine cognitive activity.
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Black and Wiliam (1998), who proposed the assessment for learning (AfL) approach,
argued that assessment serves a purpose that goes beyond simply recording to enhance learning.
It emphasizes how assessment should be employed not just to measure learning, but also to
enhance and build positive knowledge. Some of the key AfL phrases are: "specific and actionable
feedback," "self- and peer-assessment," and "assessment data" used to adjust and improve
instruction. If internal exams grant marks without any comments, the formative value of the
marks is lost (Sadler, 1989). Harlen (2007) also states that feedback must not be supplementary,
but the central mechanism through which assessment promotes learning growth. Although
these conceptual frameworks are not integrated, they suggest a basis for the analysis of internal

examination practices in this study.

Assessment is an agreed, shared component of students’ learning experiences,
which has the capacity to impact on students’ learning by influencing their preparation,
participation and reflection. Through appropriate, timely and constructive assessment, and
well-planned assessments, there is increased student engagement, motivation and confidence.
More involvement brings in more active learners, self-regulated learners and better academic
outcomes, which has a positive impact on learning outcomes. On the other hand, ambiguity in
assessment processes, inadequate feedback, and inconsistent practices have a negative impact
on engagement, anxiety, and learning. In this sense, assessment practices, feedback, students’
engagement, and learning experiences are all tightly bound to each other, where each of them

influences and reinforces the others in the teaching-learning process.

There has been an increasing interest in assessment practices in the higher education
context in Nepal; however, student experience is under-researched. Based on the realities of the
present examination system, Acharya (2022) pointed out some existing weaknesses, such as
limited accountability of examiners, low use of technology and excessive dependence on paper-
and-pencil formats. The study pointed out that these issues reduce the quality of higher education

in comparison to internation,al standards.

In the same way, a case study at Tribhuvan University by Adhikary (2023) showed that
internal assessments could positively affect students’ motivation, study habits and confidence.
But the research also reported that there was a lack of consistency in the assessment criteria used
and the absence of adequate infrastructure, which greatly affected their effective implementation.
Significantly, students appreciated the formative assessments for the feedback they received in

real time, and good teacher/learner interaction to enhance the learning process.
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Ranjit (2022) explored the English language assessment policies and practices in
Nepal and found that there is a gap between the policy in the form and the classroom practices.
Traditionally, examination-based assessment is still predominant in most classrooms, whereas
national policies suggest a different way of assessment, i.e., communicative and continuous
assessment. The research identified inadequate teacher training, inadequate resources, and

misalignment between curriculum goals and assessment methods as major factors.

In recent years, educational policies in Nepal have been enhancing communicatively
oriented English teaching and continuous evaluation, as mentioned by Shrestha and Gautam
(2022), with the assistance of the British Council. But, in reality, the classroom is still dominated
by memorizing and by examination-oriented teaching. They suggested stronger teacher training,

the shift towards flexible assessment methods, and enhanced policy-practice alignment.

Khatri (2025)attempted to explore the perception of system fairness in internal
assessments for college students in Nepal and concluded that, in the case of college students,
subjective biases of teachers often balance objective standards of evaluation. Another issue that
emerged from the study was the absence of timely and relevant feedback, which does not allow

students to make meaningful changes in their next exams.

For internal assessments, Gaulee and Bista (2019) pointed out that internal assessment
could be used to improve student motivation and engagement, such as through the use of
formative feedback mechanisms. But there were inconsistencies in assessment criteria, and
the lack of institutional support for the effective application of the internal assessment process
was reported. The results are corroborative of those of Adhikary (2023) and repeat the need for

consistency in the assessment process.

Recently, an exploratory examination by Parmigiani et al. (2024) examined how
formative assessment is implemented within higher education programs for future education
professionals. As students participate in continual embedded formative assessments, they gain
a greater understanding of the complicated assessment concepts and are extremely enthusiastic
about applying various forms of assessment. The key findings of the study include that formative
assessment needs to be an ongoing activity rather than episodic and must be woven into the
learning process to facilitate self-reflection as part of learning (Parmigiani et al., 2024). This
international example illustrates just what is lacking in the Nepali scenario to break out of the
summative, teacher-focused culture and move to a developmental system of feedback which is

provided in a timely and actionable manner.
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Although previous studies in Nepal have examined assessment policies, implementation,
and institutional challenges, little is known about how undergraduate English students actually
experience internal examinations in their day-to-day learning. Their perceptions of assessment
practices, feedback, fairness, and institutional support remain underexplored. Addressing this
gap is important because students’ lived experiences provide valuable evidence to improve
assessment practices and make internal examinations more transparent, supportive, and effective
for learning. Several related studies provide insights into the structural and policy frameworks
of assessment, but few are from a student’s perspective, especially at the bachelor’s level among
English Language Learners. Existing works mostly approach students as the objects of the
assessment process rather than as informed voices with meaningful comments on assessment
quality. This research aims to fill that gap by documenting the first-hand experiences of B.Ed.
English students in MMC Dharan and how their experiences have translated into evidence-based

insights into assessment reform.
Methods and Procedures

The research design employed in this study is a qualitative research design, integrating
descriptive and thematic analysis to explore students’ experiences with internal examination.
The qualitative descriptive research design can be used in this study because the research
is used to describe and understand the natural conditions of students related to the internal
examination research. It is based on the perspectives, perceptions, and meanings attributed by
the participants and is operated by qualitative data; thus, a rich description and thematic analysis
are possible instead of numerical measurement (Jackson et al., 2007). The study is not designed
to measure student attitudes numerically, but rather it aims to describe the texture, complexity,
and situatedness of the lived experience of a group of English language learners in a specific

institutional context.
Participants and Sampling

This research was conducted with B.Ed. fourth-year major English students at Mahendra
Multiple Campus (MMC), Dharan, one of the constituent campuses of Tribhuvan University. As
the participants, all 46 students of B. Ed. fourth-year major English students were selected using
the purposive sampling method who follow these criteria: (a) currently pursuing a B.Ed. degree in
their Final Year, (b) majoring in English as the major subject, and (c) first-hand experience with
conducting internal examinations within the previous academic years. Similarly, four students

(two boys and two girls) were purposively selected for a focus group discussion (FGD). The
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reason for selecting fourth/final year students was that they have good experience with internal

examinations and they can provide accurate, comprehensive, and trustworthy data for the study.

Data Collection Procedure

To complete the study, two basic data collection tools were used for comprehensive data
collection. Firstly, an open-ended guideline questionnaire, having 10 questions, was used to
gather individual written responses about the experience, perceptions, and suggestions of students
with internal examinations. Open-ended questions gave participants a chance not to be restricted
to what to say, but rather to speak in their own terms. Secondly, an FGD was conducted for about
two hours with the selected students, for gender representation. Secondary sources such as peer-
reviewed journals, research reports, policy documents and books were also used to contextualize

primary findings within the wider research literature.
Data Analysis Procedure

A systematic qualitative thematic analysis approach, which was described by Clarke
and Braun (2014), was used for data analysis. The researchers reviewed responses to the
questionnaires and the FGD transcripts several times to reach data familiarity. Second, to
generate data-driven themes, the initial codes were identified by attending to the common words,
phrases, and ideas of students’ experiences. Third, these codes were clustered into larger patterns
or categories, which came to represent four general themes: Assessment Practices; Student Effort

and Preparation; Institutional Support; and Teacher Support.

Direct evidence from the responses of the students was provided for each theme, with
verbatim quotations where appropriate to allow for the authenticity of the voices of the students.
Descriptive analysis was applied to summarize general trends and deeper interpretive insights
gained through a thematic analysis. Primary data were also checked for cross-confirmation

against secondary data to make it more valid with the empirical evidence.
Ethical Considerations

As an ethical consideration, all participants gave informed consent before data were
collected. Participation was entirely voluntary, and all participants were informed of their right
to withdraw at any time without consequence. This study mentions no specific identifying
information provided by the respondents, and confidentiality and anonymity were maintained

throughout the research. Data were only utilized for academic purposes and stored securely.
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The questions were put in a respectful and non-threatening way, and throughout the study, the
principle of non-maleficence was followed. All secondary sources were properly cited according

to APA 7th edition, and EndNote software was used to manage the citations and references.
Results and Discussion

Questionnaire responses and FGD transcripts gathered from data collection were
thematically analyzed to derive four thematic areas: Assessment Practices, Student Effort and
Preparation, Institutional Support, and Teacher Support. These four themes were followed by
three sub-themes each. The following is a discussion of each theme using participant quotations
and literature. Verbatim quotes are attributed by the type of source and gender, e.g., FGD

Participant 1 (Female) or Questionnaire Respondent (Male).
Assessment Practices

As Sapkota (2022) notes, assessment encompasses any method or tool that helps
educators collect evidence about student learning in relation to pre-established goals. For this
study, assessment practices are defined as the formats, fairness, how the assessment is marked,
frequency and feedback mechanisms in relation to internal assessments conducted at MMC. The
data show that despite the formative purpose of the system, it is very unsatisfactory in terms
of devices used, i.e., predominantly written formats, and does not offer sufficient grading and

feedback mechanisms to be of value in the formative process.
Limited Assessment Formats

Students reported that internal examinations of the B.Ed. at MMC were almost entirely
conducted as written assessments (examinations), and there was no systematic provision for using
oral presentations, group-based projects, or portfolio-based assessments. This uniformity is a

disadvantage to students with skills beyond written work. One participant shared the issue as is:

When we have to write exams, that’s nothing; it is only written exams, sometimes if we
had oral exams or group projects, at least we would be learning the real thing. I think I am good

at presenting ideas orally, but that has never been evaluated. (FGD Participant 1, Female)

Another participant pointed to a unique opportunity that demonstrated the educational

benefit of differentiated assessments:

So, one teacher in the third year assigned us a group project for an internal exam, that

was where I learned the most throughout that whole year. We engaged in collecting materials,
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discussing, and dividing the work among the groups. But other teachers didn’t provide such a

chance to us. (Questionnaire Respondent, Female)

A constructivist perspective suggests that restricting assessment to written tests might
deprive students of the chance to demonstrate understandings in their practical applications,
their reasoning in collaboration with others, and their creative thinking. All of these are integral
to the process of meaningful knowledge construction as described by Piaget (1952). However,
assessment as a tool to support learning is very effective when it is designed to measure a variety
of student abilities (Fuentealba, 2011), and the AfL framework itself also recommends a variety
of different types of assessments that actively involve students in the learning process (Black &
Wiliam, 1998).

Grading Fairness and Transparency

Participants who engaged in both the open-ended questionnaire and the FGDs were
concerned about the inequity and lack of transparency in the system of scoring and evaluation.
Students claimed they were awarded marks without any explanation of which ones were correct,

incorrect, or insufficient. One of the participants explained his experience:

I studied very hard, but the teacher just wrote down the mark; he didn’t explain why I got
a wrong answer on a particular question, or tell me what I did right. I felt like I was given a mark

without any meaning. (FGD Participant 2, Male)

Another key issue of concern was inter-teacher marking standard variation, as they stated.

A female participant expressed:

According to the result given, how can the same students get vast different marks
from one teacher (subject) to the other in the same department, since one teacher scores nearly
everyone 75%, while the other teacher scores most of them below 60%. Therefore, I think there is
no clear standard at all. (FGD Participant 4, Female)

Students consistently requested explicit rubrics and pre-shared scoring guides that define
grading criteria as a means to increase transparency and consistency in the grading process. Some
of the benefits of rubrics identified by Wolf and Stevens (2007) include their use as a multi-
purpose scoring tool and their capacity to make assessments more accurate and fair. This “halo
effect,” that is, the predetermined impression of a student affecting the objectivity of grading,
has been specifically noted by Acharya (2022) in the context of internal evaluation in higher

education in Nepal.
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Frequency and Feedback

Students preferred the shorter and more frequent tests throughout the year rather than
a single high-stakes written exam. Such a model was seen to be less stressful and a better
environment for regular study. More importantly, the lack of feedback following examinations
proved to be the most highly and consistently voiced concern in all of the data sources. One
participant described the situation directly, “Most of the teachers just read the marks after the
examination; no comment, no improvement; they did not even give us a copy of the answer sheet

so we could see what to work on” (FGD Participant 1, Female.

Another participant explained that they had seen certain feedback, although rare, that was

very powerful.

One teacher once sat near me and pointed out what was a strong aspect I did and what
needed improving, and how I could get the best result ever in that subject. I improved on those
things and got the best result [’ve ever had in that subject. I’m not sure if that type of teacher is in

this place. (Questionnaire Respondent, Female)

A meta-analytic review by Yang et al. (2021) supports the finding that testing students
regularly is highly effective in improving student achievement. Sadler (1989) claims that
formative assessment is only effective when students are provided with clear feedback on
what they have to do to improve. In the absence of such feedback, the internal exams become
summative record-keeping exercises, similar to those documented by Khatri (2025) and to college

contexts in Nepal.
Student Effort and Preparation

The data indicate that the students have a genuine commitment to internal examination
and have made better efforts to prepare for it. This theme reflects the ways that students learn, the
impact of examinations on attendance, how they manage the workload of assignments, and their

response to the demands of the internal assessment in terms of their emotions.
Study Habits and Strategies

Participants mentioned that active preparation methods for exams included both
individual revision and group learning. One student talked about how they would usually prepare

for class:

Education Review Journal Volumn 3 July 2026




English Language Students’ Experiences with Internal Examination in Higher Education 87

I just review my notes, review topics with friends, and prepare with old questions and
make quick notes of each chapter before that night’s exam to get done quickly, even though I

know the internal marks are not important to my final exam. (Questionnaire Respondent, Male)

Others modified their approaches to meet the unique requirements of their particular
subjects and teachers. Regarding the issue, one participant states, “Notes alone are not sufficient
for some subjects, so [ have to use reference books. I try to understand the issue instead of
memorizing it because some teachers ask practical questions in internal exams” (FGD Participant
2, Male).

Such habits align well with Tus et al.’s definition of effective academic study as
comprehensive reading, clear note-taking, and collaborative group study (Tus et al., 2020).
Students’ deliberate and varied effort is evidence that internal examinations positively shape
learning behavior, even though the internal examination system is not optimal in its formative
nature. From a Self-determination Theory perspective, motivation is sustained because students
are intrinsically motivated by an internal drive to meet the challenge of mastery. This is a deep
learning technique to help defuse emotional reactions to assessment. In the long run, preparation
for lessons and attendance create a positive cycle in conjunction with assessment and encourage

students to develop different learning methods that go beyond memorization.
Attendance and Class Participation

There was no formal requirement for students’ attendance for the B.Ed. students, but
participants showed a clearly positive link and consistency between the idea of internal exams,

motivation and regular attendance. One student explained:

When we get the schedule of an internal exam, I do not miss class, but rather, teachers
will share information about what questions might be asked, or discuss important points that [
wouldn’t be able to pick up exclusively from the book, and this keeps me more active in learning.
(FGD Participant 3, Male)

The result indicates that the role of internal examination is not simply an assessment
but also has a positive motivational effect, namely, motivating students, engaging them in the
learning process, and encouraging regular course content review. Several students commented
that there was no formal system for maintaining regular attendance and noted that this was a

missed opportunity to reinforce its motivational benefits.
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Anxiety and Emotional Stress

Respondents reported unpredictability of exam timing and format as a significant concern
from both data sources, which related to exam anxiety. One student explained the effects on their
body and their mind: “Once a teacher announced the exam on Tuesday for Thursday, but I had
another task due Friday, and I couldn’t sleep well on Tuesday, when I was supposed to take the

exam, my mind went blank at the start” (Questionnaire Respondent, Female).

The after-test anxiety for the students was worrying as well. As a respondent stated,
“After the exam, I feel even more anxious because I don’t know how my paper will be marked
and when I will get the results. Just knowing those things would ease a lot of the stress.” (FGD
Participant 4, Female). According to Bayat and Salehiniya (2019), poor institutional planning and
irregular scheduling have been directly correlated with increased academic anxiety, which in turn
reduces the students’ motivation and performance. This can be significantly improved by using

clear marking guidelines and sharing marking times with learners ahead of time.
Institutional Support

An important, often critical theme that came up was the role of the campus administration
and institutional systems in shaping student experiences. Individual reports and occasional
revision sessions with individual teachers and students were known to each other, but there was a

general feeling of inadequate planning, inconsistent procedures, and insufficient resources.
Inconsistency in Rules and Procedures

Students indicated a system in which the internal exams are written and graded to each
teacher’s individual taste, with no departmental consistency or uniformity. The way of confusion
is stated as “Each teacher sets their own questions which they are marking differently, and
a teacher gives short answer questions, and another gives essay-type questions, etc.” (FGD

Participant 3, Male).
One participant pointed out that there’s another version of inconsistency.

Some teachers take internal exams very seriously; others don’t even have a formal exam.
Students in different sections are evaluated in completely different ways, which is unfair for me”

(Questionnaire Respondent, Male).
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Sonnleitner and Kovacs (2020) suggest that in order to be considered fair, an examination
must have transparent and reliable procedures that enable students to understand the assessment
procedure and trust it. If internal exams are not standardized, even at the departmental level,

inequities affect student trust and motivation (Adhikary, 2023).
Absence of an Academic Calendar and Advance Planning

Another related issue was the lack of an academic calendar for the campus, which
clearly mentioned when and how internal exams would be conducted. Students were expected
to be examined internally, as informed in the calendar published by the Campus. Students were
often informed about exam dates just days before the test, and it was very difficult to prepare
for the exam. One participant states, “Sometimes the campus and occasionally subject teachers
announced the exam date very shortly, which wasn’t enough time to get ready and be prepared
for the exam” (FGD 1 Female).

Related to the same issue, another one commented:

We still have not set an academic calendar for this year on our campus; we do not know
the date of examinations or the date of vacations, and even though we don’t know the end of the

semester, how could we plan our studies?” (Questionnaire Respondent, Female)

Without planning directly challenges the ability for students to take responsibility for
their learning as a constructivist theory (Piaget, 1952) and in the primary context of AfL (Black
& Wiliam, 1998). This is somehow consistent with the practical examination conducted at TU
(Karki, 2020).

Access to Learning Resources

A lack of variety of learning resources relating to the students’ interests and cultures in
ELT classes further compounded students’ difficulties in preparing for internal examinations
(Karki, 2018; Rai et al., 2023). Library holdings were frequently described as insufficient, and
internet connectivity as unreliable. A participant expressed, “Our library does not have many of
the books listed as references in our courses. I have to buy them myself or find PDFs online. Not

all students can afford to do that” (Questionnaire Respondent, Male).

Students’ problems with preparation for the internal examination were weakened by the
unavailability of proper learning resources. The libraries were often found to be under-resourced

and lacking internet connection, and the e-library was not available in the campus library. A
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student stated, “We don’t have many of the coursebooks in our library; they are quite expensive
to buy, and I have to either buy them or find PDFs online; not all the students can afford to

do that (Questionnaire Respondent, Male). Another participant added, “The internet speed on
campus is very slow, and sometimes it is not working inside the library. We were convinced by

the Campus Chief sir to install an e-library, but it is not fixed yet!” (FGD Participant 3, Male).

According to Gaulee and Bista (2019), insufficient institutional infrastructure is one of
the structural barriers to effective internal assessment in Nepalese universities. The use of internal
examination creates educational inequality because students from less-resourced backgrounds

cannot access the necessary study materials.
Teacher Support

The teacher’s behavior and attitude turned out to be the most significant factor that
affected students’ internal examination experiences. Students made strong comparisons between
those teachers who guided clearly, marked the work fairly, and gave meaningful feedback, and
those who failed to do so. Within the theme ‘Teacher support’, three sub-themes were discovered:

guidance and clarity, fairness for assessment, and the quality and timeliness of feedback.
Guidance and Clarity

Students consistently valued those teachers who communicated clearly before the
examination on the scope, question formats, and marking scheme of examinations. The practical
guidance was perceived as being both practically effective and emotionally supportive. One

respondent said that he met a positive example:

Before the exam, the teachers always explain which chapters will be tested, what sort of
questions, how marks will be allocated, etc., and so I feel well prepared and confident for that
exam. | think all teachers should do that. (FGD Participants 2, Male)

Unclear or no guidance, on the other hand, made it feel like there was an unfair

disadvantage; however:

In some classes, they would just tell us to ‘study everything’ and then ask very specific
questions. I’ve studied the entire unit, but the question was about a detail which I hadn’t focused
on, and I felt it was almost unfair because we were never told what was important. (FGD

Participant 4, Female)
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Research by Sitinjak and Canu (2023) reports similar findings, noting that effective
guidance is a process of providing direction through structured steps that assist students in
developing their knowledge of their abilities and guide them in choosing educational programs.
With clear explanations and guidance, ambiguity is eliminated, students’ effort is directed, and

the confidence needed for internal examination settings.
Fairness in Assessment

One of the biggest and most exciting concerns identified in the study was grading bias,
where some students reported situations where grades seemed beyond their imagination. They

reported:

I saw a student who hardly attended and wrote less than one page in the exam, but he got
15 out of 20. I wrote three full pages and got 14. There must have been some other reason for

that. (Questionnaire Respondent, Male)

I think some of these are for favoritism; marks depend on whom the teacher likes, not
what you write. If the marks are already decided, why should I, and if I’'m not the type of student
the teacher likes, why bother to work hard? (FGD Participant 1, Female)

The teacher’s role in supporting others to be effective, Dessel et al. (2017) emphasize,
has to be equitable both intellectually and emotionally. From the respondents’ perspective,
the teacher failed to maintain impartiality. Adhikary (2023) also went with a similar idea and
explicitly suggests that internal evaluation in Nepal is influenced by the ‘halo effect’ that refers
to the effect of predetermined concepts about a student on the grading of that student. This
perceived bias undermines the trust required for an effective assessment system as a whole and

negatively impacts individual students.
Feedback Quality and Timeliness

The most universal and significant demand for teachers is to provide meaningful,
timely, specific feedback. Students who were making good progress reported that feedback had
a transformative impact on their future work. The response from one FGD participant-2 (Male)
was, "My teacher called me and explained what I had done well and where I lost marks; she
pointed out specific lines from my writing, in that subject, I did the best of my life.” Those who

were given marks only talked about being demoralized and helpless. Another participant stated:

The teacher didn’t tell me what was wrong with my work, and I spent many hours

preparing for exams, so I didn’t know if I had the wrong concept, poor and insufficient writing,
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or anything else. How can I improve my writing if I don’t know?” (Questionnaire Respondent,

Female)

One participant stated how even a direct question regarding marks was neglected by the
teacher: “I once asked my teacher about why I failed in a mark, and he was annoyed. He only said
the mark was final; that’s why children were afraid to ask; they were afraid to correct themselves”
(FGD Participant 3, Male). Subsequently, Black and Wiliam (1998) also clarify that feedback
is not something that can be added as an ‘extra’ to assessment, but rather the essential key to
learning. Similarly, Harlen (2007) identifies feedback as the primary means by which formative
assessment serves its purpose. Specific, respectful, improvement-driven feedback on students’

work changes internal examination from a bureaucratic checkpoint to a real learning opportunity.

The analysis provides a holistic understanding of the key tensions between institutional
assessment systems and student learning activity, directly answering some of the central
research questions. Evaluated from the perspectives of Constructivism and Assessment for
Learning (AfL), the campus is over-reliant on traditional written tests, and its feedback is not
consistent with national assessment policies. Despite those systemic weaknesses, however, Self-
Determination Theory (SDT) accounts for why students can keep their intrinsic motivation and
collaborative study strategies. There are scattered examples of transformative and individualized
teacher support, but many institutional limitations, such as resource scarcity, the lack of an
academic calendar, and higher workloads, restrict equitable evaluation in many cases. Based on
these findings, it is concluded that there is a need to standardize assessment policy institutionally,
work on the profession in relation to it, and address classrooms in Nepal’s higher education

institutions.
Conclusion

This study focused on the experiences of B.Ed. fourth-year English students at MMC,
Dharan, on a topic related to the internal examination. Four themes emerged through the data:
Assessment Practices, Student Effort and Preparation, Institutional Support, and Teacher
Support. The results of the study reveal a mismatch and inconsistency between the aim of internal
examinations and students’ experiences of them. Despite the high value placed on internal
assessments and genuine efforts to prepare, students' learning is hampered by a lack of a range
of assessment options, incomprehensible grading systems, inadequate feedback, and gaps in
planning and academic resources. The research emphasizes the need to implement an assessment

that is fair, transparent, and learner-centered to enhance students' learning experience. Based on
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constructivist teaching and the AfL approach, the results point to the need to focus on a variety of
assessments and feedback that support learning, not just on measuring it, when planning internal
assessment. These findings have implications for teachers, departments, campus administration,
and Tribhuvan University to enhance the quality of assessment by ‘standardization of procedure’,
‘assessment literacy’, ‘regular feedback ', and ‘efficient academic planning’. The paper also
provides a basis for further study in other higher education systems using internal assessment and

teachers’ perspectives.
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Abstract

This article is an outcome of performance auditing of seven selected public schools
in three municipalities in Kathmandu. The project aimed at . ... Along with this author,
two researchers were appointed for the task. After conducting the final audit in all seven
schools, this article has been prepared based on author’s observation. Given the introduction
of the Public Schools, Performance Audit Road Map and Tools, and the objectives of the
performance audit it started with the aim of finding gaps between expectations and reality
in the field. In our observation, we found that very often, people perceive public schools
as unmanaged, low- resource, and schools for the poor, but the observations showed that
they are full of resources and infrastructure; except for some cases , many schools are
well-off. A painful reality is that they could not draw the attention of locals and well-

off individuals from their community. Due to political influence, favoritism, and casteism, some
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problems exist in the leadership practices of certain schools. Low-qualified, junior teachers

and money-oriented individuals are appointed from the School Management Committees,
which have ultimately affected the school governance, leadership, and financial management.
Finally, the rubrics were filled, and the schools' gradings were conducted. This made the school
leaders and SMC/PTA members positive toward the overall performance audit action of the

Education Review Office.
Keywords: school audit, rubrics, leadership, performance, validation
Background of the Study

As a researcher, I had the opportunity to participate in a research program, the ‘Public
Schools’ Performance Audit,” conducted by the Education Review Office (ERO) under the
Ministry of Education, Government of Nepal. As a field researcher, I visited seven schools across
three municipalities in Kathmandu district. There were approximately 1,000 questions for the
head teachers to complete as part of self-evaluation. Following this stage, the external evaluators’
validation stage was conducted. Finally, 50 rubrics were designed to evaluate the schools’ overall

performance and grading.

Self-evaluation covered three sections. The first provided overall information about the
school. The second covered student information, and the third addressed school performance.
School performance was further divided into sixteen areas, including the school's physical
infrastructure, drinking water, toilet and sanitation, teaching infrastructure, school management
and planning, school health, nutrition and beauty, human resource management, teachers'
professional development and capacity development, early childhood education, governance,
financial management and transparency, curriculum and the teaching-learning system,
teaching coordination, group work and extracurricular activities, learning achievement, student
assessment, innovation and management, item design, and evaluation system, and so on. Once the
head teachers completed the physical and online forms, the external evaluators had to re-evaluate
them for validation using class observations and opinions from students, parents, and local
authorities. They then worked collectively with rubrics to grade the schools in four categories:
replicable (90%+), very good (70-89%), improvable (51-69%), and weak (49% or below).

Two researchers were appointed to each of 20 districts. Each group worked in six or
seven schools. The Education Development and Coordination Unit (EDCU) and the Local Level

Education Coordination Unit provided support at the local level, and school head teachers were
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clearly instructed to assist. According to ERO, the schools were selected with the help of EDCU
and the Local Le

Along with the physical infrastructure, we observed the sanitation, resource mobilization,
and school results, too. From an infrastructure point of view, small schools have better results
than the big and well-occupied schools. Though their lands were small and resources were very
limited, their results were better. Out of seven schools, three, which had very limited grounds and
infrastructure, had the best results, i.e., 90% and above. One school had 100% results in grades
five, eight, and SEE. Even on limited grounds, the school had planted flowers on the way to the
toilet and classrooms. The greenery part was maintained well in the flowerpots. It was exemplary

for all the schools.
Some Replicable Activities Found in the Schools

Despite some shortcomings, many exemplary activities were found in the schools. Out of
seven schools, five schools had a vending machine to distribute sanitary pads to the girls. In each
school, there were nurses and necessary toolkits, along with some medicines. Except for a few
exceptional schools, many schools maintained nurse rooms with beds, informative posters, and
pamphlets. Students’ height, weight, and some other necessary physical, mental, and emotional

activities were recorded well. It was used as a counseling section.

In two municipalities of Kathmandu District, Tokha and Budhanilkantha, nutrition and
tiffin management for students is exemplary. In collaboration with an organization, Food for
Life, the schools offered scheduled nutritious meals for children. They had a fixed menu posted
on the wall, which the students could see before the week. On the day of khir (rice pudding) and
haluwa puri, the children were found excited to come to the school. A female head teacher of
Tokha excitedly reported, “Everyone likes khir! On the day of khir and haluwa puri, the children

consume almost double. In these two days, the students rarely become absent.”

Even though some schools were in a critical situation from an area and infrastructural
point of view, their students’ leadership practices were found satisfactory. From morning
assembly to Extra Curricular Activities (ECA), they were engaged with the teachers. Different
units were there, like the SCOUT club, the RED CROSS, the Eco club, and different houses.
Generally, the students of all schools were divided into four houses. But at Budhanilkantha,
where more than seven hundred students were present, the school divided them into five houses

to ensure equal participation in each activity. This is also a replicable activity for other schools.
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At the same time, alongside students’ leadership practices, the schools were found to teach

disaster management to the children.

Almost all the schools followed the traditional system of evaluation: three terminal
examinations, a numbering system, failed and passed results, etc. In our inquiry about why they
were doing so, they reported that the parents and SMC wanted the same traditional style. They
needed marks, not grades. Even in early childhood education, they wanted an examination and
marking system based on numbers. However, in a school in Sankharapur Municipality, a special
type of portfolio management was implemented. Each student's portfolio was maintained in a
big file. All the classroom activities, unit tests, monthly tests, and terminal test papers were filed
systematically, and they were submitted to the parents at each terminal examination along with

grades.
School Governance, Financial Management, and Leadership

School governance, financial management, and leadership are the key components
for overall school development. The government and SMC offer the day-to-day operational
management responsibility to the head teachers. Quoting schools’ success beyond the numerical
results, Gann (2015) writes that leadership and school governance are rounded things. They
answer the questions why, how, and who. In school governance, the schools’ professional
leaders, like head teachers, make partnerships with ordinary people to make the school better
through the networks. Focusing on enabling conditions and incentives for good governance
and accountability, Lewis and Pettersson Gelander (2009) state, “For effective service delivery,
central public policymakers must have a set of objectives that are clear to lower levels of
government, which then translate policy into viable programs that can be implemented by local
government and service providers” (p. 5). They argue that the actual accountability remains on

well-defined standards and valid information for the teachers in the schools.

During the observation, we found that all the schools except the one in Budhanilkantha
had clear financial statements. They had maintained their audit reports and conducted a social
audit on time. But in one school, neither a financial audit was conducted for two years nor a
social audit was conducted on time. Not only financial management and transparency, but also
the infrastructure, were measurable; labs and libraries were neglected, toilets and classrooms
were scanty, and the teacher staff was not satisfied. We discussed these weaknesses with the

account staff. One of the staff said:
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We have been facing financial exploitation in the schools. In the name of the local people,
a junior teacher is appointed as a head teacher. Casteism and favoritism are working here for
leadership. In the meetings and trainings, if money is there, the head teacher goes himself/herself,

but if it is not paid, he/she sends us to attend. None of the secondary teachers are satisfied.

It reminded us of Barker (2001), who states, “Schools with weak leadership are
frequently described as unhealthy, unhappy organizations that lack direction and purpose, often
because their leaders are unable to analyze their own negative impact or adapt to necessary

changes” (p. 5). Such leaders are unable to analyze the impact of weak performance.

While observing the leadership practices and schools’ overall performance, we found
that young head teachers were comparatively better than old leaders. The head teachers who
practiced leadership activities (principals) in the private schools before they came to the public
schools were found more skillful and energetic in leadership activities than the locals and
others. This reality of leadership skills matches the findings of Li et. al. (2019). In their article,
“Old is not always better: evidence from five randomized experiments in rural primary schools
in China”, they have mentioned that, in comparison to the older head teachers, young ones of
around 40 years are better for leadership in the schools for children’s health, nutrition, and school
performance. They can create a ‘can-do’ environment in the teaching staff and transform the

school culture, climate, and performance.

Similarly, Kauts et. al. (2021) conducted research in instructional management and
leadership and found that the schools with young leaders demonstrated a higher performance in
academic standards. “Teachers in schools led by younger principals exhibit significantly better
behaviors in three specific dimensions of instructional management: coordinating the curriculum,

protecting instruction time, and developing academic standards” (Kauts et. al., 2021, p. 240).
Voices From the Students, Parents, SMC, and PTA

Because of labor migration, seasonal migration, and rural-to-urban migration,
heterogeneity is a common phenomenon in all the schools of the Kathmandu district, especially
Tokha, Budhanilkantha, and Sankharapur municipalities. The public schools were not the choice
of the local people. None of the local business persons, public officers, or well-off people’s
children were found in those schools. They chose private and expensive schools where all the
facilities were available to the children. Addressing the crisis in education in Nepal, Mathema

(2007) wrote, “Public schools are now being abandoned by those who can afford to send their

Education Review Journal Volumn 3 July 2026




102 Public School Auditing: A Case Study of Kathmandu District

children to private schools” (p. 64). In his study, furthermore, he found that the public schools in

Nepal are now attended by children from poor backgrounds.

One of the Local Authority Members (Ward Member) joined the preliminary discussion
in the school audit program and said, “My children are learning in a private school. They have
been charging us very expensively. At the same time, they compelled us to buy books, bags,
and shoes/shocks from the same school. Doesn’t the government/education ministry take action
against it?” Listening to the local authority’s statement, I remembered Phyak and Khanal (2025).
In their article, Modeling of Public Schools, a neoliberal ideology, they state that the model
school plan has promoted endogenous privatization and reinforced elite culture, segregated many

children from schooling, and displacement of students from low-income generating families.

The stakeholders, those who have been taking the responsibilities of those particular
schools, have not been sending their children to those schools and raising their voices for change.

They have made the schools-the schools of the poor and landless seasonal workers.

Furthermore, public schools are very easy places for different organizations and local
clubs. Bringing lots of programs like counseling, reproductive health, sanitation, and so on,
they come to school time and again and disturb the classes. Sometimes, they threaten the head
teachers for financial aid and other programs. According to the head teachers, two months ago,
political interference was high from the teachers, local authorities, and clubs, but now, once
the government has changed, it is completely controlled. One of the headteachers said in the
discussion, “Hamlai ta kan ma tel hale jastai bhako chha!” (We have been feeling peaceful
and comfortable!), . In this regard, Dhakal and Panta (2026) argue that the head teachers have

political interference, limited autonomy, and unsustainable workload.

Account staff are appointed in the schools, but they are paid very little. At the same time,
along with the account management, they need to attend the meetings of the Resource Center
(RC), and they should go to the EDCU and LLECU for documentation, and they need to take
three or four classes in the schools. Very often, their classes are disturbed. “Account teacher’s
courses are never finished in time”, one of the PTA members and parents said in the discussion.
The account staff member com. teacher, became perplexed! He did not speak a word and looked
at the SMC members. It was called an occupational burden (Paudel et al., 2024). According
to this burden, or excessive workload, stress grows in the workers, which ultimately affects

organizational performance.
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After evaluating and validating the head teachers’ self-evaluation form and overall
observation, we worked on rubrics. Once the rubric work was over, we presented the rank and
overall performance of the school to the stakeholders, like students, parents, SMC members, and
PTA members, in a group. Students were found to be positive about leadership activities, smart
boards, and social participation. “We have learned to use the smartboard, which the private
schools’ friends rarely get”, one of the student leaders (Budhanilkantha Municipality) said. The
next student from another school (Sankharapur Municipality) said, “We go to different places for
RED CROSS, SCOUT, Eco club works, and projects. If we could read seriously, public schools
are fine. We are satisfied with our studies, teachers, and headteacher.” These positive voices
of the students reminded me of Pokhrel and Upadhyaya (2026). They put forth the logic that if
students’ voices are not incorporated in schools, no education policy would become complete
and successful. And students are the final determiners to indicate the quality of education of a

particular institution.

We discussed with the parents, SMC members, and PTA members. They became
thankful to ERO for this activity. They wanted such activities each year. “If possible, it should
be conducted every year. Otherwise, at least once in every two years, this program must be
launched. We have got a chance to learn a lot from this”, almost all the SMC members and PTA

members stated this statement.

Out of 35 parents, five from each school, only four or five male parents had come.
Otherwise, all the mothers attended the program. All of them were migrant parents, either from
rural areas or seasonal workers. They felt shy to speak in front of teachers and SMC members.
Their level of education and consciousness about school performance was very low. According
to them, they did not know what their children were learning. And, there was nobody to support
their children with home assignments. Here, Pokhrel and Upadhyaya (2026) opine that economic
constraints, frequent mobility like migration, poor literacy, and limited access to educational
institutions limit parental involvement in children’s learning. Similarly, in his PhD thesis, Nepali
(2024) adds that illiterate parents cannot support their children in education because they cannot

read and write. So, their children lag in academic performance.
Rubrics, Ranking, and Reality

Fifty rubric items were used to analyze the schools’ performance and management.
Sitting and discussing with the head teachers and SMC members, one of the four options-

replicable, very good, improvable, and weak- was ticked. Each option would get four, three, two,
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and one scores, respectively. They would carry 200 marks altogether. Headteachers wanted to

secure maximum marks.

While filling out the self-evaluation form, they ticked ‘Yes’ in every section. But while
observing, they said, “Sir, we have been doing it, but we have not recorded it. We have not

minuted it.”

In each point, they wanted to tick ‘replicable’ and ‘very good’ options. While reading the
criteria of replicable and verythe good, they tried to be quiet, yet they wanted us to tick ‘very
good’. They were afraid that their schools would fall into the ‘improvable category’ or be ‘weak’.
After seeing their result, they promised that they would keep the records of all the activities
conducted in the schools. Atkinson (1957) writes, *“ Success is counterbalanced by the fear of
failure, and this fear-particularly when associated with negative evaluation or poor performance-
can energize effort toward achieving a satisfactory standard” (p. 336). Similarly, Covington
(2000) writes, “Risk of receiving low grades or being placed in lower-ability groups often
increases their investment of time and effort as a defensive strategy to protect their self-esteem
and avoid social stigma” (p. 189). And, McGregor (2005) talks about the shame of failure and

humiliation for positive performance.

From the leadership perspective, young, qualified, and career-oriented head teachers
were found positive and excited about the rubrics and their results. They promised they would
do far better than this in the coming days. They were thankful to ERO for this opportunity from
which, they reported, they learned a lot for school improvement. At first, they were tired of one
thousand questions, but later, they became grateful. Galanter (1978) calls it a ‘relief-effect’.
“The relief effect is the experience of positive affect (a rewarding feeling) that occurs when a
person anticipates a demanding task that is subsequently avoided” (Gheza et al., 2023, p. 2). And,
Geeney et al. (2025) add, “Relief may be experienced when an unpleasant experience comes to an
end” (p. 1).

Conclusion

Every head teacher wants a positive ranking in the overall evaluation. They have a dream
to make their schools better than others. But, because of the limited number of teachers, weak
infrastructure, limited land and resources, and political pressures, they are lagging. They need
to take classes, attend meetings, evaluate students’ performance, and manage school cultures

and conflicts simultaneously. Economically, they have very limited resources. Locals and well-
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off people are not attracted to the public schools. So, the public schools have become a forceful
shelter for seasonal migrant children and the poor. These children have low respect and love

for the schools. Their parents could not give sufficient time for their children’s education and
schools. Yet, the struggle is going on. Some teachers and account staff are becoming victims

of favoritism, localism, and casteism. Account staff are not well paid, yet they are working
rigorously. In the coming days, the ERO, head teachers, SMC members, and PTA members will

give the utmost dedication and make a commitment to excellent results.
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Abstract

In the school education system of Nepal, increasing emphasis has been placed on holistic
education through the National Curriculum Framework (NCF, 2019), which promotes the use
of both cognitive and non-cognitive assessment approaches. The framework aims to develop
learners' knowledge, skills, values, attitudes, and the ability to apply learning in real-life contexts
rather than focusing solely on academic achievement. Non-cognitive assessment is also reflected
in the National Education Policy (2019) and the School Education Sector Plan (SESP, 2022
2032). However, its implementation remains largely teacher-based and observation-oriented
rather than relying on standardized psychometric instruments, resulting in considerable variations
across schools. At the same time, non-cognitive skills such as moral character, emotional

regulation, mindfulness, compassion, and ethical behavior have gained increasing attention due
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to their importance for holistic student development (OECD, 2015; UNESCO, 2021). This paper
examines non-cognitive assessment approaches found in the Buddha's educational philosophy
through qualitative textual analysis of early Buddhist literature, particularly the Pali Canon. The
study identifies some major approaches: self-assessment, assessment through moral conduct

(slla), assessment of character transformation through mindfulness practice, and observation.

Keywords: Buddhist education, non-cognitive assessment, mindfulness, character

education, formative assessment, moral development.
Introduction

Modern educational systems have conventionally prioritized cognitive attainment
assessed via examinations, standardized testing, and academic success. Although these
assessment approaches are significant, they frequently offer a constrained perspective on
learners' comprehensive growth. There is growing recognition in global educational discourse
that effective education should include the development of non-cognitive abilities, such as
moral character, self-awareness, emotional regulation, mindfulness, ethical conduct, and social
responsibility (OECD, 2015; UNESCO, 2021).

Non-cognitive assessment has emerged as a crucial emphasis in the present school
education system and educational research. This pertains to the assessment of learners' attitudes,
beliefs, behaviors, dispositions, and socio-emotional competencies, which are essential for
lifelong learning and responsible citizenship (Duckworth & Yeager, 2015). Nonetheless, despite
the growing recognition of its importance, many education systems continue to prioritize
cognitive outcomes, often overlooking systematic approaches to assessing learners' ethical and

personal development.
Policy and Practice of Non-cognitive Assessment in Nepal

In the context of Nepal, the curriculum provides a framework comprising learning
content, teaching—learning activities, assessment, and intended learning outcomes, designed
to facilitate the holistic development of children by fostering their physical, socio-emotional,
cognitive, non-cognitive, and intellectual development (Ministry of Education, Science and
Technology [MoEST], 2022). Education at the school level is expected to foster learners'
competencies to demonstrate ethical behaviour, show sensitivity to social harmony and
environmental sustainability, manage conflicts constructively with a commitment to sustainable

peace, effectively apply modern knowledge, skills, and information and communication
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technologies (ICT), and cultivate self-reliance through the acquisition and practice of vocational
and entrepreneurial skills (Curriculum Development Centre [CDC], 2023). According to

the National Curriculum Framework [NCF], the principal objective of internal (formative)
assessment is to enhance students' learning outcomes. To achieve this objective, teachers should
provide repeated learning opportunities tailored to each student's individual learning achievement
and progress, thereby supporting continuous improvement in learning (CDC, 2019). Therefore,
the school-level curriculum recognizes assessment as an integral part of the teaching—learning
process and mandates its use as a continuous mechanism for providing feedback to facilitate and
improve student learning (MoEST, 2022).

Schools are expected to systematically manage the student assessment process by
maintaining comprehensive records of each student's individual learning progress. These
records should be continuously updated based on evidence collected from students' classroom
performance, participation in learning activities, project-based work, creative assignments,
homework, achievement assessments, attendance, disciplinary records, and observations of
behavioural development (CDC, 2019). For formative purposes, Schools commonly assess
students' non-cognitive competencies using a variety of methods, including observation
checklists, anecdotal records, rating scales, student portfolios, presentation of project work,
classroom participation, peer assessment, self-assessment, and group work and collaborative
activities (CDC, 2019; 2021; 2023).

Formative (internal) assessment emphasises ensuring that students achieve the minimum
learning competencies while maintaining systematic and evidence-based records of their
learning progress and achievement. It aims to accurately determine students' learning status
and facilitate continuous improvement through timely remedial and corrective instructional
interventions (CDC, 2021). Despite supportive policies, several challenges remain in the smooth
implementation of the formative assessment system. Sometimes, the implementation of formative
assessment places an additional workload on teachers, which may reduce its effectiveness
(Pandey, 2025). It is found that many schools continue to prioritize examination scores because

of high-stakes examinations and parental expectations.
The Buddha’s Educational Philosophy

The Buddha’s teachings provide a comprehensive framework for understanding human
nature and experience, offering insights that extend to disciplines such as neuroscience, physics,

chemistry, anthropology, sociology, and psychology (Long et al., 2022). Buddhist educational
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philosophy provides a significant alternative perspective on learner assessment. The Buddha did
not establish formal assessment mechanisms to evaluate learners in the manner of contemporary
schooling. Instead, learning was assessed through continuous observation of learners' behavior,
cognitive development, and personal growth. According to Rahula (1974), the core of Buddhist

teaching is not theoretical conjecture but the practical realization of truth via lived experience.

Buddhist teachings uphold that learning is meaningful only when it leads to ethical and
behavioral transformation. The Dhammapada emphasizes that genuine understanding of the
Dhamma is demonstrated not through extensive recitation or verbal expression, but through its
practical application and the cultivation of ethical conduct. (Bodhi, 2005). In this context, the
learner's assessment system in Buddhist education is fundamentally formative, ongoing, and

based on experiential learning rather than conventional examinations.

The Buddha’s educational philosophy offers a unique model of assessment that
fundamentally contrasts with contemporary examination-based systems. Rather than utilizing
written tests or standardized examinations, the Buddha evaluated learning through ongoing
observation of behavior, mental development, ethical conduct, and personal transformation.
Harvey (2013) observes that Buddhist practice primarily focuses on the transformation of
mental states rather than the accumulation of conceptual knowledge. The Buddha's teachings
encompass various approaches to assessing and cultivating non-cognitive attributes, including
morality, emotional regulation, mindfulness, wisdom, compassion, self-discipline, and character

development.

This paper investigates some non-cognitive assessment methodologies inherent in the
Buddha's teachings and discusses their applicability to modern educational institutions. The
objective is to establish fundamental Buddhist assessment concepts and examine their potential
contributions to contemporary educational discourse, especially concerning character education,

social-emotional learning, and holistic assessment methodologies.
The Buddha as an Educator

Many scholars of Buddhist education, such as Thich Nath Hanh and others, have
increasingly interpreted the Buddha not only as a spiritual leader but also as an educator whose
teaching methods reflect sophisticated pedagogical principles (Adarkar & Keiser, 2007; Ashcraft
& Calvert, 2023).
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Although the Buddha had no teacher for his own enlightenment, he became one of the
greatest teachers in human history. Motivated by compassion for all beings, he devoted himself to
investigating the causes of human suffering and the path leading to its cessation. While physical
pain can often be alleviated through medical treatment, the Buddha taught that mental suffering
and psychological distress can be overcome through ethical conduct, mental cultivation, and the
practice of meditation. Through applying these methods in daily life, individuals can develop
wisdom, inner peace, and ultimately liberation from suffering (Piya Tan, 2020). The Buddha is
such a figure whose teachings are always being followed and practiced. There are many external
features and internal virtues of the Buddha's character to be the honorable, exemplary, and the

greatest character in this world (Piyarathana,2016).

Buddha's teaching methods, pedagogical strategies, and learner-centered approach reflect
a deep comprehension of human psychology and learning processes. Gethin (1998) posits that
the Buddha's teachings are primarily practical, focusing on transforming human experience
through insight rather than engaging in theoretical speculation. 'Buddha' denotes the 'Awakened
One' or the 'Enlightened One' (Rahula, 1974). Thittilla (1997) states, “A Buddha is one who has
attained Bodhi. By Bodhi it meant an ideal state of intellectual and ethical perfection which can

be attained by man by purely human means” (p. 9).

The Buddha was not primarily concerned with speculative philosophy or an ordinary
thinker; rather, his teaching was fundamentally pragmatic, aimed at addressing the existential
problem of suffering and its cessation. Through the doctrine of the Four Noble Truths, he taught
that suffering arises from craving, ignorance, and other mental defilements, which perpetuate
the cycle of rebirth (samsara). Consequently, the purpose of Buddhist education and practice
is the cultivation of wisdom, ethical conduct, and mental discipline leading to the eradication of
greed, hatred, and delusion. In this way, the Buddha's teaching serves as a practical path toward
liberation (nibbana) and the attainment of eternal well-being (Rahula, 1974; Harvey, 2013;
Gethin, 1998).

The Buddha is perceived as a human who achieved enlightenment through personal
endeavor. Rahula (1974) asserts, “He was a man, but an extraordinary man,” highlighting his
simultaneously human and exceptional qualities. Keown (2005) emphasizes that the Buddha
should be regarded as a historical teacher whose insights arose from profound contemplative

practice rather than from divine revelation.
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The Buddha’s enlightenment is fundamentally linked to the direct realization of reality
as it is (yathabhUta-fiaNadassana), which translates to “knowledge and vision of things as they
really are” (Bodhi, 2005). This experiential understanding provided the basis for his educational

philosophy, emphasizing direct experience instead of abstract theorization.
Non-cognitive Approaches in Teaching of the Buddha

Buddha Dhamma is not simply an academic subject to be studied, in preference it is a
comprehensive moral and philosophical system that presents a unique path to enlightenment

through ethical conduct, mental cultivation, and wisdom (Mahathera,1998).

Buddhist philosophy and its educational approaches inherently emphasize the
development of non-cognitive skills, including mindfulness, ethical conduct, emotional
regulation, compassion, and critical thinking. These principles are embedded in Buddhist
pedagogy and contemplative practices that promote the holistic development of individuals.
Buddhist meditation provides systematic methods for cultivating mental stability, clarity,
and awareness, thereby facilitating the progressive development of consciousness and self-
understanding. Basically, three core meditation practices Samatha (tranquility meditation),
VipassanQ (insight meditation), and Mett@ (loving-kindness meditation) are widely discussed in
both classical Buddhist scriptures and contemporary empirical research as effective approaches

for fostering cognitive, emotional, and ethical development (Aich, 2015; Wang, 2025).

Assessment in Buddha's teachings was not formalized through examinations, grading
systems, or any standardized tests. It was characterized by continuity, observation, and integration
within the teaching-learning process. The Buddha's teachings focused on the comprehensive
development of individuals, emphasizing ethical conduct, mental cultivation, and the attainment
of wisdom, but not merely the transmission of knowledge. His educational approach integrated
teaching, learning, and assessment into a continuous process focused on personal transformation.
Hence, the Buddha emphasized that the Dhamma is "for the purification of beings, for the
overcoming of sorrow and lamentation, for the disappearance of pain and grief, for the attainment
of the right path, and for the realization of Nibb@na"(Bodhi, 2012).

Nanamoli and Bodhi (1995) note that in The Middle Length Discourses of the Buddha,
the Buddha employed various methods, including storytelling, dialogue, questioning, analysis,
repetition, and contemplation, to convey the Dhamma effectively. The Buddha is known as

Tiloguru, the teacher of the three worlds (Heaven, the human world, and the Brahma world). The
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doctrine preached by the Buddha for forty-five years is the Four Noble Truths. He applied various
teaching methods while delivering the doctrine, such as storytelling, listening and memorization,
learning through observation and repetition, experiential learning, understanding via discussion,
the lecture method, the debate and logic method (analytical discourse), the seminar and
Sh@strGrtha method, the self-study method, the excursion method, and many others used in a
modern context to globalise ethics to create a sustainable society (Acharya, 2025; Piyarathana,
2019)

The Buddha’s teaching exemplifies pedagogical flexibility, which contemporary
educational theory describes as differentiated instruction and experiential learning. Rather than
adhering to a single teaching method, the Buddha adapted his instructional approach according
to each learner's readiness, disposition, and intellectual capacity (Harvey, 2013). Furthermore,
the Buddha prioritized experiential knowledge over mere theoretical understanding. As Rahula
(1974) explains in What the Buddha Taught, the Buddha consistently rejected blind faith and
encouraged individuals to verify the truth through personal experience, critical reasoning, and
disciplined practice. Similarly, Keown (2005) argues that Buddhist ethics is fundamentally
grounded in intentional action (kamma), whereby the moral quality of an action is determined
primarily by the intention underlying it, but not only by external conformity. Consequently,
assessment within Buddhist education focuses on the quality of an individual's mental states and

their manifestation in ethical conduct and behavior.

This assessment approach closely aligns with formative assessment principles in
contemporary education, emphasizing feedback, observation, and continuous improvement

instead of summative evaluation (Harvey, 2013).
Self-Assessment

Know yourself is the basic principle of the Buddha (Swamy, 2020). This reflective
orientation is grounded in the Buddha's teaching focus on causality, in which mental states and

actions yield corresponding consequences (Keown, 2005).

The Buddha's teaching is generally based on cause and effect. In every Sutta, the Buddha
pointed out what is the cause of something and its effect to lead to the termination of suffering
(Swamy,2020). The purpose of his teachings was to help people find true happiness. He didn’t

assume that all beings are inherently good or inherently bad, but he did assume that they all

Education Review Journal Volumn 3 July 2026




114 Non-Cognitive Assessment Approaches in the Buddha's Teachings: Relevance to the Modern Education System

want happiness (DeGraff, 2011). From the Buddhist perspective, the idea of individual self is

an illusion. It is not possible to separate the self from its surroundings (Oh, 2021). Therefore,
Anatta or selflessness, is a core concept in Buddhism; according to the Buddha, the notion of a
permanent self. Buddhism proposes that the world, including the self, is not eternal or permanent

but changes continually (Bui, 2025).

Huwang (2023) provides a compelling interpretation of the Buddhist model that explains
the distinction between the self and non-self. According to this model, the realization of non-
self (anattQ) represents the true nature of reality, whereas the notion of an enduring self is
merely an illusion arising from ignorance and attachment. From this perspective, VipassanQ
meditation serves as a bridge to understanding the transition from the illusion of selfto the
direct realization of non-self. Through systematic insight into the impermanent, unsatisfactory,
and selfless nature of phenomena, Vipassand enables practitioners to recognize the essence of
non-self and understand how the illusion of a permanent self is constructed and sustained. The
Buddha frequently encouraged individuals to examine their own thoughts, actions, and intentions.
Through mindfulness and reflection, practitioners assessed their moral conduct and mental
development. Through the practice of mindfulness (sati) and insight meditation (vipassana),
practitioners cultivate a deep awareness of the body, feelings, and thoughts as they arise and pass
away (Bala, 2024).

Behavioral Assessment Through Moral Conduct

Buddhism has its own unique teachings on psychology that offer a comprehensive view
of the workings of the human mind based on meditative observation (Regulagadda, 2026). In the
Buddha's teachings, the true measure of learning is not the amount of Dhamma heard, recited,
or memorized, but true wisdom comes from practice and personal experiences, which transform
one's conduct. According to Dhammapada verse 260, it is stated as: A man is not versed in
Dhamma because he speaks much. He who, after hearing a little Dhamma, realizes its truth
directly and is not heedless of it, is truly versed in the Dhamma (Buddhanet, 2026). The meaning
of life lies in karma; its true meaning in Buddhism is action (MOIFE, 2019). In Buddhist ethics,
all human actions are classified into three clear categories, viz., bodily, verbal, and mental, and
the Buddha frequently emphasized wholesome conduct in these domains as indicators of spiritual
progress and ethical development (Buddhist learning.org, 2026). Human actions determine a
person’s happiness and suffering in life, because when they perform good actions, the results are

beneficial, and when a person performs harmful actions, the results are likewise harmful. This
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reflects the principle that one reaps the fruits of one's actions (MOIFE, 2019). It is not a system
of divine judgment; rather, it is a principle of natural causality in which every intentional action,
whether it is expressed through the body, speech, or mind, generates corresponding effects
(Buddhist learning.org, 2026).

Assessment of Character Transformation

In Buddhist education, the success of learning is evaluated based on its manifestation in
behavior and ethical decision-making. This approach aligns with contemporary perspectives that
character development cannot be achieved solely through instruction; although it necessitates
practice, reflection, and lived experience (Lickona, 1991). Transformation is assessed by the
progressive diminishment of the three unwholesome roots: greed (lobha), hatred (dosa), and
delusion (moha), alongside the development of positive attributes such as loving-kindness
(mettad), compassion (karunNa), and wisdom (pafifid) (Gethin, 1998; Bodhi, 2012).

The educational philosophy of Buddhism views education as the complete acquisition of
knowledge accompanied by ethical and moral refinement. Accordingly, ethical conduct assists
as the fundamental foundation of the Buddhist educational system, guiding the development of
wisdom, character, and responsible behavior (Acharya, 2025). Bhikkhu Bodhi (1998) notes that
Buddhist training seeks a profound transformation of personality in which ordinary individuals

progressively enhance their mental and ethical capacities through practice.

Character education has emerged as a central priority in contemporary educational
systems, aiming to cultivate values such as integrity, responsibility, respect, and empathy. The
Buddha's focus on moral conduct (sZ/a) and ethical transformation closely aligns with these
educational objectives. In this context, global education frameworks increasingly prioritize
the development of responsible global citizens who are equipped to contribute to peace,
sustainability, and social harmony. UNESCO (2021) further emphasizes that education for
sustainable development is essential for addressing global challenges and fostering an inclusive

and sustainable future.

Therefore, the assessment philosophy of Buddha's teachings offers a foundational
perspective for integrating moral and ethical development into curriculum and assessment
frameworks. Character transformation signifies the pinnacle of non-cognitive evaluation within
Buddhist education. As a result, successful learning is defined by some observable changes in

personality, behavior, and mental attributes.
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In conclusion, self-assessment, moral conduct, and character transformation are the
fundamental principles of the Buddhist approach to learning, emphasizing the individual's
responsibility for moral, mental, and spiritual development. The Buddha consistently encouraged
individuals to examine their thoughts, intentions, and actions as a means of cultivating wisdom,
ethical conduct, and self-awareness. From an educational perspective, this approach closely aligns
with contemporary concepts of metacognition and self-regulated learning, in which learners
actively monitor, evaluate, and reflect on their own learning and development. Thus, the Buddhist
practice of self-assessment offers a holistic and enduring framework that remains highly relevant

to modern educational theories and practices.
Relevance of the Buddha’s Non-Cognitive Assessment to the Modern Education System

Contemporary educational theories, particularly within school education systems,
increasingly advocate holistic and formative approaches to assessment that continuously evaluate
learners' progress rather than relying solely on summative or final examinations. Formative
assessment emphasizes ongoing feedback, self-reflection, and continuous improvement, thereby

supporting learners' academic, personal, and social development (Black & Wiliam, 1998).

The growing global focus on holistic education has resulted in a reorientation of
educational priorities that extends beyond cognitive achievement. Modern education systems are
increasingly recognizing the importance of non-cognitive skills, including emotional regulation,
ethical behavior, social awareness, and character development. International organizations such
as the OECD and UNESCO emphasize that twenty-first-century education should equip learners
for both academic achievement and personal well-being, as well as for responsible citizenship
(OECD, 2015; UNESCO, 2021).

Buddhist education can be viewed as a precursor to Social-Emotional Learning (SEL)
rooted in ethical and contemplative practices. The Buddha often urged individuals to examine
their thoughts, intentions, and actions via mindfulness and reflective awareness. This practice
aligns closely with contemporary SEL frameworks that highlight emotional regulation and self-

monitoring as critical competencies for student development (CASEL, 2020).

In this context, the Buddha’s non-cognitive assessment approaches provide a significant
conceptual framework for re-evaluating contemporary assessment practices. Modern educational
initiatives increasingly emphasize the holistic development of students, an approach that closely
aligns with the Buddha's teachings, which emphasize self-awareness, ethical conduct, and

character transformation.
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The Buddha’s assessment approach embodies principles of continuous observation
of behavior, dialogue, and personal development, rather than relying on formal assessment
to evaluate learning. Consequently, Buddhist non-cognitive assessment aligns with modern
initiatives to foster education for sustainable development and global citizenship. This perspective
aligns with current demands for authentic assessment, wherein students are evaluated based on

the real-world application of knowledge and skills.
Conclusion

This paper analyzed some non-cognitive assessment methods within the context of
the Buddha’s teachings and their applicability to modern educational practices. The findings
suggest that Buddhist education offers a holistic, continuous assessment model by prioritizing
behavioral observation, ethical conduct, mindfulness, and character transformation. At present,
school-aged children are experiencing a wide range of mental health challenges from an early
age, arising from various social, educational, and personal factors. In response to these concerns,
educational policies within school systems increasingly emphasize the holistic development
of learners, including their physical, mental, emotional, social, and overall well-being. In this
context, the assessment principles embedded in the Buddha's teachings have the potential to
make a significant contribution to contemporary educational practice. The Buddha's approach to
assessing learners, which emphasizes moral development, self-awareness, emotional regulation,
mindfulness, and character transformation, aligns closely with the goals of holistic education.
Incorporating these principles into contemporary education can enhance a more balanced,

humane, and holistic method of student assessment.

Consequently, the non-cognitive assessment practices advocated in the Buddha's
teachings and the modern school education system's aspiration for the comprehensive

development of students are closely interconnected and can complement one another.
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Abstract

This article explores and analyses the students’ errors in mathematics committed by
school students in Nepal. It seeks to address the following research questions: What are the
impacts of students' performance according to reports of the Education Review Office (ERO)
regarding student achievement? What suggestions does ERO offer? What do the related national
and international studies reveal about mathematical errors? Drawing on document analysis of
various research findings, the article investigates how the findings can be utilized to improve
classroom teaching and learning. Students’ responses to mathematical tasks are classified into
three categories: no response, partially correct response, and correct response. Mathematical

error analysis is essential for effective classroom instruction, as it helps teachers build students’
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confidence and guide them toward producing correct responses. The past reports of the Education
Review Office (ERO) provide valuable insights for improving classroom teaching and learning
in mathematics; however, their implementation remains somewhat challenging owing to the

entrenched traditional classroom practices.

Keywords: mathematical errors, misconceptions, assessment, learning improvement,

classroom teaching and learning
Introduction

In Nepal, the study of mathematics begins in Grade 1 and remains a compulsory
subject up to Grade 10. Mathematics teaching and learning involves various levels of content
acquisition. To support student motivation, practical application, and written task performance,
the Government of Nepal employs three complementary evaluation frameworks: Assessment as
Learning, Assessment for Learning, and Assessment of Learning. The National Assessment of
Student Achievement (NASA) has been conducting assessments since its establishment, covering
Grades 3, 5, 8, and 10, with the aim of providing stakeholders with continuous information about
students’ learning achievement. The NASA reports in the mathematics subject across different
years consistently reflect that students produce no responses, partially correct responses, and
correct responses on their answer sheets (National Assessment of Student Achievement, 2012).
No responses and partially correct responses must be converted into correct responses through
systematic mathematical error analysis. Mathematical error analysis assists teachers in identifying
instructional gaps, building a comprehensive understanding of students’ difficulties, and guiding
students toward responding with greater accuracy and confidence. When a teacher looks at an
incorrect answer, they treat it as an informational data point to uncover the exact breakdown in
logic. By categorizing errors into specific types—such as careless slips, procedural missteps, or
deep conceptual misunderstandings—teachers can pinpoint exactly where a student’s thinking
veered off track. This allows educators to move away from generic, unhelpful feedback like "try
harder" and instead provide highly targeted interventions. Over time, integrating error analysis
into daily lessons transforms the classroom culture. Mistakes are no longer viewed as failures to
be ashamed of, but rather as valuable steppingstones that build a student's self-correction skills,

reduce math anxiety, and foster long-term academic confidence.

According to Radatz (1979), “errors can be a powerful tool to diagnose learning
difficulties and consequently direct remediation” (p. 163). This assertion underscores the

importance of implementing the feedback provided by NASA results in classroom teaching
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and learning. The school education system in Nepal has deliberately shifted from a traditional,
content-heavy model toward a holistic, competency-based curriculum framework (Curriculum
Development Center [CDC], 2020). Rather than evaluating students strictly on the memorization
of abstract formulas, the Ministry of Education, Science and Technology has re-anchored
mathematics instruction around core level-wise competencies. These foundational capacities
dictate how students process mathematical ideas, specifically focusing on five core operational
capabilities: mathematizing real-world issues, choosing accurate mathematical representations,
delivering sound logical reasoning, engaging in mathematics-specific communication, and
exhibiting flexible strategic thinking (Ministry of Education, Science and Technology [MoEST],
2019). These benchmarks ensure that the overall competency of a student is gauged by how
fluidly they can solve functional, open-ended tasks rather than how accurately they replicate

standard algorithms.

These core priorities are systematically distributed across the basic and secondary
tiers of the Nepalese educational system to maximize relevance and capability. At the basic
education level (Grades 1-8), the framework places structural emphasis on mastering basic
mathematical skills directly tied to everyday life, including currency conversions, localized
units of measurement, and foundational geometric forms (CDC, 2020). As students transition
into secondary and higher secondary levels (Grades 9-12), the focus shifts directly toward
practical applications of mathematics and deep curricular relevance. High-school topics like
algebra, coordinate geometry, commercial mathematics, and statistics are mapped closely to the
socioeconomic realities and trade environments of contemporary Nepalese learners. Furthermore,
to deliberately challenge mathematically talented students at the secondary level (Grades
11-12), the National Curriculum Framework incorporates a multi-pathway system consisting of
Compulsory Mathematics and Optional Mathematics (MoEST, 2019). This track exposes gifted
STEM learners to abstract algebraic structures, introductory calculus, vectors and mechanics,
preparing them directly for global technical disciplines. The effectiveness of these factors can be
measured through standardized achievement tests, with results analyzed through the lens of error

analysis.
Research Design

This study adopted a qualitative and descriptive document analysis research design,

specifically utilizing Mathematical Error Analysis (MEA) as the primary framework.
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Instead of evaluating student output solely through quantitative grading, this design focused on
examining regular student learning artifacts to understand the systematic cognitive breakdowns,

procedural gaps, and conceptual misconceptions behind incorrect responses.
Research Site and Context

The study was conducted within the Kathmandu District of Nepal. To ensure a
comprehensive overview of the localized educational ecosystem, data were collected from two

distinct operational categories of schools:

1. Community Schools: Government-funded public institutions.

2. Institutional Schools: Privately managed, self-funded institutions.
Population and Sampling Technique

The target population comprised students across multiple grade levels (spanning
basic to secondary Level) enrolled in the selected schools during the academic session. A
purposive sampling technique was used to select the schools and specific classrooms. This
non-probability sampling method ensured that the analyzed student artifacts contained a diverse
range of foundational mathematical concepts, including arithmetic, algebra, geometry, statistics,

probability, and sets.
Timeline and Duration (When and How Long)

Duration: The active field research and data collection phase spanned a total of twelve

(12) weeks (approximately 3 months).

Timeframe: Data collection occurred during the middle of the academic term. This
timeframe was strategically selected because students were regularly engaged in
continuous formative assessments and substantial homework assignments, providing a

high density of fresh mathematical artifacts for review.
Data Collection Procedure

The step-by-step process used to collect raw data from student homework copies was strictly

systematized to avoid random or biased selection:

1. Permission and Ethical Clearance: Formal permission was obtained from school

principals and subject teachers to access student homework records anonymously.
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2. Artifact Retrieval: At the end of every instructional week, the researcher gathered

the regular homework notebooks and exercise copies of the sampled students.

3. Targeted Assessment Scanning: Rather than looking at mock exam papers, the
researcher systematically audited regular, day-to-day formative assignments. A total
of approximately 100 students” homework copies were reviewed across the selected

school types.

Data Analysis Process

The raw data gathered from students’ artifacts underwent a systematic four-phase analysis

process to construct the final diagnostic error matrix:

Phase 1: Screening and Identification: Every homework assignment was scanned for
final incorrect answers. When an error was spotted, the entire mathematical layout—
including rough work, crossed-out lines, and intermediary steps—was transcribed onto an

observation sheet.

Phase 2: Error Categorization: Missteps were cross-referenced against standardized
error classifications (e.g., Radatz’s or Newman’s Error Analysis model). Errors were
systematically categorized into:

*  Careless/Technical slips (e.g., calculator mismanagement, place value spacing).

*  Procedural gaps (e.g., algorithmic execution failures, failure to expand formulas).

*  Conceptual misunderstandings (e.g., adding numerators/denominators straight across,

fundamental division confusion).

Phase 3: Validation and Diagnosis: For ambiguous steps, the researcher engaged in informal, brief follow-
up clinical interviews with a sub-sample of students ("Can you explain how you arrived at this step?") to
confirm whether the error stem was a random oversight or an ingrained conceptual misconception.
Phase 4: Synthesis and Tabulation: The verified error codes and their corresponding underlying
mathematical explanations were synthesized, resulting in the qualitative representation outlined in Table
1.

Table 1

Common Mathematical Errors and Their Possible Causes

S.N. Mathematical Error Possible Cause of Error
2200 + 110 =3300 Incorrect use of place value
2 2x4)+(6-3)+(150+3)=8+3+5=16 Lack of conceptual understanding of division
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3 (2a)*=2a%or 4a Lack of understanding of the concept of expo-
nentiation
4 40+1/2=20 Lack of conceptual understanding of fractions

and division

1/2 +2/3 = (142)/(2+3) = 3/5

Lack of conceptual understanding of fractions

15000 — (15/100 x 1500) = 15000 — 2250

Incorrect use of calculator

n(A) = 30%, n(U) = 100%

Lack of meaningful use of mathematical sym-
bols

8 (atb)*=a%+b? Lack of conceptual understanding of algebraic
expansion

9 Sx2=x;x=1/5 Lack of conceptual understanding

10 80+10x8=1 Lack of understanding of order of operations

11 3.6+03=12 Lack of conceptual understanding of decimal
division

12 (1/2a) x (1/2b)=1/2 ab Lack of procedural understanding (process er-
ror)

13 (3a+6)> = 3(at+2)? Lack of visual/spatial understanding

14 Construction of 60° and 120° and locating positions Improper use of protractor and compass

15 x?P=x Lack of knowledge of laws of exponents

16 (atax)a=a+x Lack of conceptual understanding of algebraic

simplification

Note: Errors were drawn from students’ homework across different grades in community and

institutional schools in Kathmandu District.

These errors reflect common misconceptions encountered in students’ daily academic

tasks, and they manifest primarily in written assignments. Similar errors may also be observed in

practical and oral tasks.

Causes of Mathematical Errors

In the Nepalese educational context, conceptual misconceptions and computational

mistakes made by students across different grades, subjects, exercises, and examinations are

frequently encountered. The main causes of such errors, as reflected through the observations,

can be identified and categorized as follows:

(1) Insufficient instructional coverage relative to the weightage of questions assigned.

(i1) Inadequate classroom coverage of the content required to complete assigned tasks.

(iii)  Ambiguously framed questions that do not allow sufficient time for students to

formulate responses.
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(iv)  Unclear or poorly worded mathematical problems.

(v) Poor student handwriting that leads to misreading of mathematical symbols and
numerals.

(vi)  Sign errors involving the incorrect use of operational symbols (—, +, X, +).

(vii)  Incorrect simplification through undistributed cancellation (e.g., (9b +¢)/9 =b +c).

(viii)) Dimensional errors resulting from failure to maintain consistent units.

(ix)  Errors in notation and the incorrect application of mathematical properties (e.g., a
(b+c) = ab+ac, and by analogy, sin(A+B) = sinA+sinB).

(x) Uncritical reliance on calculators without verifying the reasonableness of results.

(xi)  Unwarranted generalization of mathematical rules beyond their applicable domains.

(xii))  Mathematical language and communication barriers, where students articulate

mathematical statements incorrectly (e.g., “minus into minus is plus”).

Mathematical errors of this nature can impede learning across related disciplines,

including science, social studies, economics, computer science, and accounting.
Strategies for Minimizing Mathematical Errors

According to Confrey (1990) and Zepp (1987), three principal areas must be addressed to

minimize mathematical errors in learning:

The Influence of Language Factors on Mathematics Learning: Factors such as the
language of mathematical notation, specialized vocabulary, and contextual interpretation

must be explicitly addressed in instruction.

The Appropriateness of Remedial Mathematics Programs in Schools: An excessive
emphasis on the revision of standard algorithms in school mathematics may result in
the entrenchment of irrelevant procedures rather than fostering genuine conceptual

understanding.

The Importance of Developing Supportive Learning Environments: Creating
environments conducive to active mathematical inquiry is essential for reducing errors and

promoting deeper understanding.

According to Casey (1978), “problem solvers often return to lower stages of the hierarchy
when attempting to solve problems” (p. 296). When solving mathematical problems, students

frequently resort to lower-level procedures, thereby forfeiting higher-order thinking and rational
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analysis. The school mathematics curriculum expects learners to develop competencies in
creative thinking, critical reasoning, and problem solving; however, reliance on lower-level

hierarchical procedures does not fulfill these expectations.

According to Clements (1980), “errors due to the form of questions are essentially
different from those in the other categories. Carelessness and motivation are the more prominent
errors that can occur at any stage of the problem-solving process” (p. 136). Carelessness and
lack of motivation among students are not inherent, immutable characteristics; rather, they
are challenges that can be addressed through continuous monitoring of academic learning
and progress. This represents a significant concern in mathematics teaching and learning,

underscoring the need to motivate students to engage actively in error analysis.

Newman (1983) has identified five levels of mathematical competency that can be used to

diagnose appropriate solutions to students’ errors in problem solving:
(1) Reading: Can the student read the question?
(2) Comprehension: Can the student explain what the question is asking?
(3) Transformation: Can the student identify a method for finding the answer?
(4) Process Skills: Can the student demonstrate and explain the solution process?
(5) Encoding: Can the student correctly record the final answer?

Collectively, these frameworks indicate that achievement results obtained through ERO,
National Examinations Board (NEB), and other assessment agencies provide valuable feedback
through error analysis, enabling teachers and students to engage in collaborative learning, foster
learner autonomy, and refine instructional approaches. Consequently, the assignments and tasks
given to students can yield more accurate responses and improved learning outcomes. ERO and
NEB assessments are particularly significant in high-stakes examination contexts, where the

judicious use of error analysis results can be made available to benefit students.
Impact of Mathematical Errors on Teaching and Learning

Error analysis has a direct impact on learning in every classroom. It reduces and
eliminates the mathematical errors and misconceptions for both teachers and students rather than
treating mistakes as mere metrics of failure, this diagnostic approach shifts the classroom focus

toward cognitive transparency, allowing teachers to see exactly where a lesson's delivery failed to
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align with students’ understanding. When anchored to established theoretical frameworks—such
as Newman’s Error Analysis or Radatz’s error classification—this practice provides educators
with a systematic toolkit to decode the specific nature of a student's struggle, whether it stems
from a superficial reading slip or a deep-seated structural misunderstanding. By uncovering these
underlying cognitive patterns, teachers can design highly targeted, corrective interventions that
dismantle persistent academic misconceptions before they solidify. Consequently, students learn
to view errors as constructive, navigable data points rather than permanent intellectual barriers,
fostering a resilient classroom culture where metacognitive reflection, self-correction, and long-
term academic accuracy can thrive. In conjunction with theoretical frameworks, it helps dispel

misconceptions. Various issues were identified as follows:

Development of Misconceptions: A range of audio-visual and manipulative material is used
to support learning achievement across different content areas. However, misconceptions
that take root in the classroom are difficult to eradicate from the student’s mind and tend to

impede productive learning.

Poor Academic Achievement: Mathematics is a discipline grounded in rules and formulas.
Failure to understand and apply these rules reduces students’ academic achievement.

Mathematical error analysis must be integrated as a core component of the remedial process.

Loss of Confidence: When mathematical error analysis is conducted repetitively without

constructive feedback, students may lose confidence in their mathematical ability.

Negative Attitude Toward Mathematics: Of the approximately 500,000 students who
appear for the Secondary Education Examination (SEE) each year, only 60,000 to 80,000
students appear for the School Leaving Certificate Examination (SLCE). Given that
mathematics is compulsory through Grade 12, this substantial disparity between Grade 10
and Grade 12 enrollments suggests that the cumulative effect of unaddressed mathematical

errors cultivates a negative attitude toward mathematics in students’ daily lives.

Difficulty in Problem Solving: Without systematic mathematical error analysis, students
are unable to identify appropriate strategies for solving mathematical problems. ERO’s

longitudinal reports provide important evidence in this regard.

Diagnostic Tool for Teachers: Error analysis provides teachers with a diagnostic instrument

for identifying learning gaps within the classroom.
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Improvement of Teaching Strategies: Through error analysis, teachers are able to

continuously review and refine their instructional strategies.

Promotion of Deep Learning: Mathematical error analysis fosters deep, meaningful
learning rather than surface-level memorization and assists students in arriving at solutions

through multiple approaches.

Development of Critical Thinking: Error analysis is a prerequisite for problem solving,
creative reasoning, and reflective thinking. It cultivates and develops students’ higher-order

thinking capacities.

Encouragement of Reflective Learning: When students reflect on their own learning and
articulate their own weaknesses, mathematical error analysis can encourage each student to

become a reflective learner in the classroom.

Motivation for Examination and Assessment: When students are intrinsically motivated to
participate in examinations and other forms of assessment, mathematical error analysis can

serve as a means of demonstrating and validating their learning outcomes.
ERO Reports and Findings on Mathematical Error Analysis

The Education Review Office (ERO) has published a series of reports addressing
mathematical error analysis (as mentioned in references). The findings of these reports support
efforts to minimize errors if effectively implemented in classroom teaching and learning. ERO
has provided feedback through its website and booklets concerning teacher-related factors
(e.g., teaching experience, teacher attendance, instructional methods, and motivation levels),
learning environment factors (e.g., peer influence, class size, and disciplinary climate), and
assessment-related factors (e.g., test frequency, feedback and practice, and evaluation fairness)
in mathematics learning. Selected annual reports have presented the following principal findings

and their implications for students.
Annual Report (Bikram Sambat 2075/2076)

The overall state of students’ achievement in mathematics remains critically poor.
Recent educational data revealed that 32% of students performed below the basic competency
level in mathematics. This baseline deficiency is particularly severe in the benchmark years;
in Grade 5, for instance, students adequately learned only 5% of the prescribed content items.

This systemic underperformance is heavily tied to foundational literacy gaps, as insufficient

Education Review Journal Volumn 3 July 2026




Students’ Errors in Mathematics and Their Impacts on Teaching and Learning: A Review of ERO Assessment Reports 131

support for daily reading and writing activities at school has had a documented negative effect on
overall mathematics learning. To remedy these deep-seated instructional challenges, institutional
evaluation strategies must evolve past the traditional publication and distribution of examination

results. The study strongly recommends establishing active parental participation in both

comprehensive result analysis and collaborative student improvement planning.
Annual Report (Bikram Sambat 2076/2077)

Beyond overall performance trends, a significant inequality in learning achievement
among Grade 10 students was identified, highlighting profound disparities within the student
cohort. Age-based data revealed that students aged 14 and 15 demonstrated stronger achievement
levels compared to those aged 16, 17, 18, and 19, signaling that older, over-aged students
were underperforming and failing to meet expected grade-level benchmarks. Furthermore, the
systematic reliance on the continuity of classroom examinations and the mere repetition of
content items proved ineffective, revealing that student learning achievement had not improved
meaningfully over time despite these assessment routines. Consequently, to break this cycle
of instructional stagnation and bridge existing equity gaps, the institutionalization of effective
student self-evaluation practices was identified as a critical necessity for driving authentic

academic progress.
Annual Report (Bikram Sambat 2079/2080)

Even with access to home support, students’ self-directed exploratory learning did not

increase. Structured self-directed exploratory learning was not found to be consistently effective.
Annual Report (Bikram Sambat 2080/2081)

The performance distribution was as follows: Below Basic, 0.9%; Basic, 19.5%;
Proficient, 78.2%; and Advanced, 1.4%. The smallest proportion of students fell in the Below

Basic category, while the largest proportion performed at the Proficient level.
Annual Report (Bikram Sambat 2081/2082)

The report recommended the development of plans for improving learning achievement
through result analysis, the use of student support materials, and the integration of technology in

teaching and learning.
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Study on Students’ Performance in SLC (2006)

The following suggestions were offered:

(i) Undertake targeted activities to minimize the negative backwash effects of SLC

examination practices.
(i1) Ensure the provision of adequate remediation for struggling students.
(ii1) Cultivate reading habits among students as a foundation for mathematical literacy.

The findings from the above discussed annual reports collectively indicate that error
analysis should be systematically incorporated into students’ examinations to improve results and
foster learner autonomy. Through error analysis — encompassing the application of mathematical
knowledge in learning, and the identification and classification of misconceptions — durable,

life-applicable learning can be cultivated.
Ilustrative Error Analysis: ERO Model Items

To illustrate the practical application of error analysis, the ERO published model items in
2025 for Grade 8 student achievement assessment. The following examples demonstrate the types

of errors students make on selected response items.

Item DATIM SS 17: Solving a Linear Equation
Item: If 3(2x — 1) + 2x = 21, what is the value of x?
(@-3 (b)-11/4 (c)11/4 (d)3

The correct response is (d) 3. However, two distinct types of errors are observed when

students fail to reach the correct answer:
Error Type (i):
I3x2x—1+2x=216x—1+2x=218x—-1=218x=22x=11/4

In this error, the student fails to distribute the factor of 3 across the entire expression
(2x — 1), multiplying only 2x rather than applying the distributive property to both terms.

Consequently, the student arrives at x = 11/4 or —11/4 without verification.
Error Type (ii):

3x2x—=3x1+2x=216x—-3+2x=218x—3=218x=24x=3
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In this instance, the student correctly applies the distributive property and arrives at x = 3.
However, despite reaching the correct numerical result, the student may mistakenly conclude that

X = —3, arriving at an incorrect conclusion through a sign error.

These examples demonstrate that misapplication of the operations +, —, x, and
parentheses leads to incorrect results. When subjected to systematic error analysis, these errors
reveal specific areas where students require targeted support and identify effective points for

classroom intervention.

Item DATIM SS 17: Addition of fractions
Item: 2/5+5/4+9/8+...=7
(a) 16/17  (b)41/40 (c) 81/40 (d) 111/40

In this selected-response item, students are often unable to clearly identify what the
question is asking and consequently choose an alternative at random. When attempting to solve
the problem correctly, many students cannot arrive at the correct response (d) 111/40. Students
frequently encounter the answer choices (distractors) before fully processing the question and
then attempt to reason toward a solution. This approach leads to inaccurate answers, as the

distractors function as misleading pathways that deflect students from the correct solution.

Item MID 30: Algebraic Identity
Item: Which of the following is the product of (b + a)(b — a)?
(a)a*—b> (b)az+b> (c)-b*—a*> (d)b*—a’

Students may know the identity (a + b)(a — b) = a?> — b?, but they often fail to recognize
that the order of the terms in the present item is reversed. Consequently, they are unable to
identify the correct response, (d) b> — a%. Selecting option (b), a> + b, or option (c), —b* — a?,

represents further distinct categories of errors arising from flawed reasoning in the classroom.

Item DATIM SS 14: Algebraic Simplification
Item: Which of the following is equal to 2(x +y) — (2x —y)?
@3y (b)y (c)4x+3y (d)4x+2y

Although the alternatives in this item are straightforward, students frequently fail to arrive
at the correct answer, (a) 3y, in a systematic manner. ERO’s algebra-based test items are designed

in alignment with the curriculum for the relevant grade level and are constructed in relation

Education Review Journal Volumn 3 July 2026




134 Students’ Errors in Mathematics and Their Impacts on Teaching and Learning: A Review of ERO Assessment Reports

to expected performance of the students. Each of the incorrect alternatives reflects distinct

conceptual and procedural errors that students are likely to commit.
Conclusion

In conclusion, this review of the Education Review Office (ERO) assessment reports underscores
that the overall state of school mathematics performance in Nepal remains a critical challenge
characterized by persistent conceptual and procedural errors of students written task. Systemic
proficiency gaps—such as the high proportion of students performing below basic competency
levels and the distinct underperformance of older student cohorts—reveal that traditional
assessment repetitions have failed to yield meaningful learning improvements over time.

These challenges are further compounded by foundational literacy deficiencies and a lack of
instructional alignment in daily classroom practices. However, rather than viewing these student
mistakes as definitive failures, the systematic application of Mathematical Error Analysis

(MEA) offers a transformative diagnostic pathway for school education. By dissecting the
underlying cognitive breakdowns behind common mistakes in arithmetic, algebra, and geometry,
mathematics teachers and other concerned educators can shift from passive grade distribution to
targeted, framework-driven interventions. Moving forward, integrating error analysis into regular
classroom instruction, fostering effective student self-evaluation, and encouraging strategic
parental involvement are imperative to dismantle deeply rooted misconceptions, minimize
educational inequalities, and cultivate lasting conceptual growth and confidence among Nepalese

learners.
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Abstract

Competency-based education has become a major focus of educational reform in
Nepal through the National Education Policy (2019), the National Curriculum Framework
(2019), the Basic and Secondary Education Curricula, and the School Education Sector Plan
(2022-2032). This study has examined the alignment among competency-based curriculum,
pedagogy, and assessment in Nepalese school education. A qualitative document analysis was
employed using national policy documents, relevant literature, and experiential evidence from
curriculum dissemination and teacher professional development programs conducted across
all seven provinces of Nepal. The findings indicate that national policies consistently advocate
learner-centered pedagogy, inquiry-based learning, project work, formative assessment, and
competency-based assessment. However, considerable gaps remain between policy intentions and
classroom practices. Participants reported overloaded curriculum content, inadequate emphasis

on psychomotor and affective learning, limited teacher professional development, insufficient
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instructional resources, and continued reliance on paper-and-pencil examinations. Weak
implementation of school-based assessment and limited assessment literacy further constrain
competency development. The study concludes that effective implementation of competency-
based education requires stronger alignment among curriculum, pedagogy, and assessment,
supported by continuous practice-oriented teacher professional development, adequate learning

resources, strengthened instructional leadership, and systematic institutional support.

Keywords: competency-based curriculum, learner-centered pedagogy, school-based

assessment, teacher professional development, Nepalese school education
Introduction

Competency-based education (CBE) has become a major direction of educational reform
worldwide, shifting the focus from the acquisition of subject knowledge to the development
of learners' knowledge, skills, attitudes, values, and the ability to apply learning in authentic
contexts (OECD, 2018; UNESCO, 2017). This approach emphasizes learner-centered pedagogy,
active engagement, critical thinking, problem-solving, collaboration, and continuous assessment
to prepare learners for the demands of the twenty-first century. Constructive alignment among
curriculum, pedagogy, and assessment is therefore considered fundamental to achieving intended

learning outcomes (Biggs, 1996).

In line with these global developments, Nepal has introduced several policy reforms to
strengthen competency-based school education. The Constitution of Nepal (2015) recognizes
education as a fundamental right, while the National Education Policy (2019), the National
Curriculum Framework (NCF) for School Education (2019), the Basic Education Curriculum
(Grades 6-8), 2020, the Secondary Education Curriculum (Grades 9-10), 2021; and the School
Education Sector Plan (SESP) 2022-2032 collectively emphasize competency-based curriculum,
learner-centered pedagogy, project-based learning, inquiry-based learning, formative assessment,
and continuous teacher professional development (Curriculum Development Centre [CDC],
2019; Government of Nepal, 2019; Ministry of Education, Science and Technology [MoEST],
2022). These policy documents aim to develop competent, creative, productive, and socially

responsible citizens capable of responding to national and global challenges.

Despite these progressive policy provisions, the implementation of competency-based

education in Nepal continues to face significant challenges. Previous studies have reported that
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classroom practices remain largely teacher-centered and examination-oriented, with limited
use of learner-centered pedagogy, formative assessment, and competency-based instructional
strategies (Education Review Office, 2021; Sigdel & Acharya, 2023). Similarly, teachers often
experience difficulties in translating curriculum intentions into classroom practice because of
limited professional support, inadequate instructional resources, and insufficient assessment
literacy. These challenges indicate a persistent gap between intended curriculum and enacted

curriculum.

Although previous studies have examined curriculum reform, pedagogy, and assessment
separately, limited research has explored their alignment within Nepal's competency-based
education framework by integrating policy analysis with evidence from curriculum dissemination
and teacher professional development programs. Understanding this alignment is essential
because curriculum, pedagogy, and assessment function as interdependent components of an

effective education system.

Therefore, this study examines how competency-based curriculum, pedagogy, and
assessment are conceptualized in Nepal's major education policy documents and explores the
extent to which these policy intentions are reflected in educational practice. Using qualitative
document analysis supported by experiential evidence from curriculum dissemination and teacher
training programs conducted across Nepal, the study identifies major implementation challenges
and proposes recommendations for strengthening constructive alignment among curriculum,

pedagogy, and assessment in Nepalese school education.6
Literature Review
Competency-Based Education: Concept and International Perspectives

Competency-based education (CBE) has emerged as a dominant paradigm in educational
reform worldwide, reflecting a shift from content-oriented instruction towards the development
of learners' ability to apply knowledge, skills, attitudes, and values in authentic contexts (OECD,
2018; UNESCO, 2017). Unlike traditional education systems that primarily emphasize content
acquisition and examination performance, competency-based education focuses on what learners
are able to know, understand, and do after completing learning experiences. Competence is
therefore viewed as an integrated demonstration of cognitive, practical, social, and behavioral
capabilities required to solve real-world problems and participate effectively in society
(Mulder, 2017).
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International organizations have increasingly recognized competency-based education as
essential for preparing learners for the demands of the twenty-first century. The OECD Learning
Compass 2030 identifies competencies such as critical thinking, creativity, collaboration,
communication, self-regulation, and responsible citizenship as fundamental learning outcomes
that enable learners to respond effectively to complex social, economic, and technological
changes (OECD, 2018). Similarly, UNESCO (2017) emphasizes that quality education should
promote holistic learner development by integrating knowledge, skills, attitudes, and values

through learner-centered and inclusive educational practices.

The theoretical foundation of competency-based education is closely associated with
constructivist learning theory, which views learning as an active process in which learners
construct knowledge through meaningful experiences, interaction, inquiry, and reflection
(Bruner, 1966; Vygotsky, 1978). Consequently, teaching shifts from teacher-directed knowledge
transmission towards facilitating active learning, collaborative problem solving, project work,
experimentation, and authentic assessment. Within this perspective, assessment becomes an
integral component of learning by providing continuous evidence of learners' competency

development rather than merely measuring content recall.

Although competency-based education has gained widespread international acceptance,
research consistently indicates that successful implementation depends on the coherent alignment
of curriculum, pedagogy, and assessment (Biggs, 1996; Mulder, 2017). Curriculum should clearly
define intended competencies, pedagogy should provide meaningful learning experiences that
enable learners to develop those competencies, and assessment should evaluate learners' ability to
demonstrate competencies in authentic situations. When these three components are not aligned,
curriculum reforms frequently remain limited to policy documents without producing substantial

improvements in classroom practice.
Constructive Alignment: Linking Curriculum, Pedagogy and Assessment

One of the most influential theoretical perspectives underpinning competency-based
education is Biggs' (1996) theory of constructive alignment. Constructive alignment proposes that
effective learning occurs when curriculum objectives, teaching-learning activities, and assessment
methods are deliberately aligned to support the achievement of intended learning outcomes.
Drawing upon constructivist learning theory, Biggs argues that learners actively construct
knowledge through meaningful learning experiences, while teachers design instructional

environments that enable learners to achieve predetermined competencies.
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Within competency-based education, curriculum specifies the competencies learners are
expected to develop, pedagogy provides opportunities to acquire and practice these competencies,
and assessment evaluates learners' progress towards achieving them. Consequently, assessment
should extend beyond measuring factual knowledge to include practical performance, problem-
solving ability, creativity, collaboration, communication, and other higher-order competencies.
Black and Wiliam (2009) similarly argue that formative assessment plays a central role in
supporting competency development by providing timely feedback that informs both teaching

and learning.

However, previous research suggests that educational reforms frequently encounter
difficulties because curriculum, pedagogy, and assessment are implemented independently
rather than as mutually reinforcing components. In many education systems, including those in
developing countries, curriculum reforms advocate competency-based learning, while classroom
teaching continues to rely on traditional lecture methods and assessment remains dominated by
high-stakes examinations (OECD, 2018). Such misalignment weakens the implementation of

competency-based education and limits opportunities for meaningful learning.

The concept of constructive alignment therefore provides an important analytical
framework for examining whether educational policies are translated into classroom practices.
It also offers a useful theoretical lens for understanding why curriculum reforms often fail to

produce expected improvements in student learning despite progressive policy intentions.
Competency-Based Curriculum, Pedagogy and Assessment in Nepal

Nepal has gradually reoriented its school education system towards competency-based
education through a series of policy reforms. The National Curriculum Framework (NCF)
for School Education (2019) serves as the principal policy document guiding curriculum
development and emphasizes competency-based learning, learner-centered pedagogy, internal
assessment, contextualized learning, and continuous improvement of educational quality
(Curriculum Development Center [CDC], 2019). The framework conceptualizes competency
as the integrated application of knowledge, skills, attitudes, values, and work-related abilities

required for lifelong learning and productive citizenship.

Building upon the National Curriculum Framework, the Basic Education Curriculum
(Grades 6—8) and the Secondary Education Curriculum (Grades 9-10) promote inquiry-based

learning, project work, field studies, collaborative learning, problem solving, and competency-

Education Review Journal Volumn 3 July 2026




142 Competency-Based Education in Nepal: Aligning Curriculum, Pedagogy, and Assessment

oriented assessment. Likewise, the National Education Policy (2019) emphasizes practical
education, experiential learning, ICT integration, continuous teacher professional development,
and school-based assessment. The School Education Sector Plan (2022—-2032) further reinforces
these priorities by advocating improvements in curriculum relevance, instructional quality, digital

learning, teacher capacity, and student assessment systems (MoEST, 2022).

Collectively, these policy documents demonstrate a consistent national commitment to
improving educational quality through competency-based approaches. They also align closely
with international educational agendas, particularly Sustainable Development Goal 4, which
emphasizes inclusive, equitable, and quality education for all learners. Nevertheless, successful
implementation of these reforms depends on teachers' capacity to translate policy intentions into

effective classroom practices.
Challenges in Translating Policy into Classroom Practice

Despite substantial policy reforms, previous studies consistently report that competency-
based education has not yet been fully realized in Nepalese classrooms. Education Review
Office (2021) found that classroom teaching continued to be dominated by teacher-centered
instruction and examination-oriented learning despite policy emphasis on learner-centered
pedagogy. Similarly, Sigdel and Acharya (2023) reported that assessment practices remained
heavily dependent on written examinations, limiting opportunities for formative assessment and

competency development.

Research also identifies teacher professional development as one of the most significant
determinants of successful curriculum implementation. Darling-Hammond et al. (2017) argue that
sustained, practice-based professional development has a greater impact on classroom practice
than one-time orientation programs. Teachers require continuous mentoring, classroom coaching,
collaborative lesson planning, and opportunities to reflect on their instructional practices in order

to implement competency-based education effectively.

In addition to teacher capacity, several structural barriers affect curriculum
implementation. Studies conducted in Nepal have identified shortages of instructional materials,
science laboratories, ICT facilities, libraries, internet connectivity, and qualified subject teachers
as major constraints to learner-centered pedagogy and competency-based assessment (MoEST,
2022). Large class sizes, inadequate classroom infrastructure, and limited instructional time

further reduce opportunities for project work, inquiry-based learning, and authentic assessment.
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Assessment practices present another major challenge. Although national policies
advocate formative assessment and school-based assessment, classroom evaluation remains
largely examination-oriented. The continued dominance of high-stakes examinations encourages
teachers to prioritize content coverage and exam preparation over competency development. This
phenomenon, commonly referred to as the washback effect, weakens constructive alignment and

limits the implementation of competency-based education (Biggs, 1996).
Methodology

This study employed a qualitative research approach using document analysis
as the research design. To strengthen the analysis and provide contextual understanding,
documentary evidence was complemented by the researcher's professional experiences gained
through curriculum and curricular materials dissemination programs and teacher professional
development workshops conducted across all seven provinces of Nepal. The integration of
document analysis and experiential evidence enabled a comprehensive examination of the
alignment between competency-based curriculum, pedagogy, and assessment in Nepalese school

education.

The study utilized three complementary sources of evidence. First, primary data sources
consisted of major national education policy documents, including the National Education Policy
(2019), the National Curriculum Framework for School Education (2019), the Basic Education
Curriculum (Grades 6-8), the Secondary Education Curriculum (Grades 9-10), and the School
Education Sector Plan (2022-2032). These documents were selected because they provide the

official policy directions for curriculum, pedagogy, and assessment in Nepal.

Second, the secondary sources included peer-reviewed journal articles, books, national
assessment reports, and publications from international organizations such as UNESCO and
the OECD. These sources were reviewed to establish the theoretical and empirical foundation
of competency-based education and to compare Nepal's policy directions with international

perspectives.

Third, experiential evidence was drawn from curriculum dissemination programs and
teacher professional development workshops facilitated by the researcher across all seven
provinces of Nepal. Participants included teachers, head teachers, teacher educators, education
officers, and local government representatives. During these programs, participants shared their
experiences and reflections regarding the implementation of competency-based curriculum,
learner-centered pedagogy, and school-based assessment. These field experiences were used to

enrich the interpretation of policy implementation rather than as independent primary research
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data.

The collected documents and experiential evidence were analyzed using thematic analysis
(Braun & Clarke, 2021). The analysis began with repeated reading of policy documents and
relevant literature to identify key concepts related to curriculum, pedagogy, assessment, and
competency-based education. Similar concepts and implementation issues were then coded and
organized into broader themes. The experiential evidence from dissemination programs was
subsequently compared with the documentary findings to identify consistencies and discrepancies
between policy intentions and implementation practices. This analytical process resulted in four
major themes that guided the presentation of the findings and discussion.

To enhance the credibility of the study, data triangulation was employed by comparing
information obtained from policy documents, published literature, and experiential evidence from
dissemination and teacher training programs. This triangulation strengthened the consistency
and trustworthiness of the findings by examining the same issues from multiple perspectives.
Throughout the analysis, interpretations were grounded in documentary evidence and supported

by relevant scholarly literature to minimize subjective bias.

The study relied exclusively on publicly available policy documents, published literature,
and the researcher's professional observations from curriculum dissemination and teacher
professional development programs. No personal identifiers or confidential information were
collected or reported. Participants' views are presented in aggregate form without identifying any
individual or institution. Consequently, formal ethical approval was not required. Nevertheless,
the study adhered to the principles of academic integrity, transparency, and responsible reporting

throughout the research process.
Findings and Discussion

Theme 1: Competency-Based Curriculum: Policy Intentions and
Implementation Challenges

Nepal's major education policy documents, including the National Education Policy
(2019), the National Curriculum Framework (2019), the Basic Education Curriculum (Grades
6-8), 2020, the Secondary Education Curriculum (Grades 9-10), 2021; and the School Education
Sector Plan (2022-2032), consistently promote a competency-based curriculum that emphasizes
the integrated development of knowledge, skills, attitudes, values, and the ability to apply
learning in real-life situations. The policies further advocate learner-centered and practical
education through periodic curriculum revision and contextualization (CDC, 2019; Government
of Nepal, 2019; MoEST, 2022).
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Evidence from curriculum dissemination and teacher professional development programs
conducted across all seven provinces indicates that participants generally appreciated the shift
towards a competency-based curriculum and considered it more relevant and practical than
previous curricula. However, they consistently reported that some subjects, particularly Science
and Technology and Social Studies, contain overloaded content, making it difficult to implement
practical and competency-based learning activities. Participants also observed that curriculum
implementation remains heavily focused on cognitive learning outcomes, while comparatively
less attention is given to psychomotor and affective domains. Many participants recommended

reducing the weekly instructional load from 32 credit hours to around 30 hours.

These findings suggest that although Nepal's curriculum is conceptually aligned with
international competency-based education reforms, effective implementation remains constrained
by curriculum overload and limited opportunities for experiential learning. Similar concerns have
been reported in previous studies, which argue that competency-based curriculum can only be
effectively implemented when curriculum content, instructional time, and classroom learning
experiences are appropriately aligned (Biggs, 1996; OECD, 2018). Consequently, strengthening
the balance among cognitive, psychomotor, and affective learning domains is essential for

achieving the intended curriculum outcomes.

Theme 2: Learner-Centered Pedagogy: Policy Aspirations and
Classroom Realities

Nepal's education policies consistently advocate learner-centered and child-centered
pedagogy to promote competency development. The National Education Policy (2019), the
National Curriculum Framework (2019), and the Basic and Secondary Education Curricula
emphasize inquiry-based learning, project work, field studies, problem-solving, collaborative
learning, inclusive pedagogy, ICT integration, and continuous teacher professional development
as key strategies for improving learning outcomes (CDC, 2019; Government of Nepal, 2019;
MOoEST, 2022).

Participants in curriculum dissemination and teacher training programs acknowledged
that these pedagogical approaches are appropriate for implementing competency-based education.
However, they reported several implementation challenges, including limited opportunities

for continuous professional development, shortages of science laboratories, ICT laboratories,
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libraries, internet facilities, digital learning resources, movable classroom furniture, and qualified
subject teachers. These constraints often compel teachers to rely on traditional lecture-based

instruction despite their awareness of learner-centered approaches.

These findings indicate that policy intentions are not fully reflected in classroom practice
because of institutional and resource constraints. Similar studies have shown that learner-centered
pedagogy requires continuous practice-oriented teacher professional development, adequate
instructional resources, and supportive school environments rather than one-time orientation
programs (Darling-Hammond et al., 2017; UNESCO, 2017). Therefore, strengthening teachers'
professional capacity together with improving school infrastructure is essential for translating

competency-based pedagogy into classroom practice.

Theme 3: Competency-Based Assessment: Policy Provisions and
Assessment Practices

Assessment is an integral component of Nepal's competency-based curriculum. The
National Curriculum Framework (2019) and the Basic and Secondary Education Curricula
emphasize internal assessment, assessment for learning, school-based assessment, and the use
of specification grids that measure learners' cognitive abilities from knowledge to higher-order
thinking. Likewise, the National Education Policy (2019) advocates practical examinations,
project work, oral assessment, creative performance, and community-based inquiry as important
assessment approaches, while the School Education Sector Plan (2022—-2032) prioritizes
objective, reliable, and competency-oriented assessment systems (CDC, 2019; Government of
Nepal, 2019; MoEST, 2022).

Despite these policy provisions, participants consistently reported that assessment
practices remain dominated by paper-and-pencil examinations. Parents and schools continue to
give greater importance to terminal and final examinations than to formative assessment, practical
work, and school-based assessment. Teachers also indicated that they lack practical assessment
tools, portfolio formats, documentation systems, and sufficient assessment literacy to implement

competency-based assessment effectively.

These findings demonstrate a significant gap between policy intentions and assessment
practices. Similar findings have been reported by Sigdel and Acharya (2023), who observed that
examination-oriented assessment continues to influence classroom teaching in Nepal. Black and

Wiliam (2009) also argue that assessment for learning improves student achievement only when
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teachers possess adequate assessment literacy and regularly use feedback to support learning.
Therefore, strengthening school-based assessment requires practical guidelines, assessment
resources, continuous mentoring, and greater public awareness regarding the value of formative

assessment.

Theme 4: Strengthening Alignment among Curriculum, Pedagogy,
and Assessment

The findings indicate that Nepal has established a comprehensive policy framework
supporting competency-based education; however, effective implementation depends on the
constructive alignment of curriculum, pedagogy, and assessment. Participants consistently
emphasized that while policy documents clearly promote competency development, classroom
practice continues to be constrained by overloaded curriculum, limited teacher capacity,
inadequate infrastructure, insufficient instructional resources, and examination-oriented

assessment practices.

These findings support Biggs' (1996) theory of constructive alignment, which argues
that meaningful learning occurs only when curriculum objectives, teaching-learning activities,
and assessment methods are coherently aligned. The present study suggests that strengthening
any one component in isolation is unlikely to improve educational quality. Instead, curriculum
reform, teacher professional development, learner-centered pedagogy, competency-based
assessment, and institutional support should be implemented as interconnected elements of the

education system.

Overall, the evidence suggests that Nepal has established a strong policy foundation
for competency-based education, but greater investment in teacher capacity, school resources,
instructional leadership, and assessment reform is required to translate policy intentions into

effective classroom practice.
Conclusion

This study examined the alignment of competency-based curriculum, pedagogy, and
assessment within Nepalese school education with a particular focus on the translation of policy

intentions into classroom practice. The findings indicate that Nepal has made significant progress
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in adopting competency-based educational reforms through key policy frameworks such as the
National Curriculum Framework (2019), the National Education Policy (2019), and the School
Education Sector Plan (2022). These policies reflect global trends that emphasize holistic

learning, integration of knowledge and skills, and the development of higher-order competencies.

However, the study reveals that the realization of these policy goals in classroom practice
remains limited. A persistent misalignment among curriculum, pedagogy, and assessment
continues to hinder effective implementation. Curricular designs are heavily overloaded with
cognitive content particularly in Science and Technology and Social Studies, while neglecting
the psychomotor and affective domains. Furthermore, the 32-credit-hour weekly workload strains
school schedules. Teaching practices are still largely dominated by traditional, teacher-centered
approaches due to severe infrastructural constraints, including a lack of Science and ICT labs,

missing libraries, and unsupportive classroom spaces with non-movable furniture.

Assessment systems remain heavily focused on traditional paper-and-pencil written tests,
heavily driven by parent demand for final marks and a lack of standardized assessment tools
and student portfolio management resources. Teacher capacity and professional support systems
emerge as critical factors influencing implementation. The findings suggest that teachers require
sustained, practice-oriented professional development to effectively adopt competency-based

approaches.

While Nepal’s policy framework provides a strong foundation for competency-based
education, achieving meaningful transformation requires a coherent, integrated, and well-
resourced approach. Strengthening alignment among curriculum, pedagogy, and assessment,
enhancing teacher capacity, improving school infrastructure, and ensuring supportive institutional
mechanisms are essential for bridging the gap between policy and practice. These efforts are
crucial for fostering meaningful learning and equipping students with the competencies required

for the demands of the twenty-first century.
Recommendations

The findings of this study highlight the need for comprehensive, coordinated, and
sustainable reforms to strengthen the implementation of competency-based education (CBE) in

Nepal. Although national education, curriculum policies, and plans have adopted a progressive
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vision emphasizing competencies, skills, contextual learning, and learner-centered approaches,
the effective translation of these intentions into classroom practice remains challenging. The

study indicates that successful implementation requires stronger alignment among curriculum,
pedagogy, and assessment, supported by adequate institutional capacity, infrastructure, teacher

professional development, and systemic policy coherence.
Curriculum-Related Recommendations

The findings suggest the necessity of strengthening the alignment between intended
curriculum goals and their actual implementation in classrooms. Although Nepal’s competency-
based curriculum framework emphasizes competency-based learning, life skills, soft skills,
creativity, problem-solving, and contextual relevance, many teachers continue to experience
difficulties in interpreting competency statements and translating them into measurable learning
outcomes. Therefore, the Curriculum Development Center (CDC) should further operationalize
curriculum documents through practical, teacher-friendly guidelines, including competency-
based lesson plan exemplars, instructional strategies, assessment approaches, and context-specific

learning activities.

The curriculum should also be reviewed to reduce content overload, particularly in
subjects such as Science and Technology and Social Studies. The present curriculum structure
often prioritizes content coverage and cognitive knowledge, leaving limited time for experiential,
psychomotor, and affective learning opportunities. Reducing unnecessary content burden and
managing weekly instructional hours effectively would provide teachers with sufficient time
to engage students in inquiry-based learning, practical activities, projects, and competency
development. A balanced curriculum design should move beyond knowledge transmission toward

the development of transferable skills, attitudes, and real-life competencies.

Furthermore, curriculum support materials should be developed based on local contexts
and school realities. Localized curriculum resources, activity banks, examples of integrated
learning tasks, and community-based learning models would support teachers in adapting
curriculum intentions to diverse geographical and socio-cultural contexts. Such resources are
particularly important for implementing competency-based curricula and ensuring that learning

becomes meaningful and relevant to students’ experiences.

Another critical area requiring attention is the alignment between curriculum and

examination systems. Without reforming high-stakes examinations, competency-based
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curriculum intentions are unlikely to be fully realized. As emphasized through the principle of
constructive alignment (Biggs, 1996), learning outcomes, teaching strategies, and assessment
systems must function cohesively. Therefore, curriculum reform should be accompanied by
examination reform to ensure that assessment practices encourage higher-order thinking,

application, creativity, and problem-solving rather than memorization and content recall.
Pedagogy-Related Recommendations

The successful implementation of competency-based education depends largely on
transforming classroom teaching practices. The findings indicate that many teachers still
rely on traditional teacher-centered approaches due to limited exposure to learner-centered
methodologies, inadequate teaching resources, and insufficient opportunities for practice-based
professional learning. Therefore, teacher professional development (TPD) should be redesigned
as a continuous, school-based, and practice-oriented process rather than being limited to short-

term theoretical workshops.

Teacher development programs should incorporate demonstration of lessons, model
classrooms, peer coaching, mentoring, lesson study, collaborative planning, classroom
observation, and reflective practices. Evidence from educational research demonstrates that
sustained professional learning opportunities supported by mentoring and teacher collaboration
are more effective in producing meaningful changes in instructional practice (Darling-Hammond
et al., 2017). Experiences from teacher training and classroom support programs across Nepal
also indicate that teachers benefit most when professional learning is connected directly with their

classroom challenges and practices.

Teachers should receive structured support to implement innovative pedagogical
approaches such as inquiry-based learning, project-based learning, experiential learning,
collaborative learning, and problem-solving approaches. For this purpose, schools should be
provided with practical teaching resources, digital learning materials, activity-based teaching
guides, and locally relevant instructional examples. Without adequate resources and professional

support, teachers often return to conventional lecture-based methods despite policy expectations.

Infrastructure development is also essential for enabling competency-based pedagogy.
Federal, provincial, and local governments should prioritize investment in basic educational
facilities, including functional science laboratories, [CT laboratories, libraries, internet
connectivity, and digital interactive learning facilities. Classroom environments should also

be redesigned with flexible furniture arrangements that allow cooperative learning, group
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discussions, experiments, and project-based activities.

Teachers play a critical role in student achievement. Providing regular feedback,
maintaining a consistent presence and managing classroom time effectively are essential
strategies. Incorporating digital resources and internet use in classroom activities can further
enhance learning. Continuous professional development for teachers should focus on these areas

to ensure they can effectively support student learning across all subjects (ERO, 2025).

Strengthening instructional leadership at the school level is equally important. Head
teachers and local education authorities should actively support pedagogical innovation through
academic supervision, constructive feedback, professional learning communities, and teacher
mentoring systems. Effective leadership can create an institutional culture that encourages

experimentation, collaboration, and continuous improvement in teaching practices.
Assessment-Related Recommendations

Assessment reform is central to achieving the goals of competency-based education;
however, it remains one of the most challenging aspects of implementation. The findings indicate
that assessment practices in Nepal continue to be dominated by summative examinations, limiting
the effective use of internal assessment and assessment for learning. Therefore, assessment
systems should be restructured to emphasize formative assessment, continuous feedback,

performance-based evaluation, and competency-based assessment criteria.

Teachers require stronger assessment expertise to design, implement, interpret, and use
assessment information effectively. The responsible authorities should provide clear operational
guidelines, standardized rubrics, sample assessment tools, and practical training materials to
support school-based assessment (SBA). Teachers should be supported in developing authentic
assessment tasks, including projects, practical demonstrations, portfolios, reflective activities,

peer assessment, and self-assessment strategies.

School-based assessment should not be treated merely as an administrative requirement
but as a mechanism for improving student learning. Therefore, systematic monitoring, mentoring,
and professional support mechanisms should be established involving teachers, head teachers,
local education officials, and curriculum authorities. Standardized templates, student portfolio
guidelines, digital record-keeping systems, and documentation frameworks should be provided to

help schools maintain reliable records of students’ continuous progress.

Education Review Journal Volumn 3 July 2026




152 Competency-Based Education in Nepal: Aligning Curriculum, Pedagogy, and Assessment

Community awareness is another important aspect of assessment reform. Parents and
communities often value traditional examination results more than competency development
and performance-based learning. Therefore, local governments and schools should conduct
orientation programs to explain the purpose and benefits of competency-based internal

assessment practices and encourage broader acceptance of alternative assessment approaches.

Reforming national examination systems is equally necessary. As long as examinations
emphasize factual recall and content reproduction, classroom teaching will continue to be
influenced by examination pressures. National examinations should gradually incorporate
analytical, application-based, problem-solving, and performance-oriented tasks to promote
higher-order competencies and reduce negative washback effects. This reform would ensure
greater consistency between curriculum intentions, classroom practices, and assessment

outcomes.

Digital assessment systems should also be explored to improve efficiency, transparency,
and personalization of assessment practices. Digital platforms can support real-time feedback,
student progress tracking, assessment data management, and individualized learning support.
However, successful implementation requires parallel investment in technological infrastructure,

teacher digital competency, and technical support systems.
Overall Implications

In conclusion, effective implementation of competency-based curriculum, pedagogy, and
assessment in Nepal requires a holistic and integrated reform approach. The findings demonstrate
that policy-level commitment alone is insufficient to transform classroom practices. Sustainable
change requires practical curriculum support materials, continuous teacher professional
development, adequate educational infrastructure, effective instructional leadership, assessment

literacy, and alignment between internal and external assessment systems.

The study further indicates that strengthening the connection between curriculum
intentions and classroom realities is essential for achieving meaningful educational
transformation. Therefore, policymakers, curriculum development centers, education training
centers, local governments, and schools should work collaboratively to establish supportive
systems that enable teachers to implement competency-based education effectively. Ensuring
coherence among curriculum, pedagogy, and assessment will be critical for developing

learners who possess not only academic knowledge but also the skills, attitudes, creativity, and
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competencies required for lifelong learning and participation in a rapidly changing society.
References

Biggs, J. (1996). Enhancing teaching through constructive alignment. Higher Education,
32(3), 347-364. https://doi.org/10.1007/BF00138871

Black, P., & Wiliam, D. (2009). Developing the theory of formative assessment.
Educational Assessment, Evaluation and Accountability, 21(1), 5-31. https://doi.org/10.1007/
$11092-008-9068-5

Braun, V., & Clarke, V. (2021). Thematic analysis: A practical guide. SAGE

Publications.
Bruner, J. S. (1966). Toward a theory of instruction. Harvard University Press.
Constitution of Nepal. (2015). Nepal Law Commission. https://lawcommission.gov.np/

Curriculum Development Centre [CDC]. (2019). National curriculum framework for

school education. Ministry of Education, Science and Technology, Government of Nepal. https://
moecdc.gov.np/

Curriculum Development Center [CDC]. (2020). Basic Education Curriculum
(Compulsory subjects). Ministry of Education, Science and Technology, Government of Nepal.

https://www.moecdc.gov.np/category/course--g-/?page=2

Curriculum Development Center [CDC]. (2021). Secondary Education Curriculum
(Compulsory subjects). Ministry of Education, Science and Technology, Government of Nepal.
https://www.moecdc.gov.np/category/course--g-/?page=3

Curry, L., & Docherty, M. (2017). Implementing competency-based education. Collected
Essays on Learning and Teaching, 10, 61-74. https://doi.org/10.22329/celt.v10i0.4716

Darling-Hammond, L., Hyler, M. E., & Gardner, M. (2017). Effective teacher
professional development. Learning Policy Institute. https://doi.org/10.54675/LP12017

Education Review Office [ERO]. (2021). National assessment of student achievement
(NASA) report. Ministry of Education, Science and Technology, Government of Nepal. https://

WWW.ero.gov.np/

Education Review Journal Volumn 3 July 2026




154 Competency-Based Education in Nepal: Aligning Curriculum, Pedagogy, and Assessment
Education Review Office. (2025). National Assessment of Student Achievement 2023.
Main Report-Grade 10 (Mathematics, Science, English and Nepali). https://www.ero.gov.np/

Government of Nepal. (2019). National Education Policy, 2076. Ministry of Education,
Science and Technology. https://moest.gov.np/

Ministry of Education, Science and Technology [MoEST]. (2022). School education
sector plan (SESP) 2022/23-2031/32. Government of Nepal. https://moest.gov.np/

Mulder, M. (Ed.). (2017). Competence-based vocational and professional education:
Bridging the worlds of work and education. Springer. https://doi.org/10.1007/978-3-319-41713-4

Organisation for Economic Co-operation and Development [OECD]. (2018). The
Sfuture of education and skills: Education 2030. OECD Publishing. https://www.oecd.org/
education/2030/

Ponomariovien€, J., Jakavonyt€-Staskuvien€, D., & Torterat, F. (2025). Implementing
competency-based education through the personalized monitoring of primary students’ progress
and assessment. Education Sciences, 15(2), Article 252. https://doi.org/10.3390/educscil 5020252

Shi, F. (2026). Translating policy into practice: Teacher agency amid cognitive and
ecological constraints in enacting competency-based assessment. Frontiers in Psychology, 17,
Article 1836710. https://doi.org/10.3389/fpsyg.2026.1836710

Sigdel, S., & Acharya, B. (2023). Examining inclusive education policies of Nepal: A
comprehensive review analysis. Nepalese Journal of Development and Rural Studies, 20(1),
8—15. https://doi.org/10.3126/njdrs.v20i1.64135

UNESCO. (2017). Education for sustainable development goals: Learning objectives.
UNESCO. https://doi.org/10.54675/CGBA9153

Vygotsky, L. S. (1978). Mind in society: The development of higher psychological

processes. Harvard University Press.

Education Review Journal Volumn 3 July 2026




Government of Nepal

Ministry of Education and Sports
Education Review Office

Sanothimi, Bhaktapur




